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Executive Summary 
To support the achievement of Goal One of the USAID 
Education Strategy (2011) for “Improved reading skills for 
100 million children in primary grades by 2015,” the new 
USAID education project, USAID Prioritizing Reform, 
Innovation, and Opportunities for Reaching Indonesia’s 
Teachers, Administrators, and Students (USAID 
PRIORITAS), has a specific focus on improving early grades 
reading achievement of children in Indonesian schools. The 
project aims to increase the following: 

• The proportion of students who, by the end of two grades of primary schooling, 
demonstrate that they can read and understand the meaning of grade level text; and 

• The proportion of students who, by the end of the primary cycle, are able to read 
and demonstrate understanding as defined by a country curriculum, standards, and 
national experts.  

In late 2012, the project conducted a study of early grades reading levels in project areas to 
assess:  

• How well children in the early grades are reading; 

• How well teachers are teaching children in the early grades to read; and  

• How well prepared teachers are to teach children in the early grades to read.  

The purpose of this assessment was to obtain data that would provide a clear perspective of 
early reading development, to identify areas of weakness that could be considered in project 
decision-making, to design curricular and pedagogical interventions, and to provide baseline 
data against which the project interventions for early grades reading would be measured.  

The results of this assessment are presented in three parts. Part one (section 3) examines 
the assessment results of how well children are reading; part two (section 5) reviews the 
findings on how well teachers are teaching reading; and part three (section 6) reviews how 
well teachers are currently being prepared to teach reading. Together, these three 
components provide a comprehensive view of the current status of reading in project areas 
and lead to recommendations for future project and policy work to improve reading skills of 
children in the primary grades.  

How Well Children in the Early Grades are Reading  

To assess how well children in project areas are reading, USAID PRIORITAS developed and 
administered an Early Grade Reading Assessment (EGRA), with a sample of 4,223 grade 3 
children in 184 schools, between September and December 2012. The project’s EGRA 
included 6 subtasks that measure the early reading skills that research has found to be 
predictive of later reading ability and that can be improved through effective teaching. 

For the grade 3 EGRA, the table below shows the overall mean values and the percentage of 
grade 3 children scoring zero for each subtask that was included. Children in the sample 
could correctly identify, on average, 85.69 letters in one minute. For words in isolation, 

The more that you read, 
the more things you will 
know. The more that 
you learn, the more 
places you'll go. 

DR. SEUSS (1978) 
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students correctly read an average of 35.57 invented words (nonwords) and 70.42 real 
words (familiar words) per minute. For reading connected text, the assessed grade 3 
children correctly read, on average, 68.09 words per minute. Their ability to understand 
what they had read averaged 3.25 out of 5 questions (or 65%). Children achieved an average 
score of 1.52 correct answers out of 3 questions asked (50.6%) in the listening 
comprehension subtask, which is relatively low compared to the other subtasks and 
equivalent subtasks in other countries. Less than half (47.2%) of the assessed children were 
able to read at an 80% comprehension level. Very few assessed children scored zero on 
each of the subtasks, although as Table 1 below shows, the children found the listening 
comprehension task more challenging than any other.  

Table 1: Grade 3 EGRA Results Summary 

 
Letter 

Naming  
Initial 

Sounds  
Familiar 
Words  

Non- 
Words 

Oral 
Reading 
Fluency  

Reading 
Compre-
hension  

Listening 
Compre-
hension 

Overall 
Mean 

85.69 4.72 70.42 35.57  68.09  3.25  1.52  

Children 
scoring 
Zero  

0.50%  8.01%  1.85%  3.69%  1.34%  3.31%  16.77%  

 

Overall, the findings show that children in grade 3 in this sample have well-developed word-
level skills and CAN read words in the Indonesian language.1 However, they CANNOT 
always understand what they read. Moreover, they only understand half of what they hear. 
As almost all classroom learning in Indonesia is dependent either on listening to the teacher 
talk or on reading textbooks and answering questions, the results suggest that children in 
grade 3 are only learning half of what they should in any of their lessons. This is the real 
challenge.  

Moreover, a results analysis shows that some subgroups of children in grade 3 are reading at 
a better level than their peers. 

• Children on the island of Java are reading better than children elsewhere.  

• Children in the post-conflict area of Aceh are reading at lower levels than their 
national peers.  

• Girls are outperforming boys on all the subtasks. 

• Children in rural schools are reading at lower levels than their peers in urban 
schools.  

• Children studying in secular schools are doing better in reading than those in 
religious schools. 

• Children with access to books at home score higher on all subtasks than those that 
do not have access to books at home.  

                                            
1 The terms “Indonesian language” and “Bahasa Indonesia” are used interchangeably throughout this document 
and mean the same thing. 
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However, the study found that the most significant predictor of reading achievement was a 
child’s participation in pre-school education. By grade 3, children who had attended pre-
school were reading with 28% more fluency and 25% better comprehension than children 
who had not attended.  

These findings closely reflect what was found through other studies and assessments 
conducted about reading achievement in Indonesia, including a recent GOI study and the 
results of the 2011 Progress in International Reading Literacy Study (PIRLS). Combined, 
these studies indicate that there are problems with students learning to read in Indonesia. 
The problems differ from those found in other developing countries, which are at a lower 
stage of development, and affects some student populations more than others. 

How well teachers are teaching children in the early grades to read  

Teaching quality is fundamental to children’s success in reading. The USAID PRIORITAS 
project conducted a qualitative review of how reading is taught in schools, to better 
understand the quality of teachers who are teaching reading, as well as the applied pedagogy 
and approaches that are used to teach reading. The review included observing 365 early 
grades teachers teach reading in their classrooms, as well as both formal and informal 
interviews and discussions with 184 school principals, 368 parents, and 380 teachers. 

The findings show that very few young children in project areas currently have a quality 
teacher who is teaching them to read or to think about what they are reading. Overall, 
primary school early grades classrooms are not offering an active reading approach or 
providing a course on language learning that presents the building blocks of reading in a 
systematic way. Most primary school teachers have very few resources to support their 
teaching and rarely use assessment tools to improve their students’ learning. Many teachers 
are not familiar with diagnostic or formative assessment or know or understand the 
standard reading levels that their students are trying to reach. 

How well prepared teachers are to teach children in the early grades to read 

Teachers must be adequately prepared, both in their pre-service education and during 
subsequent years of practice, if children in their classes are to achieve reading skills at levels 
consistent with their potential. The assessment of early grades reading in project areas also 
looked at how early grades teachers are currently being prepared to teach reading during 
their initial teacher training courses, and how they are supported to continue to develop 
their skills subsequently. The assessment was carried out in 16 teacher training institutes 
(TTIs) in 7 provinces in Indonesia. Data was collected through interviews with over 160 TTI 
staff; observations of 68 primary education lecturers, as they taught trainee teachers; and 
discussions with 64 primary school student teachers. 

The results of the assessment show that TTIs are not preparing teachers well. Most new 
primary school teachers enter the workforce unprepared to teach reading. Insufficient time 
is spent on training new teachers to teach reading, and they are not receiving adequate (if 
any) instruction on how to develop phonemic awareness, phonics, fluency, vocabulary 
knowledge, and text comprehension skills in young children. Furthermore, there are no 
standards to be reached for graduates to be considered an accomplished teacher of reading. 
Although many donors have invested in in-service teacher training, they have been more 
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hesitant to invest in this segment of teacher preparation. The minimal teacher professional 
preparation and classroom experience are major barriers to quality reading instruction (and 
general education) in Indonesia. 

Recommendations  

The assessment results point to six areas of recommendation for project interventions, 
which are believed will lead to measurable improvements and, ultimately, will help move 
children forward in their reading. A brief overview of the recommendations based on the 
results of the assessment and on early grade reading research is presented below.  

1. Improve classroom instruction: The project should focus on preparing the 
teachers to teach reading well, by providing a quality in-service teacher training 
program and working with TTIs to improve primary teacher preparation courses. As 
children achieve adequate word-level skills, teachers need to be supported to focus 
on the components of reading that the study found to be less well-developed in their 
students. Teachers need to be given support to develop pedagogical ideas and 
strategies that they can apply to develop children’s oral language proficiency, 
vocabulary, and formal and more sophisticated comprehension skills (such as 
predicting and summarizing) and to improve fluency. 

2. Encourage reading in the school and community: To improve, children need 
more opportunities to read. A two-pronged effort should be made to increase the 
amount of appropriate reading material in schools and communities and to 
encourage families to make reading a part of their daily family activity. Schools should 
be encouraged to develop and implement initiatives to improve reading, such as 
including reading activities and upgrading school libraries.  

3. Develop standards and benchmarks for early grades reading: Setting goals 
to monitor students’ progress in reading is key to moving students forward. Because 
clear, measurable benchmarks do not yet exist for reading in the Indonesian 
language, the project should use the results of the EGRA to work with TTIs in the 
regions to develop local reading standards for each grade. Teachers will need to be 
trained on how to use the standards, conduct assessments, and keep records of 
reading achievement. Because student achievement standards and teaching standards 
are two interlocking issues that are fundamental to the determination of reading 
outcomes, the project should also work with key stakeholders to develop and 
implement standards for literacy teaching and use them to accredit primary school 
teacher preparation courses.  

4. Target project interventions: The project should consider designing strategies 
that support the learning needs of certain types of student populations; for example, 
those of low socio-economic status in rural schools versus urban schools is a good 
place to start, especially given the large percentage of rural schools included in the 
project. 

5. Advocate for reading: The project should work with schools, districts, and 
regional and national governments to review current policies, practices, and 
resource allocations that may be affecting early grades reading and should advocate 
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for necessary policy changes to support children’s reading. As a first step, this work 
should include advocating an increase in the amount of lesson time that children 
spend on reading and also on promoting pre-school education. The new curriculum 
should be reviewed to see if it is likely to improve reading instruction and 
assessment. If it does not, it should become a component of policy dialogue between 
the project and the GOI. 

6. Conduct further investigations: Early grade reading achievement should be 
further investigated as required as the project expands into the more remote areas 
of the country or advocates for dissemination of project reading interventions. 
Because the usefulness of EGRA is limited to understanding whether children have 
developed early reading skills and not other components of successful reading, such 
as the motivation to read, the project should investigate children’s attitudes toward 
reading and examine ways in which teachers can motivate children to read and 
develop the will, as well as the skill, to read.  

These recommendations will be discussed and prioritized with the USAID Indonesia 
Mission, the Ministry of Education and Culture (MOEC), and the Ministry of Religious Affairs 
(MORA), to ensure that they provide an appropriate way forward and will be sustainable 
and country-led. These findings, conclusions, and recommendations summarized here are 
discussed in more detail in this report.  
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1 Introduction 
Reading is defined as the process of constructing meaning 
from written texts and is considered a fundamental skill for 
children. It is also a foundational skill upon which acquisition 
of other critical skills and knowledge depends. Without basic 
literacy skills, children are unable to learn and have little 
chance of succeeding in school. Reading is not only 
foundational for school-based learning, but it is necessary for behavioral and psycho-social 
well-being, further education and training, occupational success, productive and fulfilling 
participation in social and economic activity, and for a nation’s social and economic future. 
Research indicates that children who do not learn to read in the early grades (grades 1–3) 
are likely to fall further and further behind as they grow older. Moreover, students who do 
not learn to read in the first few grades are more likely to fall behind in other subjects, to 
repeat grades, and eventually to drop out. 

USAID emphasizes the importance of early grade reading in Goal One of its Education 
Strategy (2011) for “Improved reading skills for 100 million children in primary grades by 
2015.” To support the achievement of this global goal, the USAID-funded Prioritizing 
Reform, Innovation, and Opportunities for Reaching Indonesia’s Teachers, Administrators, 
and Students (PRIORITAS) project has a particular focus on supporting the development 
and improvement of reading in the early grades in Indonesia. The project’s target is to 
increase the following: 

• The proportion of students in Indonesia who, by the end of two grades of primary 
schooling, demonstrate that they can read and understand the meaning of grade level 
text; and 

• The proportion of students in Indonesia who, by the end of the primary cycle, are 
able to read and demonstrate understanding as defined by a country curriculum, 
standards, and national experts.  

To determine the best way to meet these targets, the PRIORITAS project collected data on 
the current reading achievement of children in the early grades as well as the performance 
of teachers and teacher preparation courses in project areas. The project will use this data 
to design the most effective reading program to:  

• Support improved reading instruction and assessment in grades 1-3 in primary 
schools by developing and implementing an in-service teacher training program, and 

• Introduce appropriate early grades reading concepts and methodology into teacher 
preparation courses in TTIs and government in-service training venues so that 
teachers are better prepared to teach early grades reading.  

This report presents a summary of this research data and provides a series of 
recommendations for project interventions aimed at improving the reading skills of children 
in the primary grades of education in Indonesia.  

"Today a reader, 
tomorrow a leader” 

THE LIBRARY (1926)  
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2 The Indonesian Context 
The official language, spoken throughout the Indonesian archipelago, is Bahasa Indonesia2 
(the language of Indonesia). Most formal education, as well as nearly all national media and 
other forms of communication, are conducted in Bahasa Indonesia. However, most 
Indonesians are also fluent in another regional language (such as Javanese, Sundanese, and 
Madurese), which is commonly used at home and within the local community. Indonesia has 
hundreds of regional languages, and it is estimated that about 30 million people speak Bahasa 
Indonesia as their first language, and a further 140 million speak it as a second language. 
Bahasa Indonesia is written using the Latin script. It is a transparent orthography with a high 
level of correspondence between letters and sounds. 

A single national education system was established by law in 1989 and uses Bahasa Indonesia 
as the official language of instruction. Two tracks lead through the education system, which 
exist in parallel at each level: (1) conventional (secular) schools are under the authority of 
the MOEC, whose management has been decentralized to district governments since 2001; 
and (2) Islamic religious schools, mostly madrasah, are under the authority of the Ministry of 
Religious Affairs (MORA), whose management is still centralized. However, many district 
governments give financial assistance to religious schools and integrate them into activities at 
the district level. 

A large private education sector, especially in the religious sub-sector, has 90% of schools 
operated by private foundations. The proportion of private secular schools is smaller, less 
than 7% at the primary school level, but rises to over 44% at the junior secondary school 
level. All schools are required to teach the national curriculum. Madrasahs teach extra hours 
to include additional religious subjects, including the study of the Arabic language. Both 
systems comprise the following educational levels (see Table 2). 

Table 2: Levels of Formal Education in Indonesia 
Levels of 

Education Agea Grades Secular School Religious School 

Pre-school  5 – 6   Taman Kanak-Kanak (TK) Raudhatul Athfal (RA) 

Primary  7 – 12  1 – 6 Sekolah Dasar (SD) Madrasah Ibtidayah (MI) 

Junior 
Secondary  

13 – 15  7 – 9 Sekolah Menengah Pertama (SMP) Madrasah Tsanawiyah (MTs) 

Senior 
Secondary  

16 – 18  10 – 12 Sekolah Menengah Atas/Kejuruan (SMA/K) Madrasah Aliyah (MA) 

aThese are the official ages at which children are expected to attend the various levels of education. However, there are 
some underage and many overage children at each level. The large number of overage children is caused by (i) late entry 
into school and (ii) class repetition. 

                                            
2 The terms “Bahasa Indonesia” and “Indonesian language” are used interchangeably throughout this document 
and mean the same thing. 
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Primary and junior secondary education is classed as “basic education” by the Indonesian 
Government and is compulsory. By the end of the Junior Secondary level, students are 
expected to have developed the knowledge, skills, and understanding needed to enter into 
the workforce and participate in national and community development. Bahasa Indonesia is 
the official language of instruction, but teachers are permitted to use the Bahasa Daerah 
(language of the region) to support instruction in the “early stages of education.”3 These early 
stages are not clearly defined, but in general are accepted to be grade 1 as the transitional 
year. However, some schools, especially in the more remote areas of Indonesia, continue to 
use the local language in the later grades of primary school. 

Early grades education takes place in kelas awal (grades 1–3) in primary schools. The early 
grades differ from the later grades in primary schools (grades 4–6) in that teachers are 
expected to adopt a thematic approach in their instruction and less time is spent in school. 
By law, on average, children in the early grades spend 4.5 or 5 hours per day in school. This 
equates to 10 lessons of 30 minutes each. However, actual learning time is often much less. 
Reasons for this include absenteeism or tardiness of teachers and students, time needed to 
manage and instruct a large class, breaks, teachers completing administrative tasks or 
attending meetings, and complementary programs outside of the curriculum.  

Reading is taught at primary school as part of an integrated Bahasa Indonesia subject, which 
includes reading, writing, listening, and speaking. However, generally speaking, reading is 
taught as an isolated decoding exercise and is not embedded in a literacy context where the 
focus of literacy is communicating for meaning. According to national regulations, Bahasa 
Indonesia should be taught for 8 hours a week (80 minutes per day) in grades 1 and 2 and 
around 10 hours per week (100 minutes per day) in grade 3. It is not clear how much of this 
time is spent on the teaching of reading, as it is an integrated subject, but the time spent on 
language is around the international recommended time of 90 minutes per day spent on 
reading.  

The National Curriculum or Kurrikulum Tingkat Satuan Pendidikan (KTSP) lays out the 
competencies that children should be achieving at the end of each grade and semester. As 
Table 3 shows, by the end of the early grades, children should be able to fluently read and 
understand texts of up to 150 words. Annex 2 shows the competencies in more detail. 

Table 3: The KTSP for Reading in the Early Grades 
Grade Semester 1 Semester 2 

One  Read aloud and accurately, syllables and words; 
Read simple sentences with correct pronunciation 
and intonation  

Read simple sentences consisting of 3–5 words with 
fluency; Read a poem of 2–5 sentences with correct 
pronunciation and intonation  

Two  Conclude a short text of 10–15 sentences after 
reading it fluently; Explain a poem after reading it  

Read aloud a text of 15–20 sentences with correct 
pronunciation and intonation; To retell a text of 20–25 
sentences read silently 

Three  Read aloud a text of 20–25 sentences with correct 
pronunciation and intonation; Explain a text of 100-
150 words after reading it; Retell a story which has 
been read  

Answer and ask questions about the content of a longer 
text; Read a poem with correct pronunciation, right 
intonation, and expression  

                                            
3 Government of Indonesia, (2003). National Education System, Pasal 33 (2) 2003. 
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These competencies are not very clear, nor are they easy to measure as they can be 
interpreted in many ways. As a result, they do not provide useful guidance to schools and 
teachers. Under the current curriculum,4 schools are responsible for “planning the learning 
processes” for children to be able to master these competencies.5 Schools have to develop 
the syllabus and the learning plans under the supervision and guidelines of the District 
Education Office and MORA. Therefore, under this system, the standards for reading can 
differ widely from district to district. In some districts, children are expected to be able to 
read a connected text of 100–150 words fluently by the end of semester 1 in grade 1. In 
others, there are no local benchmarks. Some schools even expect that children should read 
before they come to school. National regulations do not encourage this, but under 
decentralization, it is difficult to monitor.  

Lack of resources for reading, and especially the supply of 
appropriate age- and grade-level reading books, is a major 
challenge that limits children’s opportunities for sustained 
reading practice in schools and inhibits children’s reading 
growth. These limitations, combined with other education 

problems, make it very difficult for teachers to teach reading. Moreover, many teachers are 
not given adequate and appropriate pre- and in-service training. These issues are discussed 
in more detail in section 6.0 (How Well are Teachers Being Prepared to Teach in the Early 
Grades) of this report. 

Concerned about the low quality of basic education, in 2011 the MOEC conducted a small-
scale pilot assessment of grade 3 students to measure their reading, writing, and counting 
skills. This study, called “Calistung,” concluded that a large percentage of students were 
failing to reach grade level standards in reading. Students were finding it difficult to answer 
questions and solve problems that had not been covered in class. Reading comprehension 
and understanding sentence structure were identified as particular weaknesses. 

Although the Calistung study is helpful in terms of confirming that there are weaknesses in 
teaching and in learning how to read, it is less useful in identifying the specific underlying 
weaknesses. Because the study used written tests, it was not always possible to distinguish 
between the students who scored poorly because they lacked the knowledge assessed by 
the test or because they lacked basic reading and comprehension skills. Therefore USAID 
PRIORITAS conducted a further assessment of early grade reading to gather more reliable 
data that could be used to determine project interventions. 

                                            
4 The curriculum is currently being changed, and the new curriculum will be implemented in stages in 2013. 
5 GOI (Government of Indonesia). 2005a. The National Standards of Education. 

"Teaching reading IS 
rocket science." 

LOUISA MOATS (N.D.) 
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3 How Well Children are Reading 
Using the EGRA, USAID PRIORITAS worked with local stakeholders to assess grade 3 
students’ reading skills across a variety of essential areas of literacy. EGRA does not assess a 
specific curriculum, but instead measures the rate at which students are developing critical 
skills that they must acquire to learn to read successfully. The assessed skills are those that 
research has found to be predictive of later reading ability and that can be improved through 
effective teaching.  

3.1 Rationale for the Early Grade Reading Assessment 

From a cognitive perspective, all children learn to read in the same way. All languages have 
thousands of unique words, but they only have a few dozen sounds (phonemes). In 
alphabetic languages, such as Bahasa Indonesia and English, letters represent those sounds. 
Learning to read any alphabetic system depends on understanding the relationship between 
sounds and the letters that represent them. Regardless of context, students who do not 
have this insight are likely to struggle with reading. As children learn to read, they learn the 
sounds associated with each symbol and apply this knowledge to decode new words that 
they can recognize instantly. By the end of this learning phase, children develop a sufficient 
rate and accuracy in decoding and word recognition so that they can read fluently. In 
addition to rate and accuracy, reading with fluency means that the child reads with 
appropriate expression, which suggests they understand the text. Fluency is considered 
important for reading comprehension because the cognitive attention is focused on the 
meaning of the text, not on decoding the words.  

To read with sufficient rate and comprehension, children need to develop a set of specific 
skills. These skills are developed in phases. The level of complexity of a language affects how 
long it takes to develop these skills. The alphabetic principle is considered a critical insight for 
learning to read in an alphabetic language such as Indonesian. It is an understanding that 
individual letters or groups of them represent speech sounds and carry meaning. Beginning 
readers learn that the relationship between sounds and symbols is predictable, and they 
apply this knowledge when reading (decoding) and spelling (encoding).  

The ability to make sense of oral language in the absence of print contributes to reading 
comprehension. Two specific skills of oral language are required. These are phonemic 
awareness and listening comprehension. Phonemic awareness is sensitivity to language at the 
phoneme (sound) level and supports decoding and encoding words. Listening comprehension 
is measured to help to interpret the reading comprehension abilities. For example, a child 
who has mastered the alphabetic principle of a language will be able to decode its words 
automatically. Yet, if the child’s language skills are not commensurate, the child may be able 
to give the appearance of reading without comprehending. Measuring listening 
comprehension helps to distinguish reading comprehension difficulties from the need to 
develop language skills.  
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Oral reading fluency is the ability to read connected text automatically, accurately, and with 
expression. It is considered critical for reading comprehension because the reader can 
attend to the meaning of the text instead of decoding the words. Reading comprehension is 
the ultimate goal of reading, where meaning is derived from what is read. It is a complex 
process that requires, among other abilities, word recognition and vocabulary for the reader 
to construct meaning from the text.  

Evidence suggests that early reading acquisition with sufficient rate and comprehension are 
essential for successful reading. Children who do not acquire reading skills in the first few 
years of school are likely to struggle in all academic subjects and not reach their full 
potential.  

Based on a strong foundation of evidence from reading and cognitive development research, 
the EGRA contains a variety of subtasks that measure the building blocks to literacy 
described above. It is an inexpensive and simple, individually administered oral assessment 
that is designed to diagnose deficiencies in the foundational reading skills during the early 
grades when literacy acquisition is the easiest. Using EGRA allows the project to identify and 
target interventions for improvements in teacher instruction for the reading components 
that are most likely to increase student reading outcomes. It would also help the following:  

• To identify areas where there are gaps or weaknesses in policy, curriculum, or 
teacher training programs in children’s literacy development, and  

• To raise awareness of the importance of reading and reading challenges and motivate 
local policy makers, donors, schools, and civil society to take action. 

3.2 Development of the Early Grade Reading Assessment  

EGRA test development and administration under USAID PRIORITAS followed a sequence 
recommended by RTI International and other donors and organizations that had previously 
implemented the assessment. 

3.2.1 The Instrument and Protocol 

The USAID PRIORITAS EGRA was developed in Bahasa Indonesia because all children are 
expected to be literate in this language. To ensure that the EGRA instrument was 
appropriate for the Indonesian context and language, significant preparation and consultation 
were necessary and took place in September 2012. Grade 2 and 3 textbooks and readers 
were obtained and used both to create letter and word-frequency lists. These lists allowed 
the team to know the rate of recurrence and appearance of each letter and word in grade-
appropriate texts and became the items for several of the subtasks. Several different short 
stories, at lengths between 30 and 60 words, were developed with a series of simple 
comprehension questions attached to each story. The team selected 6 subtasks (described 
in detail in Table 4) for the Indonesian instrument. These specific subtasks were chosen 
because they were felt to be most relevant to the grade being assessed and the Indonesian 
context. The final EGRA instrument is included in Annex 3.  
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Table 4: Early Grade Reading Assessment Components 

#  Subtask  Students must Reading Skill  

1 Letter–Name 
Knowledge:  

Provide the name of 100 upper- and 
lowercase letters presented in random order. 
Timed at 1 minute. 

The ability to read the letters of the alphabet 
naturally and without hesitation. 

2 Initial Sound 
Discrimination  

Identify the one word among three that starts 
with a different sound. 10 sets of words. 
Untimed. 

To hear, identify, and manipulate language 
(sounds) in the absence of written text.  

3 Familiar Word 
Reading  

Read 50 simple and common words with 
fluency and speed. Timed at 1 minute. 

The ability to read high-frequency words to 
assess whether children can process words 
quickly. 

4 Unfamiliar Word 
Reading  

Read 50 nonword words with fluency and 
speed. Timed at 1 minute. 

The ability to apply knowledge of the 
relationship between sounds and symbols to 
decode words rather than reading words 
from memory. 

5a  Oral Reading 
Fluency  

Read a narrative text of 58 words. Timed at 1 
minute. 

The ability to read connected text with 
accuracy, little effort, and at a sufficient rate.  

5b Reading 
Comprehension  

Respond to 5 questions (4 literal and 1 
inferential) about the entire text or parts they 
have read. 15 seconds to start to answer each 
question. 

The ability to make meaning from 
(understand) what they have read. 

6  Listening 
Comprehension  

Listen to a connected text of 30 words and 
respond correctly to 3 questions (2 literal and 
1 inferential). 15 seconds to start to answer 
each question. 

The ability to make sense of oral language 
(considered a necessary skill for reading 
comprehension). 

 

The draft instrument was created by a small team of six people and then vetted and tested 
by 25 early grade reading and language experts during a five-day workshop in which the 
group carefully discussed and revised each section and prepared the instructions that the 
assessor is to read to the student. A complete list of these experts is included in Annex 4.  

In addition to the EGRA instrument, a brief student interview was also prepared, to be given 
orally to the children before they completed the other EGRA subtasks. The purpose of the 
student interview was to gather information about the home and school contexts that might 
help to explain differences in reading performance. For example, the children were asked 
about their access to reading materials at home, the language they spoke at home, their pre-
school education, and whether they read with their parents.  

3.2.2 Enumerator and Field Coordinator Training  

In September and October 2012, the project trained a total of 126 enumerators (36 project 
and 90 non-project staff) to use the Indonesian EGRA. Almost 50% of the non-project staff 
were university lecturers or student teachers. Because it was understood that all trainees 
may not be able to perform to the project standard, the training included more people than 
would be required to collect data. The training covered the importance of reading and early 
grade education, gave an overview of EGRA, and provided an introduction to each of the 
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subtasks. Participants had multiple opportunities to practice administering each subtask and 
to receive feedback on their performance. To ensure a standardized assessment and reliable 
data, the workshop also included three inter-rater reliability tests (IRR), where all 
participants assessed the same student, and their results were compared against an 
established “gold” standard to see how well each of the participants were doing. 

3.2.3 E-EGRA 

Participants were trained to conduct the assessment using both paper and pencil and also 
via Tangerine™. Tangerine™ is electronic data-collection software designed for use on 
mobile computers, including netbooks, tablets, computers, and smartphones, to enable 
recording students’ responses to EGRA. In early November 2013, the project trained all 
enumerators to use the Tangerine™ software on 7.2-inch Samsung Galaxy tablets. 

3.2.4 Pilot Testing 

Throughout the development process, the EGRA instrument was tested on three different 
occasions with a total of 734 children from grade 3 in 13 schools across 7 provinces. The 
instrument proved to be valid and reliable. However, the Tangerine™ software functioned 
erratically, and data frequently had to also be collected on paper. 

3.3 The Survey Design 

The USAID PRIORITAS EGRA survey design is presented in Table 5 below. The project 
decided to use EGRA in the first semester of grade 3, as it is a common expectation that, 
given proper learning conditions, children can read by the end of grade 2. Thus, this seemed 
the most opportune time to conduct the assessment. 

Table 5: The Survey Design 

Grade Level Grade 3 (Semester 1) 

Geographic 
Areas 

All Cohort 1 USAID PRIORITAS project districts (23)  

Institution Type  All types of primary schools (secular and religious, public and private); representational sample of 
each type  

School Sample  4 project schools and 4 non-project schools per district; approximately equal in distance from the 
district center and approximately equal in student performance  

Membership  Maximum of 24 students per school; 12 females and 12 males 

Sampling Plan  Multistage sampling: representational sample of schools, randomly selected; random selection of 
students  

 

USAID PRIORITAS administered the EGRA in all 23 project districts. These districts were 
not chosen at random, but were selected in cooperation with local stakeholders and 
according to a specific project criteria agreed with USAID and Indonesian Government 
counterparts. 
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Of the 23 districts in which EGRA was administered, 7 had local languages that were widely 
used, as shown in Table 6. In all districts in Central and East Java, Javanese was also spoken 
in around 40% of the homes. 

Table 6: Project Districts Where a language Other Than Bahasa Indonesia is 
Widely Spoken 

Province District Local Language Spoken 

Aceh  
Bener Mariah  Javanese  

Aceh Jaya  Acehnese 

Banten 
Pandelang  Sundanese 

Serang  Bantenese 

East Java  Situbondo  Madurese 

South Sulawesi  Bantaeng  Bugis  

West Java  Ciamis  Sundanese 

 

EGRA was administered in 8 schools in each of the 23 districts. Of the 8 schools, 4 were 
project schools and 4 were non-project (comparison)6 schools that were approximately 
equal in distance from the main city and in student performance. To ensure that there was a 
representational sample of different types of schools (secular, religious, private, and public) 
and for maximum comparability, multistage sampling was used where 4 project schools 
were randomly selected from within a project-determined cluster of 10 schools. A list of all 
schools participating in the project’s EGRA is included in Annex 5.  

Within each school, the assessment was given to 
a random sample of 24 students (12 girls and 12 
boys) selected from the grade 3 roster. The high 
stakes testing environment that exists in 
Indonesia7 meant that achieving a random 
sample was sometimes challenging for the EGRA 
teams, as described in the box below. 

                                            
6 USAID PRIORITAS uses the term “comparison” schools rather then “control” schools.  
7 Passing examinations in Indonesia, and specifically the Ujian Nasional (National Examination), has huge 
consequences both for students and schools, as it determines whether students can continue to the next level 
of education or not and whether schools can receive government grants or not. Such high stakes mean that 
important examinations are often susceptible to corruption.  

 
Bakulan Kemangkon Primary School Purbalingga, Central 

Java. Students are waiting in a line to be chosen for 
random sampling. 
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3.4 Data Collection  

Data collection took place in November and December 2012. Teams of enumerators were 
led by EGRA supervisors and field coordinators (mostly project staff) and data was collected 
in a one-day visit to each school. The final sample is summarized in Table 7.  

Data was collected from a total of 4,223 grade 3 students in 184 schools across 23 districts 
in 7 provinces. Of these schools, 75.5% are secular, and the remaining schools are religious 
(reflecting the proportion of these types of schools in the project). 

Table 7: Final EGRA Sample 

Province 

Schools Students 

Secular  Religious  Total Males Females Total 

Aceh  11 5 16 157 160 317 

Banten  12 4 16 176 179 355 

Central Java  31 9 40 484 448 932 

East Java  30 10 40 464 466 930 

North Sumatra 19 5 24 284 284 568 

South Sulawesi 17 6 24 282 263 545 

West Java  18 6 24 288 288 576 

Total  138 45 184 2,135 2,088 4,223 

 

In general, the project aimed to assess 24 students per school. However, the number of 
students assessed varied from school to school, depending on the total number of students 
in grade 3. In some schools, the number of grade 3 students was less than 24. For example, 
in MIN Teunom in Aceh, there are only 8 students in grade 3. In these cases, all students in 
the class were assessed. The difference in the number of schools and the number of 
students assessed in each province is a result of the number of project districts in each 
province. For example, in East Java there are 5 districts involved in the project (so students 

Stories from the Field  

In a number of schools, particularly in South Sulawesi and Aceh, after teachers learned that 
EGRA was also being conducted in other schools, they assumed that it was part of a school-
level assessment or a competition. Therefore, the teachers decided to select only the students 
they thought were smart enough to take part in the assessment and asked those who were not 
so smart to report as absent. The intention was that the school would have a high EGRA score. 
On the day the EGRA assessment was scheduled in one school in Aceh, over 12 grade 3 
students reported sick. EGRA in that school was postponed for another day.  
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in 40 schools were assessed); whereas, in Banten, students in only 16 schools were 
assessed, as there are only 2 project districts. 

In all, the project assessed 58.5% of the grade 3 students in the 184 schools. Of these, 2,135 
(50.5%) of the students were male, and 2,088 (49.5%) were female. Of the children assessed, 
59.7% lived and went to schools in rural areas, and 23.8% attended religious schools. 

In most cases, District Education Offices, school principals, and teachers were very 
cooperative. The majority of students were very keen to participate in EGRA, although 
some not so much, as described in the box below.  
 

 
 

Each assessment took approximately 15 
minutes. All teams prepared for the 
administration of the assessment very carefully 
to try to ensure that the children were 
relaxed, as described in the box below. 

Unfortunately, the TangerineTM software 
continued to function inconsistently during the 
data collection process, with enumerators 
needing to collect additional back-up data on 
paper for subtask 5a. 

 

 
Each assessment took about 15 minutes. 

Stories from the Field  

In East Java schools, some students, who were not chosen to participate in EGRA, cried 
because they felt that they were not included in a fun event. These students were so interested 
in the EGRA activity that during the break period they were distracting the EGRA assessment 
process by peeking at what was going on and by being very noisy. 

Other students did not want to participate. In South Sulawesi and North Sumatra, there were a 
few students who refused to take part in the assessment because they did not want to answer 
the questions posed by the assessors. There were students who are shy and felt that they 
were not ready. Thus, the team replaced them with back-up student samples. 

In Aceh, there were students who were at first reluctant to participate in the EGRA because 
they thought that EGRA was a medical activity like receiving “shots” at school. 

Similarly, in South Sulawesi and East Java, students were a little bit traumatized with so many 
people coming to school. They thought that bad or hurtful things might happen to them, so 
they became very anxious. 
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3.5 Study Limitations  

There are several limitations to this study, which are explained in more detail below. Some 
were known from the onset of the assessment, while others emerged during the data 
collection process. Although the project attempted to minimize potential limitations, some 
limitations may have influenced the study findings. 

Sample Selection: The districts where EGRA was administered were deliberately 
selected by the project against selection criteria that included commitment to the project 
and accessibility to local universities. Moreover, the project employed multistage sampling to 
select schools that would represent the overall school type and student population in the 
country. This process reduced the overall randomness of the study. Although the schools 
do represent different regions in Indonesia, there are many other regions that were not 
included in the sample. Therefore, the findings only represent students in the areas where 
the project is currently working and is being used as a project baseline. It is not intended to 
be representative of either the districts, provinces, or the country. 

E-EGRA: The project used the TangerineTM 
software to collect the EGRA results. As 
mentioned elsewhere in this report, the 
software functioned inconsistently for the first 
half of the data collection process, and 
supplementary information had to be collected 
on paper and later inserted into the Tangerine 
files. Thus, it is possible that errors may have 
been made. This issue also led to a prolonged 
and challenging data cleaning and analysis 
process.  

Enumerators: During data collection, field 
supervisors noted that some data collectors were inconsistent in administering some parts 
of the assessment. This inconsistency occurred most noticeably with questions on the 
student interview and may have affected the reliability and consistency of some of the 
responses.  

 
A team member in Banten brought puppets and told stories 
in the assessment waiting room and post-assessment room.  

Stories from the Field  

Ensuring a good atmosphere during EGRA was seen as important for the success of the 
program. In North Sumatra, the team provided coloring books for students to use in the 
quarantine room while they were waiting to participate in the EGRA assessment. As a result, 
the team found that the students were very calm and did not even talk about the assessment 
with their friends because they were too busy with their book. In Banten, one member of the 
EGRA team brought puppets to tell stories to children as they waited. This kept them all very 
entertained and relaxed. 
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Self-Reporting: Answers to the students’ questionnaires were given by the students 
themselves. The young age of the students and the context in which the questionnaires 
were given may have reduced reliability, as the children may not remember their pre-school 
experiences or may be nervous and trying to give what they think is the “right” answer.  

3.6 Findings 

In this study, results are reported for an analysis of 4,141 children. Although assessments 
were conducted on 4,223 children, the results from 82 children were eliminated from the 
final analysis because these results were not usable. 

It is possible to analyze and report the collected data in many different ways. This report 
only presents and discusses the salient points or results of particular interest or note. 
Results are reported both for the overall population of students and for each group of 
interest, such as girls and boys, children in religious schools and in secular schools, and 
children in urban and rural areas. The results, including percentages and frequencies, can be 
interpreted as representative of the students in the sample. 

As previously explained, the project did not draw a simple random sample of the population 
of students in each group of interest. Thus, to be able to make inferences about the 
performance of the entire population and not only those that were sampled, the results 
were weighted against the grade 3 student population in the schools. These weights increase 
the power of the few individuals who were sampled, making them represent the estimated 
population within each group. Based on the estimated total population and students in the 
final sample, a weight was calculated for each level of selection (districts, schools, students) 
and for each observation (student). STATA8 takes this final student level weight to 
determine the best estimation of the results for the entire population of students. This 
weighting requires that instead of reporting the standard deviation,9 a standard error10 is 
reported for some results.  

3.6.1 Summary Scores 

This section presents summary statistics for all subtasks of the EGRA conducted by the 
project. It begins by looking at the overall data and continues by presenting the results by 
project treatment groups, by province, and by gender. 
  

                                            
8 A general purpose statistical software package.  
9 The amount of variation from the average. 
10 The accuracy of an estimation for the population. 
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a. Overall Summary Scores 

The weighted results shown in Table 8 
suggest that children’s reading abilities are 
moving ahead in a predictable developmental 
progression. Students in grade 3 could 
identify, on average, 85.69 letters in one 
minute. Children’s proficient mastery of the 
letter sounds contributed to respectable 
scores in nonword11 decoding and oral 
reading fluency. More specifically, for words 
in isolation, students in grade 3 read an 
average of 35.57 nonwords and 70.42 familiar 
words12 per minute. For reading connected 
text, children read, on average, 68.09 words 
per minute. Their ability to understand what 
they had read averaged 3.25 out of 5 questions (or 65% correct). A total of 47.2% of them 
were able to answer 4 out of the 5 questions correctly, scoring 80% comprehension. 
Children achieved an average score of 1.52 correct answers out of 3 questions asked 
(50.6%) in the listening comprehension subtask, which is a relatively low score compared to 
the other EGRA subtasks and scores for equivalent subtasks in other countries. 

Table 8: Summary of Overall Scores by Subtask 

Subtask (score) 
Grade 3 

Averages Standard Error 

Letter Knowledge (CLPM)  85.69 .273 

Initial Sound Discrimination (10) 4.72 .032 

Familiar Word Reading (CWPM) 70.42 .288 

Unfamiliar Word Decoding 
(CNONWPM) 

35.57 .175 

Oral Reading Fluency (CWPM)  68.09 .284 

Reading Comprehension (5) 3.25 .015 

Listening Comprehension (3) 1.52 .011 

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non-
Words per Minute 

                                            
11 Throughout this document, the terms “nonwords,” “invented words,” “nonsense words,” and “unfamiliar 
words” mean the same thing. 
12 Throughout this document, the terms “real words” and “familiar words” mean the same thing. 

 
During post-assessment, students in West Java created toy 

windmills. 
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Very few children were not able to read anything on the EGRA. In Table 9, the percentages 
of zero scores are presented, which are the percentage of students in grade 3 who were 
unable to record13 the name of a single letter, hear an initial sound, read a single word, or 
answer one question about a simple story. Based on this data, only 0.5% of students did not 
know a single letter name, and 1.34% of students reached grade 3 without being able to 
read a single word of a simple story. However, more children in the sample were unable to 
score on the listening comprehension subtask than on any other subtask.  

Table 9: Percentage of Students with Zero Scores by Subtask 

Subtask (score) % Students with Zero Scores 

Letter Knowledge (CLPM)  0.50 

Initial Sound Discrimination (10) 8.01 

Familiar Word Reading (CWPM)  1.85 

Unfamiliar Word Decoding (CNONWPM)  3.69 

Oral Reading Fluency (CWPM)  1.34 

Reading Comprehension (5) 3.31 

Listening Comprehension (3) 16.77 

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non-
Words per Minute 

The general conclusions that can be drawn from this overall data are that early reading skills 
are satisfactory. Most children in grade 3 are able to read grade level text at an acceptable 
rate and nearly half of them are able comprehend the text to a satisfactory level.  

b. Summary Scores by Treatment Group 

Table 10 shows a comparison of PRIORITAS project schools with non-project schools. The 
gray highlights indicate the highest score for each subtask. As this table shows, on all seven 
EGRA subtasks, students in project schools are already outperforming students in non-
project schools. These differences are statistically significant for all subtasks except two—
letter-name knowledge and reading comprehension. 

                                            
13 The subtasks are discontinued if a child does not score any correct answers in the first row of the letters 
and words. 
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Table 10: Summary of Overall Scores by Treatment Group 

Subtask (score) Project Schools  
Non-Project 

Schools  Difference  

Letter Knowledge (CLPM)  85.7 84.7 1 

Initial Sound Discrimination (10) 4.8 4.6 0.2 

Familiar Word Reading (CWPM)  35.6 34.2 1.4 

Unfamiliar Word Decoding 
(CNONWPM)  

70.3 67.6 2.7 

Oral Reading Fluency (CWPM)  68.4 65.2 3.2 

Reading Comprehension (5) 3.3 3.2 0.1 

Listening Comprehension (3) 1.6 1.5 0.1 

Respondents  2083 (50.3%)  2058 (49.7%)  

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non Words per 
Minute 

On a few occasions, some schools that had been selected as comparison schools had not 
been informed by the local education authority that EGRA would take place. Since they 
were unprepared, they refused to participate in the assessment, so the team had to find a 
replacement school on the same day. This may mean that some comparison schools may 
not be as approximate in terms of student learning as was planned. These observed 
differences at the start of the PRIORITAS project will be noted. 

c. Summary Scores by Province 

A summary of early reading skills by province is presented in Table 11. This data shows that 
children in grade 3 in schools on the Island of Java (Central, East, and West Java and Banten) 
are reading at higher levels than students in schools outside of Java. This is not unexpected, 
as Java is the most politically and economically dominant island in Indonesia. It is home to 
60% of the Indonesian population and where the capital city, Jakarta, is located. Java is 
considered the most developed of all the islands in the archipelago. On Java, the children in 
Banten are scoring the lowest. This is primarily because Banten is the newest province in 
Indonesia (created in 2000) and as such still has an undeveloped infrastructure. School 
buildings are quite small, teachers’ re-deployment is still ongoing, and so class sizes are large. 
Jakartans say that Banten is “near but far way,” meaning that it is geographically very close to 
Jakarta, but in other respects, it is still very remote. The EGRA results are quite consistent 
with the National Examinations results in Indonesia, where Banten generally ranks low 
among the provinces. 
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Table 11: Summary Results by Province 

Subtask  Overall  Aceh Banten 
Central 

Java  
East 
Java  

North 
Sumatra  

South 
Sulawesi  

West 
Java  

Letter Name 
Knowledge 
(CLPM)  

85.69 70.84 80.18 91.00 92.43 82.18 80.26 91.57 

Initial Sound 
Discrimination 
(10) 

4.72 3.06 3.83 4.56 6.01 3.86 4.84 5.99 

Familiar Word 
Reading (CWPM)  

70.42 51.60 59.31 73.79 76.61 70.69 64.35 80.67 

Unfamiliar Word 
Decoding 
(CNONWPM)  

35.57 25.54 30.31 36.47 40.86 34.00 33.97 40.16 

Oral Reading 
Fluency (CWPM)  

68.09 49.23 55.85 72.49 76.43 66.24 61.93 78.30 

Reading 
Comprehension 
(5) 

3.25 2.98 2.78 3.59 3.56 2.83 3.04 3.76 

Listening 
Comprehension 
(3) 

1.52 1.70 1.34 1.50 1.68 1.24 1.63 1.76 

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non Words per 
Minute 

The provinces with the highest and lowest scores for each subtask are highlighted in dark 
blue and light grey, respectively. Two provinces (East and West Java) had the highest 
averages on all subtasks, and two provinces (Aceh and North Sumatra) had the lowest 
scores on the seven subtasks. 

Overall, children in the province of Aceh are performing at the lowest level when compared 
to the other provinces. Children in East Java are correctly naming 21.59 letters per minute 
more than children in Aceh, and they are correctly reading 27.2 words per minute more in 
a connected text. Again, this is not unexpected; Aceh has the status of a daerah istimewa 
(special territory) in Indonesia and has, in very recent history, suffered from prolonged 
conflict (ending in 2005) and a devastating tsunami in December 2004. This has led to 
minimal economic growth and caused a significant disruption to the education system.  

It is interesting to note the apparent clustering of skills for the two provinces with the 
highest averages. West Java has the highest average on the three subtasks that attend to 
meaning and working with connected text. Conversely, East Java has the highest averages on 
the three subtasks that attend to phonology, decoding, and applying the alphabetic principle. 
Both types of skills are necessary for efficient reading and writing. Efforts should be made to 
examine the instructional approaches of these two provinces to better understand what 
they are doing to promote these domains of literacy skills. 
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d. Summary Scores by Gender 

In this study sample, 48.3% of the children assessed were girls. As Table 12 shows, an 
analysis of the results by gender show that grade 3 girls are reading at a higher level than 
boys, and that girls outperformed boys in every subtask. The differences are not always 
large, but they are significant, especially in terms of reading a connected text, where girls 
read on average 9 words more per minute than boys, which is significant both statistically 
and substantively. 

These results seem to make sense. In Indonesia, enrolment and participation of girls in the 
primary grades of education (ages 7–12) is greater than for boys, although this changes with 
the education level,14 and so the project was able to sample a large number of both genders. 
Moreover, as in many countries, girls are viewed as “more focused, more serious, more diligent 
and better listeners15” and are expected to do better in languages than boys, and therefore 
receive more teacher support in developing language-related skills (Tobias, 2004).16  

This trend of girls outperforming boys aligns with results from other countries, such as the 
United Kingdom and the United States of America. Yet, the opposite is found in less 
developed countries, where reading assessments have been implemented.17 Further research 
than this is necessary to determine what is different in the Indonesian context to cause 
higher achievement for girls in comparison with boys. With a cross-cutting focus on gender, 
the USAID project could target some of this gender difference in early grade reading 
achievement, with particular attention on working with teachers to give equal attention to 
both girls and boys. 

                                            
14 RTI. 2011. USAID PRIORITAS: Gender Equity Study in Indonesia. Prepared by RTI International for 
USAID/Indonesia  
15 As commented in teachers’ focus group discussions, detailed in Baseline Monitoring Report, Volume 2: Assessing 
the Impact of the USAID PRIORITAS Program on Student Performance in Bahasa Indonesia, Mathematics, and Science. 
February 2012. Pepared by RTIfor USAID/Indonesia. 
16 “And boys receive more support in mathematics.” Tobias, S., (2004). Gender Equity for Mathematics and 
Science. Available at http://www.woodrow.org/teachers/math/gender/03b-tobias.html (accessed on May 16, 
2013). 
17 In Nepal for example, the Save the Children Literacy Boost Program in 2008 found that the majority of the 
non-readers were female.  

http://www.woodrow.org/teachers/math/gender/03b-tobias.html
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Table 12: Summary Scores by Gender 
Subtasks  Male Female Difference  

Letter Name Knowledge (CLPM)  84.51 86.97 2.46 

Initial Sound Discrimination (1)  4.52 4.93 0.41 

Familiar Word Reading (CWPM) 67.10 73.95 6.85 

Unfamiliar Word Decoding (CNONWPM) 33.59 37.7 4.11 

Oral Reading Fluency (CWPM)  63.58 72.96 9.38  

Reading Comprehension (5)  3.14 3.36 0.22 

Listening Comprehension (3)  1.44 1.61 0.17  

Respondents N=4141 2145 (51.7%)  1996 (48.3%)  

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non Words per 
Minute 

3.6.2 Analysis by Subtask 

In this section, results of each EGRA measure will be presented with a brief interpretation. 
Each subtask will include a comparison between genders and/or other noteworthy findings.  

a. Letter Name Knowledge  

In the first subtask, letter knowledge, students 
were presented a chart with 100 random upper- 
and lower-case letters and were asked to 
identify as many as they could within one 
minute. Letter name knowledge is considered a 
prerequisite skill for beginning reading and has 
been found to be a strong predictor of reading 
growth in alphabetic languages such as Bahasa 
Indonesia. Scores for this subtask were the 
number of letters the student could correctly 
generate within one minute (correct letters per 
minute [CLPM]). 

Figure 1 presents children’s fluency in identifying 
letters in grade 3. As the data shows, 70% of children assessed could identify at least 75 
letters in a minute. Less than 1% of the children could not identify a single letter correctly in 
one minute. These high scores are an indication of clear and explicit instruction on letter 
names and recognition in schools. 

 
Assessment in MI Miftahul Huda, Bunder, East Java. 
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Figure 1: Letter Name Knowledge 

 
b. Initial Sound Discrimination 

To read, children must turn the letters they see into sounds, the sounds into words, and the 
words into meaning. Therefore, understanding the link between letters and sounds and the 
ability to identify sounds in words is very important and highly predictive of later reading 
and writing skills. An extensive body of research also shows the utility of using a 
phonological awareness to screen for potential reading difficulties, because it can be 
measured before children even begin to interact with print in a formal way. For the initial 
sound discrimination test included in this data collection, students heard three words said 
consecutively and were asked to identify which word among the three began with a 
beginning sound that was different from the other two. 

Children found this phonological task quite challenging, as they had to first listen to the 
three words and then hold them in their short-term memory to identify the “odd word 
out.” Observations of the assessments showed children using different strategies to 
complete this task, the most common of which was for the child to keep repeating the 
words out loud to themselves before answering. Overall, the assessed grade 3 children 
were able to identify only 4.72 of the 10 beginning sounds correctly.  

This relatively low performance is not unexpected and, in fact, was predicted by the 
majority of experts who supported the adaptation of the EGRA instrument for Indonesia. 
There was a long debate about the inclusion of a phonetic awareness task, as children in 
primary schools in Indonesia are not explicitly taught to hear or separate sounds into 
words18 and so are not practiced or familiar with it. However, because the team recognized 
it is an essential foundation skill for reading, it was included.  

                                            
18 The reason is the high level of correspondance between letter names and sounds in Bahasa Indonesia; for 
most letters, when children know the name of the letter, they know the sound.  
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As can be seen in Figure 2, the most noteworthy results from this subtask are the significant 
differences in how students in East and West Java performed in comparison to children in 
other provinces. The average scores in these two provinces were 2.8 points higher than in 
Aceh, and 1.3 points higher than in Central Java. Efforts should be made to examine the 
instructional approaches of these two provinces to better understand what they are doing 
to promote phonological skills.  

Figure 2: Initial Sound Discrimination 

 

c. Familiar Word Reading 

In the familiar word reading subtask, students were presented with a chart with 50 
recognizable and grade-appropriate words and were asked to read as many as they could 
within one minute. This subtask assesses children’s recognition of words that have been 
taught to them, or that they have read independently. Children, on average, read 70.42 
correct words per minute, and as shown in Figure 3, nearly 83% of the children could read 
at least 45 words per minute. The results would suggest that most children in grade 3 are 
sufficiently automatic with words that are commonly used in Bahasa Indonesia.  
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Figure 3: Correct Familiar Words per Minute 

 
d. Unfamiliar Word (Nonword) Reading 

Many children in the early grades learn to memorize, or recognize by sight, a broad range of 
words. To be successful readers, children must combine both decoding and sight 
recognition skills. Tests that do not include a decoding exercise can overestimate children’s 
ability to read unfamiliar words (nonwords) because the words tested may be part of the 
sight recognition. In the unfamiliar word subtask, students were presented with a chart with 
50 nonwords and were asked to read as many of the words as they could within one 
minute. Scores for this subtask were the number of nonwords the student could correctly 
read within one minute (correct nonwords per minute [CNONWPM]).  

The results summarized in Figure 4 show that reading unfamiliar words is not as automatic 
as reading individual familiar words, yet most of the assessed children have facility with this 
skill. Of the grade 3 students assessed, 38% could read at least 31 nonwords per minute, 
and 26% could read 45 or more per minute. When disaggregated by gender, data showed 
that girls were, on average, able to decode 38 unfamiliar words correctly from those they 
had attempted, while boys averaged 34 decoded correctly.  
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Figure 4: Unfamiliar Words 

 

These findings, combined with those from the letter-sound knowledge subtask, suggest that 
children have adequate knowledge of the way the sounds and letters relate and use this 
knowledge to decode new words. This means that students CAN read words in 
Indonesian.  

e. Oral Reading Fluency 

Oral reading fluency is a measure of overall reading competence. It simultaneously gauges 
the accuracy and rate with which children apply the alphabetic principle, decode unfamiliar 
words, recognize known words, and attach meaning. Weakness in any one of these 
processes can slow or disrupt children’s reading fluency. In this subtask, children were asked 
to read within one minute a 58-word passage of local relevance. The score was the number 
of words from the passage that children accurately read in one minute.  

Of the children assessed, 1.34% were not able to read even one word correctly on the 
passage. Of the 98.66% children that were able to read, 67.4% of them were able to 
complete the passage within 1 minute. The overall average reading score was 68.09 correct 
words per minute. Girls read, on average, 72.96 correct words per minute, and boys read 
68.09 correct words per minute. All these rates surpass the recommended 60 correct 
words per minute required for adequate comprehension.19 As illustrated in Figure 5, 28.6% 
of the assessed children read over 76 words per minute and 12.10% over 100 words per 
minute. 

                                            
19 Abadzi, H. 2010. Reading Fluency Measurements in EFA FTI partner Countries: Outcomes and Improvement 
Prospects. Washington, D.C.: World Bank. Available at 
http://www.globalpartnership.org/media/cop%20meeting/resources/working-
papers/Reading%20Fluency%20Measurements%20in%20EFA%20FTI%20Partner%20Countries-
%20Outcomes%20and%20Improvement%20Prospects.%20%20Helen%20Abadzi.pdf (accessed on May 16, 
2013).  
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A basic comparison for oral reading fluency can be made between an international 
benchmark for connected text reading and the results presented here. This comparison is 
limited because the elements of a language, such as the consistency between sounds and 
letters and word length influence the rate; however, this comparison is a helpful way of 
interpreting the EGRA results and understanding how students should progress in each 
grade. A frequently cited international number for oral reading fluency at the end of grade 2 
is 60 and at the end of grade 3 is 90 words per minute (DIBELS).20 Considering that the 
students in the Indonesian sample are at the beginning of grade 3, the 68 correct words-per-
minute average score indicates that most of them are on track with their reading. 

Observations of the assessments and reports from enumerators suggest, however, that in 
general most children read the text as a series of isolated words, rather than reading with 
any intonation or expression. Because there is a strong connection between reading with 
expression and comprehension, this non-expressive reading is an indication that the 
students may not have been retrieving meaning from what they were reading. 

Figure 5: Oral Reading Fluency 

 

f. Reading Comprehension 

On this subtest, children were asked to answer five basic comprehension questions (read 
aloud to them by the assessor), based on the connected text passage they had just read. 
Four of the questions were literal, requiring students to recall information from the story; 
and one question was inferential, requiring students to combine information from the story 
with their background knowledge to derive a correct answer. The number of questions that 
the children were asked depended on how much of the passage they were able to read. 

                                            
20 DIBELS are the Dynamic Indicators for Basic Early Literacy Skills. These are used in the United States to test 
the progression of students in early reading skills; although the test is adapted to the U.S. context, it does 
measure similar early reading skills that all beginning readers learn. Further, the EGRA test was adapted, based 
on the tests used in the DIBELS, and these comparisons have been used in EGRA analyses in other countries. 
This comparison is a helpful way of interpreting the EGRA results and understanding how students should 
progress in each grade. For more information on the DIBELS, see https://dibels.uoregon.edu/dibelsinfo.php.  
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Children were only asked questions pertaining to the section of text they had read in the 
passage. Thus, if they had only read half of the text, they were only asked the questions that 
could be answered by half of the passage. If students did not read any of the text, they were 
not asked any questions. As a result, for this subtask, the sample size is different for each of 
the five questions. Children’s reading comprehension scores are reported in the number of 
correct responses to the five questions. 

Of children in the project sample, 98.66% were able to read some of the passage and, 
therefore, could answer some of the questions. Overall, children in the project sample 
correctly scored, on average, 3.31 questions on the reading comprehension, and 
approximately 47% of students were able to answer with 80% accuracy. Reading 
comprehension was stronger among girls, as only 44% of the boys correctly answered 80% 
of the questions compared to 50% of the girls.  

Figure 6 illustrates the strong relationship between reading fluency and comprehension. It 
shows that the children who were able to read the passage more fluently could answer 
more questions accurately. Children who could answer four of the five comprehension 
questions (a comprehension rate of 80%) could read, on average, 76 CWPM, whereas those 
who could answer all of the comprehension questions correctly (100% comprehension), 
read more—on average 88 CWPM.  

Figure 6: Reading Rate and Understanding 

 
This data suggests that in order to read with adequate comprehension, children in grade 3 in 
Indonesia need to be able to read at least 76 correct words per minute. 

g. Listening Comprehension 

In the listening comprehension task, children listened to a short story read by the assessor. 
They were then asked three questions about the story and were required to respond. The 
questions included two literal questions, which could be answered by referencing the story, 
and one inferential question, which required some reference to outside knowledge or 
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information. As the children did not have to read to answer the questions, all were asked 
and attempted to answer all questions, so the sample size is the same. A measure of 
listening comprehension allows students to demonstrate their understanding of language 
without the burden of reading the passage. It assesses a variety of skills such as knowledge 
of vocabulary and language structure. It is a useful task to estimate the extent to which the 
children have skills in the language of instruction, which may not be their mother tongue. 
Low scores on this task would indicate that the children need more opportunities to 
develop their Bahasa Indonesia language skills so they can benefit from the language of 
instruction. 

In general, the listening comprehension subtask proved to be challenging to the children 
assessed. On average, children were able to answer 1.5 questions (only half) correctly, and 
the percentage of children who were unable to answer any listening comprehension was 
nearly 16.77%, which is higher than on any other subtask. Reading relies on strong language 
and speech skills, and these results indicate that mastery of these skills is low. This low level 
of mastery is of concern, as the ability to understand spoken language, including structured 
language, is important to school success because much of classroom instruction is delivered 
orally. These results suggest that the assessed children may be understanding only 50% of 
what they hear in the classroom. 

A more informative analysis is an item-level analysis of the questions. A very high percentage 
of the assessed children was unable to answer the one inference question correctly, as 
shown in Figure 7. The 67% of children who could not answer this question suggests that 
these students may benefit from instruction that requires them to answer questions that are 
not stated directly in the text. 

Figure 7: Listening Comprehension Questions 
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h. Across Subtasks 

EGRA measures key early reading skills by using different subtasks. The skills measured by 
the individual subtasks are all part of a process that students must go through to learn to 
read. Development of one skill can affect the development of the other skills. An analysis of 
the relationship21 among the EGRA subtasks used by the project is shown in Table 13.  

Table 13: Correlations among EGRA Subtasks 

EGRA Subtask 

Letter 
Name 

Knowledge 

Initial 
Sound 

Discrimi-
nation  

Familiar 
Word 

Unfamiliar 
Words 

Oral 
Reading 
Fluency  

Reading 
Compre-
hension 

Listening 
Compre-
hension 

Letter Name 
Knowledge 

-  0.24 0.65  0.57  0.57  0.4 0.24  

Initial Sound 
Discrimination  

 -  0.33 0.36 0.4 0.36  0.24 

Familiar Words    -  0.81 0.87 0.48  0.24 

Unfamiliar 
Words 

   -  0.84 0.45 0.24 

Oral Reading 
Fluency  

 - - - - 0.55 0.3 

Reading 
Comprehension  

- - - - - - 0.44 

Listening 
Comprehension  

- - - - - - - 

 

The results show that all subtasks have a moderate to high correlation, suggesting that these 
subtasks are measuring related constructs or skills that are dependent on each other. 
Significant positive correlations were found among all of the subtasks.  

The variables with the three highest inter-correlations demonstrate the strong relationships 
between the word tasks in the assessment:  

• Oral Reading Fluency to Familiar Word Reading (0.87)  

• Unfamiliar Word Decoding to Oral Reading Fluency (0.84) 

• Unfamiliar Word to Familiar Word (0.81).  

The key relationships between words and fluency are shown across all provinces as 
illustrated in Figure 8.  

                                            
21 To examine the relationship among the EGRA subtasks, Pearson product-moment correlations were 
calculated. The coefficient provides the strength of the linear relationship between two variables. When the 
coefficient is positive, the values of the two variables increase together. Conversely, when the coefficient is 
negative, as values of one variable increase, the values of the other variable decrease. 
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Figure 8: The Relationship between Words and Fluency  

 
 

The next three highest correlations involve the foundational skill of letter knowledge for the 
related reading task: 

• Letter Knowledge to Familiar Word Reading (0.65) 

• Letter Knowledge to Unfamiliar Word Decoding (0.65)  

• Letter Knowledge to Oral Reading Fluency (0.57) 

Again, this link between letter knowledge and words per minute is shown in Figure 9.  

Figure 9: The Relationship between Letters and Words, by Province 
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Finally, the relationship between Oral Reading Fluency and Comprehension (0.55) supports 
previous research that demonstrates a robust relationship between these two literacy skills. 

Overall, these analyses help to explain how the separate skills that are assessed with the 
EGRA instrument combine to constitute a successful reader. Children who can recognize 
more letters can also read more words, and children who can read more words can read 
more fluently and comprehend better. However, students who cannot recognize letters also 
score lower on all other subtasks. 

3.6.3 Predictors of Reading Achievement 

The EGRA baseline data collection measured children’s literacy skills at one point in time. 
These skills represent children’s current abilities that have been shaped by the instruction 
and experiences in the preceding years. Students come to school not as blank slates but 
with previous knowledge and direct influences from their lives outside of school. These 
experiences include such features as the community and home environment, access to early 
childhood education, availability of reading materials, and parental support. The effect of 
some of the environmental factors on the project EGRA is illustrated in some interesting 
stories from the field included in the box below.  
 

 
 

Identifying the positive factors that can be modified through training, pedagogy, family 
support, resource allocation, and policy has the ability to improve children’s academic 
outcomes. To explore these relationships, the assessors asked the children a few 
demographic questions about factors that have been shown to be supportive of successful 
reading acquisition. It should be noted that some of these results come from the child’s self-
report, which can reduce reliability. This section discusses the relationship between EGRA 
subtasks and the demographic factors. 

Stories from the Field  

Students’ knowledge and background clearly influenced what they thought they were reading. 
For the reading comprehension question, “what is the color of the cat”?, many students in 
many locations answered with “black” or “yellow” and not with the correct answer, “white.” 
This is because there are very few white cats in Indonesia but lots of yellow ones. One student 
in Purbalingga, Central Java, when asked what the cat was doing, answered, “…the cat is 
mating…,” rather then the correct answer, which is, “running away afraid.” Perhaps this young 
student is used to seeing cats in his neighborhood rolling over on the ground after mating. In 
South Nias, North Sumatra, most students, when reading the connected text passage in 
subtask 5, read the words “kucing Ani” (Ani’s Cat) as “kucing anjing” (cat and dog). On 
investigation, the enumerators realized that students were “reading” from memory as in their 
textbook in the list of animals, where after “kucing,” “anjing” was listed. In Purbalingga and 
Sragen, some students read “si kucing” (cat) as “si kancil” (deer), because in stories, they are 
used to hearing the word “si” as always being associated with the word “kancil” rather than 
“kucing.” 
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a. Location (District) 

Figure 10 shows the results of the Oral Reading Fluency subtask by district and province, 
and it clearly illustrates the differences in the reading ability between children living in 
different districts in Indonesia. In Cimahi in West Java, for example, the grade 3 children 
assessed through the EGRA scored an average of 89.4 correct words per minute. This 
compares to an average of 46.0 for children in Benar Meriah in Aceh and reflects a gap of 
43.4 words per minute. Thus, it can be stated that children in Cimahi are reading almost 
twice as fluently as children in Bener Meriah. Children in the district of Madiun in East Java 
are reading on average 86.2 correct words per minute, which are 38.8 words per minute 
more than children in Pandeglang in Banten. 

The overall average number of correct words per minute for children assessed by the 
project was 66.8. All children assessed in all districts in the provinces in Central and East 
Java scored above the overall average. None of the children assessed in the province of 
Banten and Aceh achieved this score. 

In some cases, there is even a significant difference between districts within the same 
province. In North Sumatra, for example, grade 3 students scored an average oral reading 
fluency score of 47.3 words per minute, well below the overall average, whereas children in 
Kota Medan in the same province scored an average of 78.4 correct words per minute, well 
above the overall average.  

Figure 10: Oral Reading Fluency Scores, by District 

 
A = Aceh; NS = North Sumatra; B = Banten; WJ = West Java; CJ = Central Java; EJ = East Java; SS = South Sulawesi 

As discussed in 3.6.2, Analysis by Subtask, the EGRA results suggest that children in 
Indonesia need to be able to read at least 76 words correctly per minute to be able to read 
with 80% comprehension. These oral reading fluency results show that very few children, if 
any, are reaching this level in some districts in which the project is working. 
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b. Location (Urban and Rural) 

As shown in Table 14, children who had attended urban schools had statistically significant 
higher averages on nearly all of the EGRA subtasks, as compared with their peers who 
attended a school in a rural setting. The only tasks for which this trend was not seen were 
for familiar word reading and oral reading, where the difference was less substantial. 

Table 14: Subtasks by School Location 
Subtask (score) Urban Location Rural Location Difference 

Letter Knowledge (CLPM)  87.02 84.49 2.53 

Initial Sound Discrimination (10) 4.79 4.65 0.14 

Familiar Word Reading (CWPM)  74.91 66.36 8.55 

Unfamiliar Word Decoding 
(CNONWPM)  

37.42 33.91 3.51 

Oral Reading Fluency (CWPM)  72.68 63.94 8.74 

Reading Comprehension (5) 3.33 3.18 0.15 

Listening Comprehension (3) 1.57 1.48 0.09  

Respondents N = 4141 1666 (40.23%) 2475 (59.7%)  

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non-Words per 
Minute 

In the sample, 49.3% of children in urban areas achieved the 80% benchmark comprehension 
score on reading, and 45.2% of children in rural areas reached this level. These results 
suggest that attending an Indonesian school based in an urban town or city with large 
population densities benefits the children’s literacy skills. 

c. First Language 

Reading achievement depends on the ability to understand written text. Comprehension is 
influenced by the oral language skills that a reader brings to the task of reading. 
Considerable research reviews22 show that a student who has learned to speak a different 
language from the one in which she is expected to be literate will—at least for some period 
of acquiring the new language—show evidence of poor literacy skills. Support for the 
influence that language has on reading skills is apparent in the baseline data.  

One of the first questions posed to students during the student interview asked them 
whether they spoke the same language at home as in school. Of the sample, 52.4% self-
reported that they spoke a language other than Bahasa Indonesia at home. As shown in 
Table 15, these children scored lower on subtasks on word and text level skills, but 
interestingly, not on comprehension subtasks.  

                                            
22 August, D. and Shanahan, T. 2006. Developing Literacy in Second-Language Learners: report of the National 
Literacy Panel on language-minority children and youth. Mahwah, NJ: Lawrence Erlbaum Associates.  
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Table 15: Subtasks by First Language 

Subtask (score) Indonesian Other Language Difference 

Letter Knowledge (CLPM)  85.70 85.69  0.01 

Initial Sound Discrimination (10) 4.72 4.72 0  

Familiar Word Reading (CWPM)  71.83 68.81 3.02 

Unfamiliar Word Decoding 
(CNONWPM)  

36.10  34.97 1.13 

Oral Reading Fluency (CWPM)  69.47 66.50  2.97 

Reading Comprehension (5) 3.27 3.23 0.04 

Listening Comprehension (3) 1.56  1.48  0.08  

Respondents N= 4141 1971 (47.59%) 2170 (52.4%)   

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non-Words per 
Minute. 

However, these differences were not as great as might have been expected, indicating that 
children who speak a language other than Bahasa Indonesia at home are still able to learn to 
read Bahasa and are not at risk. However, the influence of the first language was very 
apparent in the actual administration of the assessment because it affected children’s 
pronunciation of letters and words and their ability to understand and follow instructions. In 
districts in East Java, for example, where Madura is spoken at home and in the community, 
the children were unable to understand the oral instructions given by the enumerators, and 
the local language had to be used before the children could complete the subtasks. 
However, these children were then able to read the letters and words. Other examples are 
included in the box below.  
 

 
 

Stories from the Field  

In the districts of Pamekasan and Situbondo in East Java, most children speak Madurese as 
their first language. During the EGRA, almost all children added a distinctive regional “E” 
sound to the letters and words. For example, the letter “P” was spoken as “eppe,” “B” as 
“ebbe,” and “T” as “ette.” 

In Banten and West Java, where children use the Sundanese language at home, they read “F” 
as “ep” and “V” as “F.” 

In South Sulawesi, in general, the “G” is silent, unlike in the Bahasa language, so that “kucing” 
becomes “kucin,” “goreng” becomes “goren,” and “pulang” becomes “pulan.” 

It was important that enumerators understood these local conditions and were able to 
understand when the issues were a matter of pronunication rather than of reading. 



38 An Assessment of Early Grade Reading—How Well Children are Reading 

d. School Type 

The project EGRA sample included children both in secular and in religious schools. An 
analysis of the data by school type indicates that the children attending secular schools have 
more developed reading skills by grade 3 than children learning in the religious schools. 
Table 16 shows the means by school type and subtasks. However, as illustrated in Figure 11, 
the actual statistical difference is not that significant, except for letter name knowledge, 
where children in secular schools named an average of 3.59 letters more per minute, and 
for familiar word reading, in which children in secular schools read 3.34 more words per 
minute.  

The results are not unexpected. In Indonesia, religious schools (madrasahs) are managed 
directly by the Department of Religious Affairs (MORA), one of five state ministries not 
decentralized in 1999. Education in secular schools is regulated and overseen by the Ministry 
of Education and Culture (MOEC), but managed by District Education Offices, which are a 
branch of district governments. MORA performs multiple functions relating to the religious 
life of the nation and only manages Islamic education through a single Directorate General. 
This directorate has only a few staff with the responsibility for all levels of madrasah 
education (primary and secondary), and for the teaching of religion and teachers of religious 
education in all schools. This directorate does not have the resources, expertise, or 
institutional structure that is necessary to ensure that Islamic schools receive the equivalent 
level of government service provision that secular schools receive from MOEC. 
Furthermore, the quality of education provided by madrasah is generally considered to be 
lower than in secular schools. Teachers in madrasahs are generally less qualified23 and do 
not have the same opportunities to join in as many professional development activities as 
teachers in secular schools.  

Table 16: Subtasks by School Type 

Subtask (score) Secular Schools  
Religious 
Schools Difference  

Letter Knowledge (CLPM)  86.51 82.92 3.59  

Initial Sound Discrimination (10) 4.7 4.6 0.1 

Familiar Word Reading (CWPM)  71.18 67.84 3.34 

Unfamiliar Word Decoding (CNONWPM)  35.72 35.06 0.66 

Oral Reading Fluency (CWPM)  68.53 66.60 1.93 

Reading Comprehension (5) 3.2 3.1 0.1 

Listening Comprehension (3) 1.5 1.5 0  

Respondents  3152 (76.11%) 989 (23.8%)   

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non-Words per 
Minute 

                                            
23 Qualified teachers often do not want to work in madrasahs due to the lower financial benefits.  
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However, the difference in reading achievement is likely not only simply a result of the 
lower quality of education in religious schools compared to secular schools, but also 
perhaps because students in the religious schools are in the early stages of learning to be 
biliterate—to read both in Bahasa Indonesia and in Arabic simultaneously. The process of 
learning how to read in any one language, regardless of the language, is difficult, and using 
certain symbols to represent the sounds of speech can take a while for any child to fully 
grasp. As the Indonesian and Arabic languages have very different sounds and symbols, there 
are likely to be some additional challenges. The EGRA enumerators noticed the Arabic 
language influence on the pronunciation of letters, in particular.  

Figure 11: Subtasks by School Type 

 
 

e. School Status 

When analyzing the results for children in public and private schools, it is clear that there is 
not much difference between reading skills of children in these different types of schools. 
Children in public schools outscored those in private schools on four subtasks. 

• Correct letters per minute: 85.3 to 84.9  

• Correct words per minute: 69.0 to 68.7 

• Reading Comprehension: 3.3 to 3.2 

• Listening Comprehension: 1.5 to 1.4 

And children in private schools outscored children in public schools on the remaining three 
subtasks. 

• Initial sound discrimination: 4.9 to 4.7 

• Correct unfamiliar words per minute: 35.3 to 34.8  
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• Oral reading fluency: 67.8 to 66.6 

This data suggest that whether children attend a public or private school in the project areas 
has little influence on how well they develop early reading skills.  

f. Time in School 

At the beginning of the assessment, the children were asked about when they went to 
school every day. The respondents were given three options for their answer: morning, 
afternoon, or all day. The vast majority of the assessed children (91.7%) said that they 
attended school in the morning. Fewer attended in the afternoon (7.77%), and very few 
(0.43%) attended all day.24 The results indicate that students who attend school all day are 
performing considerably better than the children who attend in either the morning or the 
afternoon shifts, as shown in Table 17. The average results for each subtask for children 
who spend all day in school are much higher than the overall mean. Moreover, 93% of the 
children who attend school all day scored 80% or more on the reading comprehension test 
compared to 47.88% of children who attend the afternoon shift. These results suggest that 
the more time that children spent in school, the more chance they had of developing early 
reading skills. The results also suggest that perhaps the afternoon is not the best time for 
young children to learn. 

Table 17: Subtasks by Time in School 
Subtask (score) Morning  Afternoon  All Day  

Letter Knowledge (CLPM)  85.54 86.2 93.55 

Initial Sound Discrimination (10) 4.73 4.51 7.9 

Familiar Word Reading (CWPM)  69.13 76.93 89.66 

Unfamiliar Word Decoding (CNONWPM)  35.16  37.32 49.15 

Oral Reading Fluency (CWPM)  66.96 73.04 104.01 

Reading Comprehension (5) 3.25 3.16 4.43 

Listening Comprehension (3) 1.52 1.51 1.71 

Respondents  3,799 (91.7%) 322 (7.77%)  18 (0.43%)  

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non-Words per 
Minute 

                                            
24 Those attending all-day school all attended private madrasahs. Public schools usually follow the national 
regulations on school hours, whereas private schools, especially madrasahs, often increase learning time.  
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g. Pre-School Education 

The experiences a child acquires in pre-school plays an important role in developing 
emergent literacy skills and in preparing children to succeed in school. The benefits of a pre-
school experience are very noteworthy in the results of the project EGRA baseline data. 
Table 18 compares children in the sample who attended pre-school against those who did 
not. Children who attended pre-school have much higher scores on all subtasks and are 
reading 7.34 letters and 12.76 familiar words more than children who did not. The oral 
reading fluency of children who attended pre-school is 28% better, with 25.8% better 
comprehension.  

Table 18: Subtasks by Pre-School Education 

Subtask (score) Pre-School 
Experience 

No Pre-School 
Experience Difference 

Letter Knowledge (CLPM)  86.93 79.59 7.34 

Initial Sound Discrimination (10) 4.92 3.76 1.16 

Familiar Word Reading (CWPM)  72.58  59.82 12.76 

Unfamiliar Word Decoding (CNONWPM)  36.68  30.16  6.52 

Oral Reading Fluency (CWPM)  70.59 55.84 14.75 

Reading Comprehension (5) 3.36 2.71 0.65 

Listening Comprehension (3) 1.57 1.27  0.3  

Respondents  3,482 (84.08%) 659 (15.91%)  

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non Words per 
Minute 

The difference in performance is statistically and substantively significant as illustrated in the 
radar chart in Figure 12.  
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Figure 12: Subtasks by Pre-School Education 

 
 

The difference is not unexpected. Although by law, pre-schools are not allowed to teach 
reading, most of them do teach early reading and counting skills. This is in response to 
demands from parents, as many primary schools, especially the better state schools and 
private schools, require children to be able to read before they enter grade 1. Furthermore, 
almost all pre-schools engage in literacy or reading readiness activities such as looking at 
books, singing songs, listening to stories, and acting out stories as they play with toys and 
with their friends.  

It should be noted that the sample of children who did not attend pre-school education is 
only 15.91% of the total assessment sample. Pre-school education is very popular in 
Indonesia and especially in Java. It is also now accessible with the GOI program Pendidikan 
Anak Usia Dini (PAUD) or Early Childhood Education program, which is free and with at 
least one available in most villages.25 In fact, the proportion of children in the sample who 
came from rural areas and attended pre-school was the same as in urban areas. From the 
total sample, 83.87% of rural children and 84.39% of urban children attended pre-school. 
However, because a small fee is charged for attending pre-school, this suggests that it is 
children from families of a reasonable socio–economic status in urban or rural areas that 
can go.  
  

                                            
25 PAUD is under the Non-Formal and Informal Directorate and is fully funded by the project.  
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h. Access to Books at Home 

Considerable research shows the benefits that access to 
reading materials at home has on a child’s literacy 
acquisition. Reading materials, such as books at home, offer 
the potential for shared reading experiences and 
opportunities for building the foundational skills and 
vocabulary and hearing models of fluent reading, which 
help children to learn that reading has multiple purposes 
beyond academics.  

The positive influence of having access to books at home is 
apparent in the project baseline. The children who self-reported having reading materials in 
their homes had higher mean values on all subtasks. Children with books at home score 
4.80 on the initial sound discrimination task, compared to 4.43 for children who did not, and 
an average of 3.30 correct answers on the reading comprehension compared against 3.08.  

Figure 13 shows that on the oral reading fluency subtask, children who reported having 
reading materials at home read 3.33 correct words per minute more and scored 7.85 
correct words per minute more than children who did not have reading materials at home.  

Figure 13: Reading Materials at Home 

 
The positive effects shown here of having reading materials outside of school instruction and 
school hours suggests that finding ways to make reading materials available to all children at 
home and in the community, such as through mobile libraries or through school lending 
programs, would be very beneficial to the development of early literacy skills. This is 
extremely important because students who are learning to read need sufficient time to 
practice reading.  
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"So please, oh PLEASE, 
we beg, we pray, go 
throw your TV set away, 
And in its place you can 
install, a lovely 
bookshelf on the wall." 

ROALD DAHL (1964) 
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i. Parental Support 

Table 19 compares results for the subtasks based on 
children who receive parental support for reading at home 
with those whose parents do not provide reading support. 
The results show that on each subtask, the children who 
did not have parental support had higher scores than those 
who did have parental support. 

These results are highly unusual and contradict research that parental involvement 
influences children more broadly by improving school attendance, attitude to education, and 
specifically literacy achievement.  

Table 19: Subtasks by Parental Support 

Subtask (score) 
Parental 
Support  

No Parental 
Support  Difference  

Letter Knowledge (CLPM)  85.23 86.18  0.95 

Initial Sound Discrimination (10) 4.56 4.90  0.34 

Familiar Word Reading (CWPM)  68.34 72.65  4.31 

Unfamiliar Word Decoding (CNONWPM)  34.26  36.98  2.72 

Oral Reading Fluency (CWPM)  68.34 70.70 2.36 

Reading Comprehension (5) 3.18  3.32 0.14 

Listening Comprehension (3) 1.52  1.52  0 

Respondents  2,100 (50.7%) 2,041 (49.3%)  

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non-Words per 
Minute 

Two explanations are offered for this unusual finding. First, although children self-reported 
that their parents read with them, it was not clear what these reading activities were or 
what materials were used during these reading activities. It is possible that the reading 
activities or materials were not always appropriate to the development of early literacy skills 
in Indonesian and, therefore, did not confer benefits to the child. For example, a common 
reading activity undertaken at home is reading the Qur’an, which will not support 
development in reading the Indonesian language. This would suggest that, in addition to 
activities that increase access to reading materials in the community, interventions should 
also include supporting parents in understanding what constitutes appropriate reading 
activities with children at home to improve their children’s literacy. This is examined in 
more detail in section 5.3.6 in this report. 

"Children are made 
readers on the laps of 
their parents." 

EMILIE BUCHWALD (N.D.) 
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Another possibility for this unusual finding lies in the question itself, which children were 
posed about parental reading support in the home. Although the question was piloted 
before its full use, perhaps it was unreliable, which may have led to various interpretations 
and inconsistent results. This possibility is confirmed by observations and reports made 
during the EGRA administration, where enumerators noted that children had trouble 
answering some of the questions, and where the enumerators had to ask this question, in 
particular, in many different ways before children could answer it. This question should be 
reviewed if EGRA is to be used again.  

j. Age 

The statistics presented in Table 20 suggest that children who are over the grade age do not 
benefit from being in the classroom with younger peers. The data shows the highest 
performing grade 3 children assessed were grade age appropriate—eight years old. 
Although they were a small group in number, the children who were older than nine had 
the lowest scores. These children are likely to be grade repeaters. This data seems to 
confirm the research that children who do not learn to read in the early years are likely to 
fall further and further behind as they grow older. 

Moreover, evidence for unexpected reading problems indicates that the difficulties may be 
neurobiological in origin and are primarily related to limitations in language skills due to 
weak phonological skills. Very telling is the poor results on the initial sound discrimination 
task (phonemic awareness) for grade 3 children over 9 years of age. These difficulties are 
sometimes considered unexpected because these readers have average attention spans, do 
not have sensory deficits, and have peers that are succeeding in the classroom.  

For other older children, the difficulties were apparent. Some schools included in the 
sample, particularly in East Java and Banten, implement inclusive education, and students 
classified as having special educational needs participated in the EGRA. According to reports 
from the enumerators, many of these were the older children, and they clearly struggled 
with the assessment, even having difficulties in understanding the instructions. Although the 
schools are inclusive, the teachers admitted that they have no understanding in how to 
work with these children in a mainstream education environment or how to provide the 
support they need to further develop literacy skills.  

It is interesting to note that a large number of children did not know their age, but they 
knew their birth date and were able to write it down, so the enumerator could work out 
how old they were. 
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Table 20: Subtasks by Children’s Age 

Subtask (score) 7 Years Old 8 Years Old 9 Years Old 
More than 

9 Years Old 

Letter Knowledge (CLPM)  85.62  85.90 85.82 76.22 

Initial Sound Discrimination (10) 4.43 4.89 4.81 2.98  

Familiar Word Reading (CWPM)  71.13 71.57 67.96 48.54 

Unfamiliar Word Decoding (CNONWPM)  35.57 36.17 34.74 22.52 

Oral Reading Fluency (CWPM)  68.26 69.07 66.67 46.80 

Reading Comprehension (5) 3.25 3.29 3.21 2.75 

Listening Comprehension (3) 1.51 1.53 1.54 1.23 

Respondents N=4141  1236 (30.36%) 1785 (43.84%) 1042 (25.59%)  78 (0.19%) 

CLPM = Correct Letters per Minute; CWPM = Correct Words per Minute; CNONWPM = Correct Non-Words per 
Minute 

4 Discussion 
Based on the findings presented here, it could be argued that in the Indonesian project 
areas, reading does not pose much of a problem. Although it is methodologically 
questionable to compare reading across languages and countries, given the wide differences 
between language complexity, word intricacy, orthographic consistency and depth, and 
word length, it is only natural to compare in order to place results into a context. 

If the EGRA project baseline results presented here are simply compared with results from 
other countries where EGRA has been administered, it would appear that the children in 
the Indonesia sample do not have a problem with reading, because the overall scores on all 
subtasks are significantly higher than in other assessed countries. For example, a recent 
assessment of reading in Ghana26 found that grade 2 children reading in Akuapem read 11 
correct words per minute in both the familiar word reading and oral reading fluency 
subtasks, and in Liberia,27 children in grade 3 were reading in English an average of 25.06 
correct words per minute. In Malawi, it was found that 41.9% of grade 4 children were not 
able to read even one word of a story.28 

However, comparing EGRA results with countries classified as low-income in the Africa 
region has limited value, if any at all, because the contexts are vastly different. Therefore, 

                                            
26 Mejia, J. 2011. NALAP Formative Evaluation Report, Ghana. Prepared by RTI International for USAID/Ghana. 
27 Piper, B., and M. Korda. 2009. Data Analytic Report: EGRA Plus: Liberia Baseline Assessment. Prepared by RTI 
International for USAID. Available at https://www.eddataglobal.org/documents/index.cfm?fuseaction = 
pubDetail&ID = 286 (accessed March 13, 2011).  
28 Mejia, J. 2011. Malawi Early Grade Reading Assessment: National Baseline Report. Prepared by the Malawi 
Teacher Professional Development Support (MTPDS) activity implemented by Creative Associates 
International, Inc., RTI International, and Seward Inc., for USAID/Malawi and the Ministry of Education, Science, 
and Technology.  

https://www.eddataglobal.org/documents/index.cfm?fuseaction
https://www.eddataglobal.org/documents/index.cfm?fuseaction
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these are not valid comparisons and should not be used. In looking at the overall results in 
Indonesia against other, more similar, middle-income countries in the South East Asian 
region that use the Latin script (where assessments other than EGRA have been 
conducted), a different picture of reading achievement emerges, and children in the USAID 
PRIORITAS Indonesian EGRA sample lag slightly behind. In the Philippines, an average child 
in grade 3 could read 77 correct words per minute in Filipino in a connected text and 
answer 80% of the comprehension questions29 correctly. In Vietnam,30 an average grade 3 
student could correctly read 84.2 words per minute and correctly answer 69% of the 
comprehension questions. Therefore, it could be stated that there is a problem with reading 
in Indonesia. It is just not the same problem as found in other countries where EGRA has 
been used. 

As previously stated, comparisons between countries are not really a valid measure. It is 
more useful to compare the EGRA results of children in this sample against the national 
standards for reading set by the GOI. By doing this, we can conclude that slightly more than 
a third of the children in the assessment are not achieving the national standards, and 
therefore, it can be said that they are not reading as defined in the Indonesian context. The 
national standard for the end of semester 1 in grade 3 states that children should be able to 
read aloud a text of 20 to 25 sentences (of 100 to 150 words) with correct pronunciation 
and intonation, explain a text after reading it, and retell a story that has been read. The 
reading passage in the EGRA was only 58 words (5 short sentences), and yet 1,348 children 
in the assessment (32.6%) were unable to complete this short passage within one minute. 
Moreover, because over a quarter of the children assessed were able to understand only 
40% of the short story in EGRA, it is valid to assume that they would find it very challenging 
to understand enough of a text or story of 100 to 150 words to be able to successfully 
retell it. Observations from the EGRA indicate that most of the children were reading the 
connected text as a series of isolated words without expression or intonation. 

It should be recognized that results presented in this study are not representative of all of 
Indonesia, and conclusions about how well children in Indonesia are reading cannot be 
drawn from this sample alone. The children assessed in this project baseline were a random 
sample of children from a limited selection of purposefully chosen schools, districts, and 
provinces, and the results are likely to show an upward bias. This bias is evident by looking 
at results of reading assessments conducted in other areas in Indonesia. Save the Children 
conducted an assessment of early reading skills in Belu, Nusa Tenggara Timor, Indonesia, in 
July and August 2012, and found that 48.9% of the children assessed were not able to read a 
single word of the reading passage correctly, and for those that could, the average rate was 
only 28 correct words per minute.31 Moreover, for USAID PRIORITAS, the children in 
Bener Meriah had the lowest EGRA scores; however, for Save the Children, who also work 
in the district, Benar Meriah is considered an average performing district, not a low 
performing one. This suggests that there are many districts in Indonesia, where children’s 
reading development is low. The project sample needs to be expanded in order to gain a 

                                            
29 Save the Children. 2009. Literacy Boost Assessment in the Philippines.  
30 Refers to children in Van Chan District. Save the Children, Vietnam. 2010. JSDF Baseline Report. 
31 The assessment was conducted with grade 2 students. Save the Children. October 2010. Literacy Boost, Belu 
Indonesia: Baseline Report. 
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better picture of how well Indonesian children are reading. An expanded sample is likely to 
generate a different set of results and recommendations. In Indonesia, the real problem of 
reading and literacy is probably greater than the limited sample from this EGRA suggests. 

Nevertheless, even though this sample may show an upward bias, the EGRA results still 
indicate that there are some problems with reading, even in the better areas of the country. 
Whether children in this sample in Indonesia are reading depends on how reading is defined. 
If reading is defined simply as the ability to decode words and text on a page, then it can be 
said that most of the children assessed are reading, because approximately 72% can 
automatically identify letters and familiar words and demonstrate the skill to decode 
unfamiliar words. However, if reading is defined as the ability to make meaning from a text, 
then word identification alone is not sufficient to measure whether children are reading, and 
we need to look at comprehension, instead. Taking this into account, we can conclude that 
less than half the children assessed (47.96%) are reading, because they are able to 
comprehend at least 80% of the text. In other words, children have developed the 
foundational word-level skills necessary to be independent readers, but they are not yet 
independent readers because their comprehension is weak. 

The EGRA study’s findings correspond quite closely with what was found on other studies 
about and assessments of reading in Indonesia. The USAID PRIORITAS project administered 
tests in Bahasa Indonesia in grade 4 primary schools32 and found that children were able to 
read an extended text, but only able to score an average of 5.59 questions answered 
correctly out of a possible 13 (43%) on the comprehension questions. Only 3.8% of the 
children tested were able to read an extended passage with 80% comprehension. These 
children in grade 4 are performing much lower than the children in grade 3, and although 
the tests were different, results indicate that comprehension levels do not improve as 
children continue with their schooling. The grade 8 students assessed by the project did 
better and were able to score an average of 6.49 questions answered correctly out of a 
possible 10 (64.9%). However, this is still around the same level of comprehension as 
students in the EGRA (65%). Only 27.8% of grade 8 students were able to read with 80% 
comprehension, although none scored zero. 

The Indonesian Calistung study also identified reading comprehension as a problem, stating 
that children had particular difficulty with “inferential questions, interpretive questions, and in 
reading plans.”33 The study also emphasized the importance of the role of parents in 
supporting the development of reading and writing, although the study recognized that the 
link was weak. 

Furthermore, the results of the 2011 Progress on International Reading Literacy Study 
(PIRLS) also indicate that there is a problem with reading comprehension in Indonesia.34 Of 
45 countries involved in the PIRLS, Indonesia ranked 44th. None of the grade 4 Indonesian 
children reached the advanced international benchmark on reading achievement, and only 
4% reached the high benchmark. A total of 28% of the children achieved the intermediate 

                                            
32 These tests were administered in the same schools where the project EGRA was implemented. 
33 Laporan Pemetaan Calistung, Kelas Tiga SD. 2011. Pusat Penilaian Pendidikan Badan Penelitian dan 
Pengembangan Pendidikan Nasional Departmen Penidikan dan Kebudayaan. Page 42. 
34 IEA. 2012. PIRLS 2011 International Results in Reading, Chapter 2. Chestnut Hill, MA: TIMSS & PIRLS 
International Study Center, Lynch School of Education, Boston College. 
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benchmark with the majority, with 66% reaching the low international benchmark,35 which 
involved demonstrating the ability to retrieve information from a text only when it is 
explicitly stated or easy to retrieve. 

It is not only reading comprehension skills that are weak, but also listening comprehension 
skills (language skills), as well. Of the children assessed in the project baseline, 16.77% 
scored zero on the listening comprehension subtask. This is substantially more than any 
other subtask in the EGRA. Of the children who did score on this subtask, 66.93% were 
unable to answer the inferential question. Presently in Indonesia, almost all classroom 
learning is dependent either on listening to the teacher talk or on reading through a 
textbook and answering questions. These EGRA results indicate that currently children in 
grade 3 in primary schools may only be learning 50% of what they hear or read in any of 
their lessons and, therefore, their learning is being affected. This is the real challenge. 

The results of the baseline EGRA also show that there are differences in early reading skills 
among certain subgroups of children, suggesting that these strata of the student population 
have more difficulties with reading. In some cases, these differences are significant, including 
attendance in pre-school education and access to books at home. 

The findings indicate that the demographics of a child with the best chance of developing 
early literacy is when it is from a good socio-economic background (because the child will 
have books at home and have been to pre-school), has Bahasa Indonesia as the home 
language, and is currently attending a project secular school in an urban setting (see Table 
21). Such children will, on average, have better fluency and comprehension skills than a child 
whose demographics differ, e.g., such as for a boy speaking another language at home and 
who did not attend pre-school, has no books at home, and is studying in a comparison 
school in a rural setting. 

Table 21: Profile of a Child with a Good Chance of Developing Early Reading 
Skills  

Best chance to develop early reading skills Less chance to develop early reading skills 

Girl  Boy  

8 years old  Older than 9  

First language is Indonesian (Bahasa Indonesia)  First language is not Indonesian  

Good socio-economic status  Low socio-economic status  

Lives in an urban area in East Java  Live in a rural area in Aceh  

Attended pre-school  Did not attend pre-school  

                                            
35 Students at the Advanced International Benchmark take the entire text into account to provide text-based 
support for their interpretations and explanations. Students at the High International Benchmark are able to 
distinguish significant actions and information, make inferences and interpretations with text-based support, 
evaluate content and textual elements, and recognize some language features. At the Intermediate 
International Benchmark, students could retrieve information, make straightforward inferences, use some 
presentational features, and begin to recognize language features. Lastly, students at the Low International 
Benchmark demonstrated the ability to retrieve information from a text when it is explicitly stated or easy to 
locate. 
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Best chance to develop early reading skills Less chance to develop early reading skills 

Studies in a secular school  Studies in a religious school  

Learns in a project “intervention” school  Learns in a non-project “comparison” school  

Attends school all day  Attends school in the afternoon  

Has reading materials at home  Does not have reading materials at home  

Parents do not support her to read  Parents support him to read  

Differences in reading skill levels between the subsets of students also do not improve as 
their schooling continues. Exactly the same patterns were shown in the results in the 
project-administered assessments on reading in grade 4 and grade 8, with girls reading 
better than boys and children in secular schools scoring higher than those in religious 
schools.  

5 How Well Teachers are Teaching Reading in the 
Early Grades 

The provided teaching quality is fundamental to children’s success in reading. Highly effective 
teachers and their professional training do make a difference in the classroom. It is not so 
much what children bring with them from their backgrounds, but rather what they 
experience on a day-to-day basis in interaction with teachers and with other students that 
matters. The project conducted a qualitative review of how reading is taught in schools, to 
better understand the current quality of teachers who are teaching reading, as well as the 
applied pedagogy and approaches used to teach reading, and to provide a context for the 
EGRA results. 

5.1 Teaching Reading Well 

Growing consensus around the world indicates that there are a number of key components 
needed in classrooms and schools for effective early literacy development to occur. This 
assessment of the quality of how reading is taught in the early grades uses these key 
components as a framework to measure the quality and effectiveness of early grade reading 
in project areas. The components are as follows: 

• Knowledge and understanding: Teachers have a thorough understanding of 
language and are able to use a range of teaching strategies, based on findings from 
rigorous evidence-based research that have been shown to be effective in enhancing 
the literacy development of all children.  

• Instruction and techniques for teaching reading: Teachers provide explicit, 
direct, and systematic instruction in the essential code-breaking skills required for 
foundational reading proficiency and use multiple strategies for developing students’ 
knowledge of word identification and meaning and text-level comprehension.  

• Reading time: Children need adequate time to learn to read and to practice 
reading so that they can consolidate the reading skills that they have learned. 
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• Reading materials: Children need a rich supply of materials that are available at an 
appropriate complexity level and that they can actually read to become independent, 
proficient readers. 

• Assessment: Teachers use appropriate early and ongoing assessment of students’ 
reading growth and use these results for diagnostics, instructional decision making, 
and reflection.  

• Whole-school approach to reading: Teaching reading successfully occurs where 
there is a consistent and comprehensive whole-school approach to developing 
literacy.  

• Support from home: Parents promote the importance of reading and writing in 
their home and in everyday life and are guided by schools in how to conduct 
effective reading activities. 

It should be noted that although these components are described separately in this report, 
they all operate interactively, and it is not possible to isolate any one of them and expect 
them to individually bring about the development and achievement of excellent reading 
outcomes on their own.  

5.2 Survey Design  

The assessment of the quality of reading taught in the early grades included observations of 
early grades teachers in the classroom, using a protocol developed by project technical staff. 
The protocol contained six criteria for good practice in teaching reading, of which teachers 
had to achieve all to be considered effective teachers.  

Classroom observation was carried out in early grades classrooms in 184 primary schools in 
23 districts in 7 provinces across Indonesia. A total of 365 early grades teachers were 
observed. Of these teachers, 181 were teachers in grade 1, and 184 were teachers in grade 
2. The large majority of the teachers observed were female (93%), as shown in Table 22. 

Table 22: Number of Early Grades Teachers Observed by Grade and Sex 
Grade Teachers Total 

Male Female 

1 4 177 181 

2 21 163 184 

Total 25 340 365 

 

Data was also collected both through formal and informal interviews and discussions with 
teachers, school principals, and parents to establish how schools supported teachers to 
teach reading and how parents were involved in the process. These interviews and focus 
group discussions took place in the same 184 primary schools where EGRA was 
administered and classroom observation was carried out. A total of 932 people—184 school 
principals, 368 parents, and 380 teachers—were involved. 
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5.3 Findings 

The following section presents the results of the assessment on how teachers are currently 
teaching reading in the classroom. The findings are presented according to the components 
of effective literacy development as described in section 5.1.  

5.3.1 Teachers’ Knowledge and Understanding 

Research shows that good teachers and effective teachers matter more in developing early 
reading skills than curriculum materials, pedagogical approaches, proven programs, or a 
students’ background or experience.36 

To be effective, teachers need to have a thorough knowledge of language and reading 
development, as well as an understanding of learning theory and motivation, to effectively 
ground their instructional decision-making. Teachers also need to have a range of strategies 
and to know when and why to apply them. These strategies should be based on findings 
from evidence-based research that has been shown to be effective in enhancing the literacy 
development of all children. Although the evidence indicates that some reading strategies 
are more effective than others, no single approach can address the complex nature of 
reading difficulties; thus, teachers should have a good understanding of a range of applicable 
strategies and know when and why to apply them.  

The project conducted research that indicates that most early grades teachers in primary 
schools in project areas do not have the knowledge and understanding that is necessary to 
teach reading effectively and, furthermore, are not equipped with strategies for teaching 
reading. Of the teachers observed, only 17.9% of them were teaching reading well, 
according to the project criteria, meaning that more than 80% were not teaching well. 
When asked to discuss how children learn language and learn to read, and to describe what 
strategies teachers used to develop children’s reading skills, the majority of teachers were 
unable to answer. The teachers who did answer were those who had previously 
participated in the USAID-funded Decentralized Basic Education 2 (DBE2) project. Many of 
these teachers were able to describe activities that they implemented in the classroom to 
teach specific reading skills (usually letters or words), but were unable to explain the 
concepts behind the activities. Furthermore, some of the activities described were confusing 
and seemed inappropriate for children in early grades.  

5.3.2 Reading Instruction 

Much of the current discussion on classroom instruction focusses around teachers being 
facilitators of learning and on planning instructional time allocations and materials, setting 
assignments, and conducting assessment. Although this “assign and assess” approach is 
indeed part of good teaching, the teaching of reading requires much more than this. 
Teaching reading requires “active teaching”—which includes explicit explanation, direct 
teaching, and modeling and demonstration of the useful strategies that good readers employ. 

                                            
36 OFSTED (United Kingdom’s Office for Standards in Education, Children’s Services and Skills). Nov. 14, 2010. 
Reading by Six: How the best Schools do it. Ref. 100197. Available at: http://www.ofsted.gov.uk/resources/reading-
six-how-best-schools-do-it. (accessed on April 17, 2012). 

http://www.ofsted.gov.uk/resources/reading-six-how-best-schools-do-it
http://www.ofsted.gov.uk/resources/reading-six-how-best-schools-do-it
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Therefore, teachers need to directly teach students the essential components of reading. 
These include instruction in phonemic awareness, phonics, syllables, word recognition and 
identification, fluency, vocabulary knowledge, and text-level comprehension strategies. In 
particular, international research shows overwhelmingly that systematic phonics is the most 
effective way of teaching reading to children of all abilities and educational backgrounds. 

Observing teachers while they were teaching the Indonesian language in the classroom 
showed that slightly more than a third of teachers (38.5%) were providing specific and active 
instruction to children to build word knowledge, word analysis, and word recognition. Of 
these, 74% were splitting words into smaller units, such as phonemes and syllables, and 26% 
were introducing new words and explaining their meaning.  

A lower percentage of teachers were observed to be teaching specific text-level 
comprehension strategies, with only 29.3% of teachers checking students’ understanding of 
what they were reading. These 29.3% of teachers were observed to be developing students’ 
comprehension skills and most of the teachers were using simple recall strategies, such as 
asking the children to retell what they had read or to answer questions where the answer 
had been explicitly stated in the text. Techniques for improving reading comprehension, for 
example strategies such as those used to reinforce critical thinking and drawing inferences 
from text, were not commonly employed, and in no classroom were teachers observed to 
be placing any emphasis on the development of higher order thinking skills, such as helping 
students to analyze texts or answer difficult questions. Although reading comprehension is 
the ultimate goal of functional literacy, it is unfortunate that a lack of targeted emphasis on 
comprehension seems to characterize current practice in schools in project areas.  

The observed teachers, who were not explicitly engaged in instruction, were assigning 
children to work on reading tasks from a textbook. This type of activity is of little benefit to 
all but the few students who have already acquired a basic understanding of the strategy that 
is the focus of the lesson.  

The assessment found that most teachers also did not promote an active reading pedagogy 
and that traditional methods continue to be used. Despite national requirements for 
teachers to teach in an “interactive, inspirational, pleasing, challenging manner, motivating 
the students to actively participate, and providing sufficient space for the initiative, creativity, 
and independence to conform with the talents, interests, and physical,”37 and extensive 
training in active and interactive learning methodologies since 1988 (supported by 
international development agencies), little real change seems to have taken place. Most 
teachers still promote the retelling of texts and drilling, while reading the same text 
repeatedly. Many teachers simply force their students to memorize everything.  

Reading relies on strong language and speech skills. Talking in the classroom, as well as at 
home, is important to develop these language skills and a sound knowledge of vocabulary 
and language structure. The type of talking that helps develop language is not instructional 
talking but more conversational talking, where teachers ask open-ended questions (where 
more than one answer may be appropriate) and ideas are discussed. Only one-third of the 
teachers observed in in primary schools facilitated any interactive learning in the classroom 

                                            
37GOI. 2005b. Government Regulation of the Republic of Indonesia, Article Number 19, The National Standards of 
Education.  
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(student-student talking), and less than 15% engaged in teacher-student talking. This may 
help to explain why the scores for the listening comprehension subtask on the EGRA were 
so low, because the children do not have well-developed language skills.  

Teachers need to know how to differentiate their instruction to support struggling young 
readers. In discussions, a number of teachers referred to having students in their class of 
varying levels of reading ability, but none showed any understanding of how to work with all 
these students in one class at the same time. When asked how they supported children 
struggling with reading, most teachers referred to holding remedial classes after school 
hours, indicating that generally, the teachers worked with those students that already could 
read during class time and ignored those that could not read.  

Although it is important to have an effective teacher in every grade, there is a body of 
research that shows that the effects of teachers in the early years do not fade over time and 
are still strong predictors of student achievements in the later grades. Therefore, if schools 
have to prioritize resources, then it is strategic to place the best teachers in the early years, 
because this is where students receive most of the basic skills for reading and mathematics. 
However, in Indonesia, due to the high-stakes testing environment, the principal usually 
assigns the best teachers to the higher grades, and especially to grade 6, when students take 
the national examination. This strategy is based on the belief that children in the early grades 
will have time to “catch up” before they have to sit for the national examination. However, 
as numerous studies have shown, early success in acquiring reading skills leads to later 
successes in reading, while failing to learn to read before the third year of schooling may be 
indicative of lifelong problems in learning new skills. This is a problem because children who 
fall behind in learning to read will read less, increasing the gap between them and their 
peers. Later, when students need to "read to learn," which is true in Indonesia, their reading 
difficulty creates challenges in almost all subjects. Teaching children to read well in the early 
grades is an investment in ensuring success in the later grades and in the national 
examination.  

Good reading instruction also requires a coordinated instructional sequence. According to 
most respondents and observations in schools, young children do not receive a course on 
language learning that presents the building blocks of reading in a systematic and logical way. 
What they learn and how well they learn it depends on the teacher they have.  

5.3.3 Reading Time 

Children need dedicated time engaged in reading so they can consolidate the reading skills 
that they have learned and to increase fluency and vocabulary, which will then help them to 
develop comprehension. This sustained practice can take different forms, including paired 
reading, guided reading, whole class reading, and silent and independent reading. However, 
the National Reading Panel in the United States,38 found particular value in three main types 
of reading practice with early graders: (1) reading books aloud to or with children, (2) using 
guided or paired techniques, and (3) having children read books independently. 
                                            
38 National Institute of Child Health and Human Development. 2000. Report of the National Reading Panel. 
Teaching children to read: An evidence-based assessment of the scientific research literature on reading and its 
implications for reading instruction (NIH Publication No. 00-4769). Washington, DC: U.S. Government Printing 
Office. 
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The assessment found that slightly under half (48.5%) of the early grades classrooms 
teachers provided an opportunity for students to practice reading during the lesson. Of this 
number, 21% were children reading individually and silently, and 79% were children reading 
aloud. Of the practice observed, 85% involved choral reading—children reading aloud in 
unison with a whole class. Choral reading does have some value. It provides support for 
students who may ordinarily feel self-conscious or nervous about reading aloud in class and 
helps build their confidence. Reading along with more fluent readers enables less proficient 
readers to be successful with a shared text. When students participate in choral reading on 
a regular and repeated basis, they can internalize the fluent reading of the text being read 
and begin to transfer their developing fluency to other texts. However, it should not be the 
only type of practice children get; other types are important. Furthermore, children need 
opportunities to read at their own instructional level every day, and choral reading does not 
always provide this chance. 

A generally recommended amount of reading time for a child in the early stages of reading is 
to try and read for approximately 30 minutes a day. Only 46.72% of teachers involved in the 
assessment said that they had daily reading practice for students. The remaining 53.28% said 
that they gave children time to practice at least once a week. The length of time provided 
for this sustained reading also varied. Whereas on average, blocks of instruction time were 
70 minutes and took place at least three times per week, reading practice ranged anywhere 
from 5 minutes to 30 minutes per day or per week. There seemed to be no official set time 
for reading, and whether children practiced or not depended on their teacher. Most 
teachers said that they had only a limited amount of time to engage in reading practice 
because of curriculum demands and that the children in early grades are not in school for 
very long each day (4.5 hours). 

5.3.4 Reading Materials 

In addition to reading texts and books of appropriate complexity for instruction, children 
need enormous quantities of successful reading to become independent, proficient readers. 
Developing readers need access to books or texts that they can actually read with accuracy, 
fluency, and with strong comprehension, because it is this high accuracy, fluent, and easily 
comprehended reading that provides the opportunities to integrate complex skills and 
strategies into an automatic, independent reading process. Moreover, motivation for reading 
is dramatically influenced by reading success. Therefore, teachers and children require 
access to an extensive collection of reading materials with a wide range of high-interest 
fiction and nonfiction books at developmentally appropriate reading levels that motivate and 
support.  

The assessment conducted by the project indicated that such reading materials are not 
easily available in schools in project areas and that teachers mostly had access to textbooks 
only. Interesting literature that is appropriate for children in the early grades is in short 
supply in Indonesia. It is also relatively expensive. Most teachers said that the reading books 
to which they did have access lacked color and pictures, and the stories were mostly fables 
or morality stories that children were not motivated to read. Furthermore, these books 
were not categorized according to age or reading level. Teachers from schools that had 
participated in the DBE2 program highly valued the storybooks provided through the 
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project, but felt that they should be categorized for children by grade and semester. These 
teachers said that they had to use the same books for all grades and semesters, and so they 
did not really help children develop their reading skills. 

Focus group discussions with teachers revealed that whether teachers had any books for 
children to read in the classroom or take home to read depended mostly on the initiative of 
the teacher. Unfortunately, these teachers had to spend both their personal time and 
personal funds to locate or purchase the texts needed to effectively teach the children in 
their class. In general, the school or the District Education Office provided little support to 
ensure that reading materials were available. 

All teachers commented that they mostly used the reading texts included in the textbook 
for reading practice because these would help them to “get through” the curriculum. This 
meant that all children were on the same page or doing the same exercises or worksheets 
on the same day, regardless of their reading ability. When asked how they supported the 
children who were struggling with reading, all teachers explained that they held remedial 
classes after school hours. The conclusion is that lower-achieving readers receive 
appropriate reading materials only when they participate in special support instruction and 
receive, perhaps, an hour of appropriate instruction each week and spend, on average, at 
least 70 minutes three days a week working on texts that they may not be able to read. No 
child who spends most of their instructional time with texts that are inappropriately difficult 
will make much progress academically. 

A literacy-rich environment emphasizes the importance of reading to all students and 
provides the opportunities for young children to participate in reading activities in their daily 
lives, thereby giving them a beginning understanding of the utility and function of written 
language. Slightly more than half the number of teachers observed during the assessment 
(52%) had made an effort to create a literacy-rich environment by displaying words inside 
and outside the classroom. These classrooms had labels with words and pictures on various 
items so that students could constantly connect written language with the things they 
represent. However, only 27% of teachers had been able to prepare a classroom reading 
corner to display reading materials, resulting from problems with the supply of such 
resources and materials as described above. Literacy-rich environments can be customized 
to meet students’ needs or to support the theme that is being taught at the time. It was 
unclear if the labels or materials available in the classrooms were changed frequently. This 
would require further investigation.  

5.3.5 Reading Assessment 

In teaching how to read, it is of critical importance that teachers assess children at school 
entry and regularly during the early years of schooling. Such monitoring of reading growth is 
necessary to provide feedback information that can be used to guide the future teaching and 
learning of the classroom as a group as well as for individual students. It is particularly 
important to identify children who are at risk of not making adequate progress. The early 
identification of children experiencing reading difficulties allows interventions to be applied 
early.  
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According to the findings of the EGRA study, many teachers in early grades in project areas 
do actually conduct regular assessments of children’s reading. Of the sample of early grades 
reading lessons observed, slightly less than half (45%) of the teachers assessed individual 
children as they read. All teachers in the focus group discussions also said that they assessed 
individual children’s reading, on average, at least twice a month or more (but not less), 
depending on the size of the class. All assessments consisted of children reading aloud to 
their teacher. 

Reading aloud can help a teacher assess whether a student is "seeing" word endings and 
other grammatical features when reading. However, a student's performance when reading 
aloud is not always a reliable indicator of that student's reading ability. A student who is 
perfectly capable of understanding a given text when reading it silently may stumble when 
asked to combine comprehension with word recognition and speaking ability in the way that 
reading aloud requires. Furthermore, reading aloud is a task that students will rarely, if ever, 
need to do outside of the classroom. As a method of assessment, therefore, it is not 
authentic: it does not test a student's ability to use reading to accomplish a purpose or goal.  

All observed assessments, and those described by teachers in focus group discussions, were 
based on performance in reading and not on a child’s progress or level of effort. Assessing 
students’ progress or level of effort, as well as achievement, gives all children a chance for 
good grades and can be very motivating. However, the complexity of grading individual 
effort and improvement depends on teachers needing to truly know each student well to 
assign grades. The teacher has to be able to recognize growth and to track or estimate the 
student effort involved. Only 12% of the early grades teachers who participated in the 
assessment were able to show any records that they had kept of how children in their 
classes were developing with their reading. This suggests that few teachers really know their 
students well. 

Accurately assessing reading growth is not easy, and teachers need to have and be familiar 
with using formal and informal assessment tools—from scoring rubrics to checklists and 
standardized tests—that can be used to determine students’ strengths and weaknesses and 
provide feedback on instructional approaches. None of the observed early grades teachers 
were able to show any assessment tools that they used for formative or diagnostic 
assessments. When asked about assessment tools, teachers said that none were provided to 
them by the school or district, and the teachers did not develop any clear criteria for 
learning outcomes. Therefore, all assessments were based purely on a subjective basis.  

The findings also show that teachers really do not know what they are assessing. When 
asked about how they measure a student’s reading, many teachers were unable to answer, 
and those that did, said they counted the number of words a child would be able to read 
accurately. None of the respondents referred to reading speed, clarity of reading, fluency, 
expression, or understanding.  

Moreover, the teachers were unclear about the standards that children in the early grades 
were expected to meet. Teachers gave different numbers of words that children had to 
read, ranging from 85 to 150, indicating a variation in standards among schools and districts 
and a poor knowledge of the required national standard. Even if teachers did have an 
adequate knowledge of the national standards for reading in the early grades, it is unlikely 
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that this knowledge would be of much use. The national standards, detailed in Annex 2, do 
not clearly describe performance benchmarks for children in the early grades. According to 
national standards, students are expected to read short sentences of 3 to 5 words correctly, 
with intonation, at the end of grade 1; 15 to 20 words at the end of grade 2; and 100 to 150 
words in grade 3. There is no mention of fluency no time limit is specified for students to 
read these numbers of words and sentences) or accuracy. Only in grade 5 is there a 
standard for the number of words to be read in a given time period, but this is for speed 
reading and not fluency. 

Teachers have no standards of assessment available by which to measure reading 
comprehension, other than the suggestions in the national standards that students should be 
able to retell what they have read.  

5.3.6 A Whole-School Approach to Reading 

Teaching reading successfully is most likely to occur where there is a consistent and 
comprehensive whole-school approach that is clearly specified in a literacy plan39 that gives 
priority to teaching literacy across the curriculum at all levels. All teachers should be 
responsible for developing and implementing this plan under the principal’s and senior staff’s 
leadership and direction. The outcome of such a plan would be that all children develop the 
level of literacy that enables them to proceed successfully to the next stage of their lives. 

The EGRA study determined that of the primary schools assessed, 19.6% claimed to have 
school plans that focus on reading; upon review, it was noted that the plans were neither 
comprehensive nor well-articulated. However, 64% of the primary schools were found to be 
implementing at least one initiative to promote reading. Of these schools, 45% were 
working on upgrading their library, and of these, 32% were also purchasing non-textbook 
reading materials. A total of 25.1% had set aside specific reading times during school hours, 
and 12% had established after-school reading clubs. Although many schools were 
implementing some type of activity, none of them had a comprehensive whole-school 
approach to reading, as only a few were implementing more than one reading-related 
activity. 

In all cases in the schools assessed, teaching reading or literacy was seen as the sole 
responsibility of the Bahasa Indonesia teachers and not of any of the other teachers. As part 
of the assessment on how reading is currently taught, observation was conducted in 207 
non-early grades and non-Bahasa Indonesia language lessons to see whether teachers of 
other subjects were supporting the development and reinforcement of students’ reading 
skills through simple strategies, such as allowing time for students to read during lessons 
(independently, in pairs, in groups, or chorally), providing different types of materials for 
students to read other than the textbook, or checking students’ comprehension as they are 
reading. Only 13.4% of teachers took the opportunity to support or reinforce children’s 
reading skills in primary schools. Although overall, as shown in Table 23, around one-third 
of the teachers provided time for students to read in the classroom, it would seem that the 
majority of this time was used to read the textbook, as only between 4.3% and 12.5% 
(varying by subject) used other types of materials. Mathematics and science teachers, in 

                                            
39 OFSTED. Nov. 14, 2010. Reading by Six: How the best schools do it. No. 100197. 
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particular, were dependent on the textbook. Less than a quarter of teachers checked 
whether the children understood what they read, and only 12% discussed new words and 
concepts to build reading skills.  

Table 23: The Percentage of Non-Indonesian Language Teachers Who 
Support the Reinforcement and Development of Children’s 
Reading Skills in Primary Schools  

 

Allow time for 
students to read 

in the lesson  

Provide non-
textbooks for 

children to read 
in the lesson  

Check students’ 
comprehension 

as they are 
reading  

Discuss new words 
and concepts in 
texts to build 
reading skills  

Mathematics 12.8% 4.7% 11.6% 5.8% 

Science 26.1% 4.3% 20.7% 15.2% 

Others 37.5% 12.5% 0.0% 12.5% 

 

Effective leadership is a critical factor in developing whole-school approaches to the teaching 
of reading. Most teachers involved in the assessment felt that the leadership in their school 
was not supportive enough in promoting reading. School leadership often focused more on 
improving school infrastructure rather than on improving teaching and learning. For 
example, many principals were more concerned about building a school library to meet the 
minimum service standards rather than about how the library could be used to improve 
reading skills across the school. That the library might help children’s reading growth was 
incidental to the matter. In one case, a teacher said that she had asked the school principal if 
they could have a reading session across the school for 15 minutes a day, and the principal 
refused, stating it was a waste of curricular time. 

Principals can do much to support teaching reading in schools by ensuring that teachers are 
well trained and well supported in this endeavor by allowing them to participate in 
continuing professional development activities. Only 11% of the primary school principals 
held regular meetings with teachers in their schools to discuss curricular matters, but 71% 
of them allowed teachers to participate in ongoing professional development activities, 
including training and seminars. However, as will be described in section 6.5 (Ongoing 
Professional Development), it is unlikely that these professional development activities 
included any specific training on teaching reading. Primary school teachers are not subject 
specialists and would benefit if the school principal identified and appointed a specialist 
literacy teacher with skills in teaching reading, who would provide professional learning for 
school staff. No schools in the assessment were found to have teachers who were 
specialists in reading or literacy.  

School policies should be comprehensive and recognize the learning needs of all children, 
including those experiencing difficulties in learning to read and write, as well as extending 
the skills of successful readers and writers, so that all children can proceed with the 
likelihood of success. In most cases, the assessment found that some school policies had a 
detrimental effect on reading development for low achievers. For example, all schools had a 
policy of remedial education (rather than differentiated learning) and of grade repetition for 
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children who struggle, neither of which policy is proven to be effective in developing reading 
skills and could have negative social and psychological effects.  

5.3.7 Support from Home 

Although it is the role of the school to teach children to read and write, there are many 
things that parents and guardians can do to assist in the development of literacy skills, such 
as regular adult–child and child–adult reading aloud activities and discussions about what 
they are reading. Reading with parents can reduce a child’s perception that reading is work, 
is difficult, and is obligatory.  

Of the children who participated in the EGRA, 76.7% said that they had access to books at 
home, but only 50.7% said that their parents read with them. This suggests that many 
parents do not read with their children or create a culture of literacy at home, even though 
they may have the resources to do so.  

Parents do not always understand how they can support their child to read, and this can 
have a negative impact on children’s progress in learning to read as well as their attitude to 
reading. Schools should provide guidance, meetings, and workshops for parents and 
guardians to assist in the development of their children’s literacy skills. None of the schools 
provided such assistance. In fact, only 12.5% of the schools involved in the assessment said 
that they formally involved parents in supporting children with reading and had set up a 
system for home-based, parent-child reading activities. This is a very low percentage. 
Although about 80% of the teachers said that they gave children reading activities to do at 
home, parents were not given a role in providing support, and teachers only “advised or 
encouraged” parents to do so. 

This lack of guidance and structured support from schools may explain why EGRA results 
showed that children who reported that their parents helped them to read at home scored 
lower on all subtasks than children whose parents did not read with them at home (see 
section 3.6.3 i). The parents may simply not know how to effectively provide support for 
early reading growth.  

6 How Well are Teachers Being Prepared to Teach 
Reading in the Early Grades 

Because teaching reading effectively is a highly developed professional skill, teachers must be 
adequately prepared for this endeavor, both through their pre-service education and during 
subsequent years of practice, if the children in their classes are to achieve reading skills at 
levels consistent with the children’s potential. Thus, the assessment of early grades reading 
in project areas also looked at how early grades teachers are currently being prepared to 
teach reading during their initial teacher training courses, and how they are supported to 
continue to subsequently develop their skills. The assessment was based around the 
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following four elements, which were among six identified by the International Reading 
Association.40 

1. Course content: The course draws on an integrated body of research focusing on 
how young children become successful readers and how teachers support them with 
quality and effective instruction. 

2. Faculty and teaching: The faculty is composed of well-qualified and experienced 
teachers of reading, delivers effective instruction in appropriate content, and models 
best practices in instructional techniques for students.  

3. Field experiences and practica: Beginner teachers are exposed to a variety of 
field experiences that give them access to exemplary models and mentors. 

4. Student teacher and program assessment: Beginner teachers are regularly and 
intentionally assessed and, upon graduation, are expected to meet standards for 
teaching literacy.  

Early grades teacher preparation was assessed in 16 TTIs in 7 provinces in Indonesia. These 
TTIs are all in project areas, are partners with USAID PRIORITAS, and are listed in 
Annex 6. Data was collected through interviews with over 160 TTI staff, observations of 68 
primary education lecturers as they taught trainee teachers, and discussions with 64 primary 
school student teachers.  

Although there are national standards for universities in Indonesia, universities are fairly 
autonomous. Thus, the TTI assessment found no uniform approach to training teachers, and 
the preparation of new teachers in how to teach reading is uneven across the universities. 
Therefore, this report presents some of the general findings, with gaps remaining that the 
project may wish to investigate further. 

6.1 Course Content  

Early grades teachers require a skill set that is different from teachers in the later grades 
because early grades teachers are responsible for building the foundations of learning. 
Teachers of younger children need to have talent for communicating with young children, 
and because many first graders are still learning how to behave in a classroom setting, a high 
level of teacher patience is also needed. Most early grades students cannot yet read or write 
well. Thus, unlike teachers in later grades, it is not possible for early grades teachers to 
teach by depending on a child’s literacy skills. Instead, early grades teachers need to be 
creative in using arts and crafts, classroom games, and other activities to help students 
understand their lessons. For this reason, many countries recognize the particular 
requirements of early grades teachers and have separate preparation courses for early 
grades and upper grades primary school teachers.  

The project review of how teachers are trained to teach found that none of the TTIs 
offered a course specifically for teachers of early grades (grades 1–3).41 All student teachers 
studying to become primary school teachers followed the same course and learned the 

                                            
40 International Reading Association. 2007. Reading Well: A Synthesis of the International Reading Association's 
Research on Teacher Preparation for Reading Instruction. Newark, DE: Author. 
41 Although some TTIs in Indonesia do, they are not in project areas nor are they partners of the USAID 
PRIORITAS project.  
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same things. Teachers do not study to teach a particular grade, but rather the specific 
school where they are posted assigns them to the grade they will teach. The program of 
study to become a primary school teacher currently takes four years and generally covers 
the content as presented in Table 24 below.42  

Table 24: Primary School Teacher Training Course Content 

Basic Education Courses (Mata 
Kuliah Dasar Kependidikan) 

Theoretical Study Courses for 
Teaching (Mata Kuliah Belaja 

Mengajar)  
Courses on Subject Matter 
(Mata Kuliah Bidang Studi) 

• Foundation of Education  

• Student Development  

• Guidance and Counseling  

• Curriculum and Teaching  

The Teaching and Learning Process  

Planning Courses of Study for Thematic 
Learning 

Educational Media  

Management of Education  

Education Communication  

Development of Teachers’ Personal 
Skills  

Assessment  

Micro-Teaching  

Content of the curriculum, including 
Science, Mathematics, Indonesian 
Language (Bahasa Indonesia) and 
Literature, Social Studies 

 

Teacher preparation courses also include teaching practice (Program Latihan Profesi [PLP]), 
which is a schools-based practice where timing and length varies from one TTI to another. 
As with other students at the university, trainee teachers must also take some basic courses 
(Mata Kuliah Dasar Umum) that often include religion, citizenship, Indonesian, social 
environment, culture and technology, and physical and sports education.  

Trainee teachers also need to be taught the art of reading instruction. Just because a student 
teacher is a good reader does not mean he or she will be a good teacher of reading. As 
stated in sections 5.1 (Teaching Reading Well) and 5.2 (Survey Design) above, to teach 
reading well, teachers need to have a good understanding of how children learn and how 
they become successful readers. Teachers also need to be able to use a wide range of 
instructional strategies and materials, to use formal and informal assessment models and 
tools, and to interpret the assessment data critically to determine students’ strengths and 
weaknesses. It is the responsibility of the TTI to equip teachers with such skills, knowledge, 
and understanding through their preparation courses.  

Although all of the TTIs included in the review do have programs of study for teaching 
language in the early grades (Pembelajaran Bahasa dan Sastra Indonesia Kelas Rendah), a close 
examination of these courses showed that they only provide an overall picture of language 
acquisition and include a large amount of theory, with limited opportunity to actually 
practice what has been learned. In general, the unit takes approximately four months and 
covers reading, writing, speaking, and listening. Within these four months on average, 10% 

                                            
42 This example is from the State University of Surabaya. 
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of the time is spent on reading and writing. Often student teachers are taught to use very 
specific models of teaching for reading or writing. Furthermore, none of the courses include 
how to assess children’s reading growth and none recognize the need to produce teachers 
who know how to teach reading to a diverse group of students in diverse settings and 
environments. 

The syllabus from the University of Semarang, for example, which is presented in Annex 7, 
shows that only 4 Satuan Kredit Semester (SKS or credits) are included in the program, which 
equates to approximately 10 hours of study in total for reading and writing. Two 
instructional models, called the global method and the structured analysis synthesis, are 
included in the course. The outcomes of this training are that the apprentice teachers 
should be able to explain and apply the different approaches and methods in learning to read 
and write. How to instruct young children in phonemic awareness, phonics, syllables, word 
recognition and identification, fluency, vocabulary knowledge, and text-level comprehension 
strategies are not overtly stated in the syllabus, unless they are included as part of the two 
models of instruction stated above. How to differentiate reading instruction or assess 
students’ language skills and interpret data is not explicitly included in the syllabus. 

When new teachers were asked what they had learned about teaching reading in their 
teacher preparation course, most of them responded by stating that it consisted of teaching 
the alphabet by singing a song, reading aloud with their students, using pictures to teach 
words, and using pictures to tell stories. All the teachers interviewed said that they had 
really learned how to teach children to read by watching other teachers. None felt that they 
were adequately prepared to teach reading to children after having completed their initial 
teacher training course.  

Young children need to have a teacher who understands how they learn and has subject-
area expertise. In many countries, young children seem to have a teacher who is lacking in 
one of these two skills: For example, their teacher may understand how children learn, but 
may lack subject-area expertise in teaching reading; or their teacher may understand what 
knowledge and skills the children need, but may lack insight on how children acquire such 
new knowledge and skills. However, it seems that on entering the profession in Indonesia, 
new teachers may currently be missing both of these important skills that are needed to be 
effective teachers of reading, as well as having to use their initiative to learn skills on-the-job. 

6.2 Faculty and Teaching  

The quality of the instruction provided is a critical factor in the success of teacher 
preparation programs. The teaching faculty should be committed to providing a sound 
knowledge base and modeling successful instructional techniques for their students.  

Teaching faculty in teacher preparation courses should largely be composed of individuals 
who are qualified in language or reading and have extensive experience in classroom 
teaching or in working as reading specialists or curriculum supervisors. The review of the 
teacher preparation courses in partner TTIs revealed that although the faculty of the 
primary school teacher preparation courses had a sophisticated and extensive body of 
knowledge about education, none of them had any prior experience of teaching reading or 
language in a primary school classroom. 
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Excellent instruction also demands that faculty members adopt a pedagogy that 
demonstrates the pedagogy they are expecting their students to adopt when they become 
teachers. Teacher educators know that their students must be able to use what they learn 
in their courses, to meet the challenges that student teachers will face as new teachers in 
their own classroom. Teacher educators also know that they should be modeling good 
teaching as they teach theory and practice to their students. As part of the EGRA and TTI 
assessment, 68 primary teacher educators were observed as they conducted training in their 
pre-service courses. Of these, only 29% were able to achieve the project criteria for good 
practice and can be said to be modeling effective instructional techniques for students. A 
total of 63% achieved some of the criteria, and 8% achieved none at all. Most of the 
observed practice revolved around lecture and discussion. Although 86% of the lecturers 
allowed student teachers to ask questions, only 37% assisted their students in completing 
their tasks.  

6.3 Field Experiences and Practica  

The best teacher preparation courses engage beginning teachers in a variety of extensive 
field experiences, where they are supported in using and consolidating the knowledge and 
skills gained at the TTI. The value of these practicums is that, with guidance, it gives trainee 
teachers the opportunity to assess students’ needs and to actually plan, organize, and 
manage language and reading lessons. 

Practical field experiences for primary school teacher trainees in the partner TTIs were 
found to be limited in length and scope and poorly planned and executed. Most of the 
teacher trainees in the assessment (89%) had only spent, on average, between 5 and 12 
weeks in a school placement during their 8-semester43 training course. Only 5% of the 
student teachers spent more than 12 weeks and the remaining 6% spent less than 5 weeks 
in a school placement setting. This means that the vast majority of primary school teacher 
trainees had only spent between 3.4% and 8.3% of their preparation course in a school 
working with children. Furthermore, this practical experience had, on the whole, taken 
place during the final years of the course, usually in the final semester of the third or fourth 
year. This is a very short time to gain practical experience, considering that the generally 
recommended amount of practical time is 60% of the total course time. However, many 
student teachers and lecturers said that they did have a lot of opportunity to practice in the 
protected environment of the university classroom (micro-teaching). Although this is a 
valuable experience in that it provides important avenues for students to explore their 
understanding of classroom pedagogy, it cannot replace the reality and benefit of actually 
teaching a group of children. 

The value of the field experience is diminished if the experience is contrary to what teacher 
trainees have been learning in the teacher training course. Hence, good teacher-preparation 
courses should not leave such placements to chance, and students should be sent to good 
schools and paired with excellent practicing teachers, who act as models for teaching 
reading. All TTIs involved in the assessment have partner schools where they send their 
student teachers for teaching practice. The number of available TTI partner schools varied 
                                            
43 The course generally takes four years and each year is divided into two semesters of approximately 18 
weeks each.  
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from 30 to 200, depending on the specific TTI. Nevertheless, for some TTIs, the number of 
partner schools was insufficient because they had as many as 3,000 student teachers to place 
each year. As a result, many student teachers worked in large groups in the same school, 
and some students had to find their own placements. This situation meant that the 
placement was haphazard, and some teacher trainees may have been left with only 
ineffective models to observe and from which to adopt their practices.  

The TTI partner schools that participated in the assessment usually identify senior teachers, 
called “guru pamong,” to mentor groups of student teachers, but it is unclear whether the 
student-teacher organized placements also follow this practice. It was not possible to find 
out whether the TTIs work closely with the guru pamong in partner schools to develop their 
mentoring skills, but this should be a necessary activity to ensure that beginning teachers are 
provided with exemplary models. The USAID PRIORITAS project should conduct further 
investigation to understand more about the qualifications and role of the guru pamong.  

Student teachers need to participate in field experiences that are carefully planned, enable 
them to experience different aspects of literacy teaching, and expose them to the full 
reading curriculum. These experiences should become more sophisticated and 
comprehensive as beginner teachers develop their skills and confidence. Most of the 
assessed primary school student teachers did have a variety of experiences during their 
placement. All of them had the chance to practice teaching small groups and whole classes 
of students and to engage in team teaching. A total of 99% taught a whole class on their own 
during their field experience. However, for more than half of this group (55%), the beginning 
teachers taught on their own, on average, only once a week. For the remaining 45%, the 
opportunity to teach on their own occurred only once a month. For most of the time, the 
student teachers were actually teaching in pairs or in groups. Such little teaching practice is 
insufficient for beginning teachers to learn to become effective teachers. During the field 
practice, 89% of the primary school student teachers had the opportunity to teach more 
than one primary grade class, with 66% of the student teachers teaching at least 4 out of 6 
grades. The assessment was unable to establish how much time the student teachers spent 
in teaching reading or language, as none of them were able to specify. However, all primary 
school student teachers had also had a chance to teach a range of subjects. Many student 
teachers who had completed their teaching practice in non-partner schools commented that 
they had been left alone without support or without being observed during their practice in 
the schools; they had been used to teach lessons for absent teachers, and the school 
teachers had often taken advantage of the occasion of the student teachers’ presence in the 
school by choosing to be absent. 

The manual for teaching practicums in all TTIs involved in the assessment explicitly states 
that students must provide reports to their departments about their teaching experience. 
The assessment found that 99% of the primary school student teachers gave reports to the 
TTI, and 96% of the student teachers gave reports to the school where they did their 
practicum. However, good placements mean more than simply requiring apprentice teachers 
to go into the classroom and only report back about what happened. Support should be 
provided to beginning teachers while they are on field practice, to allow them to receive the 
guidance and feedback necessary to help them develop applicable strategies for teaching 
reading. Such support can come from the experienced teachers at the placement school and 
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also from the faculty members of the TTI, but there should be a system of observations, 
guided feedback, and evaluations for student teachers, as well as the opportunity for student 
teachers to debrief and process their experiences. None of the manuals for teaching 
practicums that the assessors reviewed at the TTIs specified that the teacher trainees 
should receive mentoring visits, nor how often or how many. However, the assessment 
found that despite the absence of any stated regulation, 99% of the primary school student 
teachers did have their lessons observed by the TTI faculty staff and/or the guru pamong in 
the school, and the student teachers received feedback on their performance in the 
classroom. For 66%, the mentoring took place at least once a week. For 16%, this occurred, 
on average, bi-weekly. In all cases, a final evaluation of the teaching practice took place, 
which was conducted in collaboration between the guru pamong and the faculty supervisor. 

6.4 Candidate Teacher Assessment and Standards  

The best teacher preparation courses are those that include an intentional and regular 
assessment of their students, their programs, and their graduates and use the information 
gleaned from these assessments to guide instructional decision-making and program 
development. 

Student-teacher assessments should be implemented at various stages of the course, 
including on admission to the program, during critical points in the course of study, during 
field experience, at graduation, and even after student teachers have entered into the 
teaching profession. This intensive feedback on their progress is necessary for a trainee to 
continue to develop as an effective teacher.  

All TTIs involved in the assessment did carry out regular assessments of student teachers at 
various points throughout the preparation course, including through entrance qualifications, 
end of semester assessments, and assessments of teaching practice, as well as at graduation; 
however, these assessments were found not to be uniform among the TTIs. Across the 
board, it was found that although TTIs incorporated assessments into their courses, they did 
not seem to have any clear or established benchmarks or standards that student teachers 
had to reach to pass the assessment.  

In general, across the TTIs, the entrance qualifications included graduation from senior high 
school and passing an initial written examination created by the TTI that the applicants 
wanted to attend. Student teachers were also found to be assessed during their field 
experiences. As described in section 6.3 (Field Experience and Practica), 99% of student 
teachers were observed in the classroom either by TTI faculty members or by teacher 
mentors and were given a pass or fail score for the practicum. However, because of 
unavailability from the TTIs, USAID PRIORITAS was neither able to review an observation 
protocol for teaching reading in the classroom nor to establish what the benchmarks were 
for a student teacher to successfully complete the practicum. Graduation standards largely 
included students achieving approximately 155 SKS (credits), which were gained by 
attending programs of study and completing written assignments, as well as by submitting a 
composition called a “scripsi” at the end of the course. These compositions are usually on 
topics that the students select. However, the actual teaching standards—the standards a 
student teacher must achieve by the time they graduate—were not clear. Furthermore, for 
student teachers who are training to work in primary schools, there is no literacy standard 
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set (neither for the initial registration nor for graduation from any TTI) that these student 
teachers must achieve to be able to teach a young child to read. Given the critical 
importance of literacy competence to a child’s engagement in schooling and their 
subsequent educational progress and life chances, it would seem important for TTIs to have 
such benchmarks and to ensure that they are rigorously applied. 

After a class of student teachers graduates, TTIs typically shift their attention to the next 
group of undergraduates and do not track the effectiveness of the TTIs’ former students as 
they move into classrooms of their own. It is important that TTIs collect data about the 
performance of their students in the work place, to evaluate their effectiveness in preparing 
the next generation of teachers. None of the 16 TTIs involved in the assessment reached 
out to their graduates beyond the university setting. If they had done so, they would have 
found that none of the new teachers felt that they had learned enough about how to teach 
reading during their preparation course. Thus, none of the new teachers felt ready to enter 
into an early grades classroom and teach reading (see section 6.2, Faculty and Teaching).  

Because schools are the end users and the employers of new teachers, they have a critical 
interest in what happens in teacher training programs. The content of teacher preparation 
courses should be discussed and negotiated together with the university and the partnership 
schools. It is these partnership schools who are in the best position to identify the strengths 
and weaknesses in the initial training that teachers have received, particularly for teaching 
literacy. None of the TTIs involved in the assessment conferred with the schools about 
teacher training in how to teach reading, and because few TTI faculty members had been 
teachers themselves, the faculty had little understanding of the realities of teaching reading 
to a diverse group of students in diverse settings. 

None of the TTIs seemed to be engaged in the systematic review of their institution or of 
how effective they were in preparing a new generation of teachers. Although all students are 
required to submit reports about their teaching practicums, there was no evidence and little 
explanation of how these were used to make improvements to the training course.  

6.5 Ongoing Professional Development 

Professional learning throughout a teacher’s career is vital to building capacity in teaching 
reading and in keeping them confident and committed to effective teaching. Opportunities 
for professional development can take many forms, including participating in (1) training 
programs, (2) teachers’ shared and collaborative learning in schools, and (3) professional 
learning teams. 

In general, most teachers in Indonesia have a few limited opportunities to grow as 
professionals and teachers of reading and literacy after they have entered into the 
profession. Many teachers have access to continuing professional development opportunities 
in their districts through the teacher working groups (Kelompok Kerja Guru [KKG]) meetings. 
These KKG are cluster-based meetings where primary teachers can convene. Separate KKG 
meetings are conducted for teachers of early grades and for upper primary grades. 
Therefore, it is a good opportunity for early grades teachers to discuss and share ideas 
about the specific challenges of teaching young children to read. However, the project’s 
monitoring and evaluation assessment of the KKG in project areas found that KKG meetings 
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do not always take place, and when they do, they do not necessarily meet teachers’ needs. 
Nearly half of the KKG meetings (43.7%) in project areas did not take place regularly, and 
for the groups that did hold regular meetings, in general less than 50% of teachers attended. 
The low attendance was partly because the school principal did not give teachers permission 
to attend, or teachers did not feel that the meetings were relevant or helped them to 
improve their teaching skills. According to respondent primary school teachers, 60% of the 
meetings focused on administrative matters or socialization of government policies and, 
although the remaining 40% revolved around issues related to teaching, it was mostly on 
lesson planning and thematic learning issues. None of the teachers involved in the 
assessment had attended any meetings that they felt helped to develop their expertise in 
teaching young children to read.  

The large majority of practicing early grades teachers currently does not have other 
opportunities beyond the KKG meetings to improve their skills in teaching reading. This 
assessment found that there are currently no GOI in-service training programs available to 
improve early grades teachers’ capacity to teach reading. As with teacher preparation 
courses, in-service training that is available to primary teachers focusses on general primary 
education and on teaching integrated language skills. Even the Center for the Continuing 
Professional Development of Teachers of Language, the Pusat Pengembanganga dan 
Pemberdayaan Pendidik dan Tenaga Kependidikan (P4TK), which is responsible for developing 
the teaching of the Indonesian language across the country, does not offer specific programs 
on teaching reading to children in the early grades.  

In an effort to improve the quality of all teachers across the country, the GOI has recently 
developed a course called the Professional Teacher Education Course (Pendidikan Profesi 
Guru [PPG]), which started in February 2013. This course allows teachers to become 
certified. The course requires one semester for primary school teachers and two semesters 
for junior and senior secondary school teachers. The course focuses 60% of its content on 
improving teachers’ subject-specific competencies, including pedagogy and subject matter, 
and the remaining 40% is spent in schools and on classroom action research activities. For 
new teachers, the PPG is added onto the preparation course, making it a 5-year program. 
For teachers already in the classroom, this course provides an opportunity for them to 
upgrade their skills. At this time, it is difficult to assess and evaluate the exact quality or 
value of this course or to understand how much additional training that primary school 
teachers will receive in teaching how to read. The course is also open to other professionals 
holding a non-education degree, who wish to become teachers.  

No other major donors working in education in Indonesia have a large program to improve 
the teaching of reading in the early grades, although some have programs that address 
general literacy. However, Save the Children (SC) is currently implementing a small Literacy 
Boost program in Belu, one district in Nusa Tenggara Timor (NTT), with early grades 
teachers in 20 schools. This program, which is funded by the Australian Agency for 
International Development (AusAID), is training teachers of early grades to keep students 
engaged and interested in reading and to use games, songs, and other fun activities in their 
lessons to develop early reading skills. The program also works with communities to get 
involved by providing books, libraries, and supplies; by sponsoring camps, “reading buddies,” 
and other learning activities; and by organizing workshops to help parents support their 
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children’s lessons. It is a possibility that this program may be expanded within NTT in the 
near future and thus may give more teachers the opportunity to improve their practice and 
ensure that more young children have a quality teacher in the classroom.  

7 Conclusion 
Although grade 3 children are progressing well with their reading, there is clearly still room 
for improvement. Children in grade 3 CAN read words in the Indonesian language, but they 
CANNOT always understand what they read. They also only understand half of what they 
hear. They are not thinking critically about what they read or hear. Because reading is 
defined as the process of constructing meaning from written texts, and only slightly more 
than half of the children in the sample are doing this, we can conclude that there is currently 
a problem with reading. Although it may be a different problem or less severe compared to 
that found in other countries where EGRA has been applied, it is, nevertheless, a problem 
that needs to be addressed so that children in Indonesia can improve their learning.  

Putting a quality teacher to deliver quality teaching in every early grades classroom is the 
key to addressing the challenges of reading that the EGRA has identified. The findings 
presented in this report indicate that very few young children in project areas currently 
have a quality teacher who is teaching them to read at their optimal potential or who is 
teaching them to think about what they are reading. Overall, primary school early grades 
classrooms are not offering an active reading approach, nor are they providing a course on 
language learning that presents the building blocks of reading in a systematic way. Most 
primary teachers have very ineffective assessment strategies and rarely use assessment tools 
to improve their students’ learning. Many teachers are not familiar with diagnostic or 
formative assessment, nor do they know or understand the reading standards that they are 
trying to teach their students to meet. 

It is the TTIs that play a critical role in putting a quality teacher in every classroom, and this 
assessment suggests that the TTIs are currently not preparing teachers well. Most new 
primary school teachers enter the workforce unprepared to teach reading well. Insufficient 
time is spent on training new teachers to teach reading, and new teachers are not receiving 
adequate (if any) instruction on how to develop phonemic awareness, phonics, fluency, 
vocabulary, knowledge, and text comprehension skills in young children. Furthermore, there 
are no standards that graduates must achieve to be considered accomplished reading 
teachers. Many donors have invested in in-service teacher training, but they have been more 
hesitant to invest in the teaching of reading segment of teacher preparation. A low level of 
teacher professional preparation and little classroom experience are major barriers to 
quality reading instruction (and general education) in Indonesia. 

Quality teachers delivering quality teaching in reading in early grades classrooms, so that all 
children read to their potential, will not be realized in Indonesia until teachers receive 
appropriate evidence-based knowledge and skill development in their pre-service 
preparation and are supported through appropriate ongoing professional development. 
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Given the critical importance of literacy competency to a child’s engagement in schooling 
and their subsequent educational progress and life chances, it would seem that literacy 
competency would be a priority for the GOI and an opportunity for USAID PRIORITAS to 
effect true change. 

8 Recommendations 
The conclusions drawn from the EGRA findings, and from the qualitative research study 
conducted, indicate that the education system in Indonesia would greatly benefit from 
making necessary changes that would address the importance of reading in the early grades. 
The conclusions highlight a number of priority areas. Early grades students’ poor reading 
skills and lower performance will continue to hinder academic achievement as these 
students progress through the school system. The results of this assessment lead to six 
domains of recommendations for project interventions, which are believed will lead to 
measurable improvements and move children forward in their reading skills. 
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8.1 Improve Classroom Instruction  

“The greatest opportunity to improve reading outcomes is to improve how reading is taught 
in the classroom.”44 Therefore, the first domain of recommendations is for the project to 

support improved classroom instruction by teachers 
through training in-service teachers and improving teacher 
preparation courses. 

The results suggest that children in grade 3 have acquired 
acceptable word-level skills, but that they need additional 
support in developing text-level skills. The higher level 
process of comprehension and interacting with connected 
text requires competencies in fluency, vocabulary, 
background knowledge,45 and motivation. These 
competencies can be influenced by pedagogy and other 
means. The teachers currently in the project need to be 

supported to focus on these components of reading that are not as well developed in their 
students. Teachers need to be given pedagogical ideas to develop children’s oral language 
proficiency, vocabulary, comprehension, and fluency. 

Teachers need to encourage oral proficiency in the classroom, as this will help all students 
regardless of their first language. Teachers should use instructional strategies that focus on 
the interaction between students. Another suggestion is for teachers to provide models of 
language for the students and create classrooms where a great deal of reading material is 
available. By developing phonological (i.e., language) and orthographic (i.e., spelling via 
displayed print) teaching methods, children will have multiple insights towards improving 
their vocabulary and language skills. 

Direct vocabulary instruction for words that are essential to comprehending text will benefit 
all students, as well as providing contextual definitions based on the usage in the upcoming 
text. Other essential components of direct vocabulary instruction involve relating new 
information to known information, putting the definitions of the new words into their own 
words, generating examples/nonexamples, and using the words in speech and writing.  
It is clear that effective comprehension strategies should be directly taught before, during, and 
after reading. Because the children struggled with inferential questions more than the 
explicit questions, teachers need to teach children to use comprehension strategies that do 
not only focus on what is explicit in the text, but include strategies for prediction, 
summarizing, monitoring, understanding, and evaluating text. Because of the strong 
relationship between background knowledge and comprehension, schools should encourage 
reading a variety of genres.  

To improve fluency, children should read and reread books at their instructional level on a 
regular basis. This will help their understanding of the syntax used in books. Furthermore, 
rereading text will help them develop word automaticity. Many engaging activities can result 

                                            
44 Gove, A. and P. Cvelich. 2011. Early Reading: Igniting Education for All. A report by the Early Grade Learning 
Community of Practice. Revised Edition. Research Triangle Park, NC: Research Triangle Institute.  
45 Collier, V. P. (1987). Age and rate of acquisition of second language for academic purposes. TESOL Quarterly, 
21, 617-641. 

"Babies are born with 
the instinct to speak the 
way spiders are born 
with the instinct to spin 
webs. You don't need to 
train babies to speak; 
they just do. But 
reading is different." 

STEVEN PINKER (N.D.) 
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in immediate growth in a skill that has been shown to have a strong relationship to 
comprehension. Children who can already read quickly and accurately can benefit from 
fluency instruction by addressing expression and intonation. Children also need to have 
plenty of opportunity to engage in sustained reading activities to develop fluency. The 
project should work with teachers and schools to increase the daily time spent on reading.  

The data also indicates that there are certain subgroups of children who are not doing as 
well as their peers. This includes older children, grade repeaters, non-Indonesian speakers, 
and children with special educational needs. To ensure access and opportunities for all 
students to become readers and achieve their greatest potential, reading instruction should 
be differentiated and accommodate the diversity of students. The project needs to increase 
teachers’ awareness of these groups of struggling readers and provide teachers with the 
tools and pedagogical ideas to offer language learning opportunities for these students in the 
classroom.  

In the long term, USAID PRIORITAS should look towards 
improving teacher preparation courses and how teachers 
are currently prepared to teach reading. Using the lessons 
learned from the in-service training program about what is 
effective, the project should work with partner TTIs to 
revise their curriculum models and train teachers to use 
effective techniques, such as “instructional routines that 
guide teachers through lessons, activities that motivate 
students, and formative feedback and scaffolding.”46  

8.2 Encourage Reading in the School and Community 

The data suggests that parents may have little knowledge and understanding of how to 
appropriately support their child’s reading development. The project should emphasize and 
utilize strategies for highlighting the importance of reading with parents, family members, 
and the wider community. Support should be provided to parents to understand effective 
reading approaches and to see that even if they have limited literacy experiences, they can 
still support their child’s literacy growth. Tips can be provided to parents via school 
meetings or other means, such as parents’ representation in project training activities or 
project or school newsletters. School-based efforts can include reading fairs, parent-child 
book clubs, and other practical approaches to increasing parental involvement. 

The evidence from the EGRA findings reinforces global research that shows that the 
presence of reading materials in the home has a notable positive effect on student reading 
skills, as demonstrated by higher reading rates. The project should work to increase the 
supply and availability to schools and communities of grade-appropriate books that appeal to 
readers of all different levels. Books at home or in after-school reading clubs can contribute 
to increased opportunities to practice skills learned in school as well as change children’s 
perception of books.  

                                            
46 RTI. 2011. Transforming Reading Instruction. Brochure prepared by RTI International for the November 18, 
2011 launch of All Children Reading: A Grand Challenge for Development. Available at 
https://www.eddataglobal.org/reading/index.cfm (accessed on February 15, 2012). 

“Resolve to edge in a 
little reading every day, 
if it is but a single 
sentence. If you gain 
fifteen minutes a day, it 
will make itself felt at 
the end of the year.” 

HORACE MANN (1843) 

https://www.eddataglobal.org/reading/index.cfm
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The project should also work with schools to develop school-level initiatives to increase the 
profile of reading. Such initiatives can include creating appropriate reading structures (e.g., 
reading clubs), making reading part of the curriculum (a guided or independent reading hour, 
professional development for teachers), creating a literacy-rich school environment (school 
libraries or book corners in classrooms), and resourcing a whole-school approach to 
reading (time and funds). 

8.3 Set Reading Standards and Benchmarks 

Setting goals to monitor students’ progress is key to moving students forward. The study 
shows that clear and measurable standards for reading do not exist in Indonesia, and 
because most reading benchmarks are based on research in developed countries and in 
languages such as English or French, the use of such benchmarks in Indonesia is very limited. 
Therefore, the third set of recommendations involves having the project establish 
benchmarks for reading and for supporting teachers and schools to apply them in a 
thoughtful manner.  

The EGRA results presented in this study offer useful 
information about children’s literacy abilities at one point 
in time. These results can be a useful starting point for 
setting benchmarks, which can be created by identifying 
the skills demonstrated by students in the sample, reading 
with at least 80% comprehension on grade level text. As 
the Indonesian curricula allows for local interpretation of 
the national standards, this can be done at the regional 
level. The EGRA data can be further analyzed at the 
provincial and district level and can be used to establish more local standards. The project 
should work with the local TTIs to establish easily measurable reading skills expected for 
each grade, which will help all stakeholders (i.e., teachers, students, parents, officials) know if 
appropriate progress is being achieved. Guided by a local shared benchmark, teachers can 
adjust their lesson plans as needed. However, because using assessments for learning will be 
new to teachers in Indonesia, the project should provide explicit training in this process. 
Teachers will need to be trained not only on how to conduct appropriate assessments but 
also on how to keep records of reading achievement, which are not currently being done.  

Student achievement standards and teaching standards are two interlocking issues 
fundamental to the determination of reading outcomes. This report shows that there are 
currently no available standards for teaching reading in Indonesia. To gain professional 
credibility and acknowledge the highly professional nature of teaching reading, especially 
during the primary years, such standards must be developed by the profession and be 
applied nationally. Therefore, in addition to developing student achievement standards, the 
USAID PRIORITAS program should work in consultation with the MOEC, other relevant 
professional associations, TTIs, and registration bodies to develop and implement national 
standards for literacy teaching that are consistent with evidence-based guides for practice. It 
is further recommended that the project work with partner TTIs to use these standards to 
form a basis for the accreditation of teacher preparation courses. 

What a school thinks 
about its library is a 
measure of what it 
thinks about education. 

HAROLD HOWE II, FORMER 

U.S. COMMISSIONER OF 

EDUCATION (1967) 
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8.4 Target Project Interventions 

Despite the generally encouraging results from the EGRA study, differences in the reading 
scores among certain strata of the sample population were found. This includes children in 
rural schools and children studying in madrasah. In order to improve student reading 
outcomes, the project may wish to consider designing strategies that support the learning 
needs of certain types of student populations: those in rural schools versus urban schools, 
for example, is a good place to start, especially given the large percentage of rural schools in 
the project. 

8.5 Advocate for Reading  

The project should encourage schools to more closely examine school policies that may 
affect reading outcomes. In particular, schools should re-examine how the older age 
students of grade 3 are supported in school. Their low performance on the initial sound 
discrimination tasks, as well as all the other subtasks, align with previous research47 
that phonological awareness skills appear to have a reciprocal relationship to reading. 
Children who have severe deficits in this skill are likely to struggle with learning to read 
unless their instruction is more intense and individualized. Therefore, keeping these students 
behind in a grade will not be effective until their particular needs are addressed. In fact, they 
will likely fall further and further behind. Schools should be encouraged to screen children 
who are having difficulties in reading and follow their literacy growth rather than 
automatically keeping students behind to repeat grades.  

The project should work with district, regional, and national governments to review current 
policies, practices, and resource allocations that may be affecting early grades reading and to 
advocate for necessary policy changes to support children’s reading. The EGRA baseline 
findings indicate that children who spend more time in school also read significantly better 
by grade 3 than those who spend only half a day in school. In addition, children who 
attended pre-school performed considerably better than those who had not. Therefore, as a 
first step, the project can begin to advocate with policy makers to lengthen the school day 
and promote pre-school education.  

As a new curricula has been developed and is due for partial implementation in Indonesia in 
2013, the project should investigate whether the new curricula is likely to improve reading 
instruction and assessment and, in particular, strengthen oral language proficiency, reading 
fluency, and comprehension skills, which are areas of weaknesses identified through this 
study. If this does not prove to be the case, then it could become a component of policy 
dialogue to work with the ministries to strengthen those areas. 

                                            
47 McGuinness, D., C. McGuinness, and J. Donohue. 1995. Phonological training and the alphabet principle: 
Evidence for reciprocal causality. Reading Research Quarterly, 30, 830-852. 
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8.6 Further Investigation  

The final recommendation for the project is to conduct further investigations into early 
grade reading achievement using EGRA as the project expands into some of the more 
remote areas of the country or advocates for dissemination of project reading interventions. 
The recommendations for project interventions included in this study are for this particular 
sample of students. The results of the Save the Children assessment, using the literacy boost 
in NTT, indicate strongly that there are areas with issues of much lower levels of reading 
than those in which the project is currently working, meaning that the interventions 
recommended by this study will be very limited in their application. 

Additionally there are limitations to EGRA. EGRA assesses 
whether students have developed early reading skills but 
does not assess how students have developed these skills, 
whether they are achieving their potential in reading, or 
other key areas related to successful reading such as a love 
of reading, which is an essential component. Most children 
learn reading skills in school, but this means that they often 
come to associate reading with work, not pleasure. As a 
result, many young children lose their desire to read. The project should investigate further 
about children’s attitudes to reading in Indonesia and examine ways in which teachers can 
motivate children to read, not only for purpose but for pleasure, and develop the reading 
skill and the reading will. 
 
  

We shouldn't teach 
great books; we should 
teach a love of reading. 

B. F. SKINNER,  
AS QUOTED BY RICHARD 

ISADORE EVANS (1968) 
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Annex 2: National Competencies for Reading in the 
Early Grades 

Grade 1: Semester 1  
 
Memahami teks pendek dengan 
membaca nyaring (To understand 
short texts through reading aloud)  

• Membaca nyaring suku kata dan kata dengan 
lafal yang tepat (Reading (aloud) syllable and 
word correctly) 

• Membaca nyaring kalimat sederhana dengan 
lafal dan intonasi yang tepat (Reading (aloud) 
simple sentence with correct pronounciation and 
intonation) 

 
 
Grade 1: Semester 2 
 
Memahami teks pendek dengan 
membaca lancar dan membaca 
puisi anak (To understand short 
texts through fluent Reading and 
Reading poem) 

• Membaca lancar beberapa kalimat sederhana 
yang terdiri atas 3-5 kata dengan intonasi 
yang tepat (Reading simple sentences consisting 
of 3-5 words fluently) 

• Membaca puisi anak yang terdiri atas 2-4 baris 
dengan lafal dan intonasi yang tepat (Reading 
poem which consist of 2-5 sentences with correct 
pronounciation and intonation) 

 
 
Grade 2: Semester 1 
 
Memahami teks pendek dengan 
membaca lancar dan membaca 
puisi anak (To understand short 
texts through fluent and 
understand poems)  

• Menyimpulkan isi teks pendek (10-15 kalimat) 
yang dibaca dengan membaca lancar 
(Concluding short text (10-15 sentences) after 
reading them fluently 

• Menjelaskan isi puisi anak yang dibaca 
(explaing a poem after reading it)  
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Grade 2: Semester 2  
 
Memahami ragam wacana tulis 
dengan membaca nyaring dan 
membaca dalam hati (to 
understand text through reading 
aloud and silent reading) 

• Membaca nyaring teks (15-20 kalimat) dengan 
memperhatikan lafal dan intonasi yang tepat 
(Reading aloud a text of 15-20 sentences with 
the right pronunciation right intonation) 

• Menyebutkan isi teks agak panjang (20-25 
kalimat) yang dibaca dalam hati (To retell 
longer text s of 20-25 sentences after silent 
reading) 

 
 
Grade 3: Semester 1 
 
Memahami teks dengan 
membaca nyaring, membaca 
intensif, dan membaca dongeng 
(to understand texts through 
reading aloud, intensive reading 
and reading fairytales) 

• Membaca nyaring teks (20-25 kalimat) dengan 
lafal dan intonasi yang tepat (Reading aloud a 
text of 20-25 sentences with the right 
pronounciation and intonation) 

• Menjelaskan isi teks (100- 150 kata) melalui 
membaca intensif (explaining a text of 100 – 
150 words through intensive reading). 

• Menceritakan isi dongeng yang dibaca 
(Retelling a fairy story)  

 
 
Grade 3: Semester 2 
 
Memahami teks dengan 
membaca intensif (150-200 kata) 
dan membaca puisi (to 
comprehend a text through 
intensive reading (150-200 words) 
and Reading a poem) 

• Menjawab dan atau mengajukan pertanyaan 
tentang isi teks agak panjang (150-200 kata) 
yang dibaca secara intensif (answering and/or 
asking question about the content of a longer 
text) 

• Membaca puisi dengan lafal, intonasi, dan 
ekspresi yang tepat (Reading a poem with the 
right pronunciation, intonation and expression) 
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Annex 3: Early Grade Reading Assessment: Indonesian 
Language 

Penilaian Membaca Kelas Awal: Lembar Tanggapan Siswa 
Instruksi dan Protokol bagi Pelaksana, October 2012 

BAHASA INDONESIA 
 
Petunjuk Umum: 
Hal utama dalam penilaian ini adalah menjalin hubungan yang akrab dan santai dengan anak-anak yang akan dinilai, 
melalui percakapan awal yang sederhana seputar topik yang disukai mereka (lihat contoh di bawah ini). Anak harus 
melihat penilaian ini seperti permainan yang dapat dinikmati, bukan sebagai situasi yang sulit. Penting bagi anda 
untuk membaca hanya bagian yang terdapat dalam kotak dengan suara keras, pelan, dan jelas.  
Selamat pagi. Nama saya _________ dan saya tinggal di ______. Saya akan bercerita sedikit tentang 
saya. [Jumlah dan usia anak Anda; hewan peliharaan; olah raga yang disukai; dll] 

Coba ceritakan sedikit tentang kamu dan keluargamu? [Tunggu tanggapan; jika anak ragu, tanyakan 
pertanyaan berikut] 

Apa yang biasanya suka kamu lakukan di luar sekolah? [Jika mereka tampak nyaman, lanjutkan pada bagian 
persetujuan verbal]. 

 
Persetujuan Verbal: 
• Saya akan memberi tahu kamu mengapa saya ada di sini hari ini. Saya datang 

untuk mempelajari bagaimana anak-anak Indonesia belajar membaca. Hasilnya 
nanti akan digunakan untuk anak-anak lain di Indonesia belajar membaca. 
Kebetulan Kamu terpilih. 

 

• Saya membutuhkan bantuanmu untuk melakukan hal ini, tapi kamu tidak perlu 
membantu jika tidak mau. 

 

• Kita akan melakukan permainan membaca. Saya akan memintamu untuk 
membaca huruf-huruf, kata-kata, dan cerita pendek dengan suara keras. 

 

• Dengan menggunakan stopwatch ini, saya akan melihat berapa lama waktu 
yang kamu butuhkan untuk membaca. 

 

• Ini bukan ujian dan tidak akan berpengaruh pada nilaimu di sekolah. 
 

• Saya juga akan menanyakan padamu beberapa hal mengenai keluargamu, 
seperti bahasa apa yang digunakan di rumah dan beberapa hal yang dimiliki 
keluargamu. 

 

• Saya tidak akan menuliskan namamu sehingga tidak ada yang akan tahu jika 
semua ini adalah jawabanmu. 

 

• Sekali lagi, kamu tidak perlu berpartisipasi jika tidak mau.  
 
●   Ketika kita mulai, jika kamu tidak ingin menjawab sebuah pertanyaan, tidak 
apa-apa. 
 

Tandai kotak jika telah mendapatkan persetujuan verbal:              

 

Jika tidak didapatkan persetujuan verbal, ucapkan terima kasih pada anak dan lanjutkan dengan anak berikutnya, 
menggunakan lembar yang sama. 
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Jika sudah mendapatkan persetujuan verbal, lengkapi informasi di bawah ini 

A. Tanggal Penilaian: 
 
|____|____| /|____|____|/ |____|____|____|____| 
   Hari       Bulan           Tahun 
   

B. Nama Penilai:  
 

C. Nama Sekolah: 
 

D. Kecamatan:  
 

E. Kabupaten: 
 

F. Provinsi:  
 

G. Jam Masuk Sekolah:          1 = Sepanjang hari 
     2 = Pagi 
     3 = Siang 

H. Kelas Rangkap (Multigrade)? 
        0 = Tidak        1 = Ya 

I. Nama Guru:   

J. Nomor Induk Siswa:  

K. Usia Siswa:  

L. Jenis Kelamin Siswa:        1 = Laki-laki            2 = Perempuan 

 
Waktu mulai: |____|____|:|____|____|   Waktu selesai: |____|____|:|____|____|  
 

Waktu yang digunakan |____|____| : |____|____| 
                   menit        detik 
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Bagian 1: Mengenal Huruf 

Perlihatkan lembar huruf-huruf berikut ini. Katakan: 
Di lembar ini terdapat huruf-huruf dalam bahasa Indonesia. Sebutkan nama huruf-huruf ini 
sebanyak-banyaknya.  
Contoh: Nama huruf ini [tunjuk huruf A] adalah “A”. 

Mari kita coba: sebutkan nama dari huruf ini [tunjuk huruf i]: 
 Jika anak membaca dengan benar, katakan: Bagus, nama huruf ini adalah “i”. 
 Jika anak tidak membaca dengan benar, katakan: Nama huruf ini adalah “i”. 
Sekarang coba yang lainnya: Sebutkan nama huruf ini [tunjuk huruf l] 

 Jika anak membaca dengan benar, katakan: Bagus, nama huruf ini adalah “L”. 
 Jika anak tidak membaca dengan benar, katakan: Nama huruf ini adalah “L”. 
Kamu mengerti apa yang akan dilakukan? 
Ketika saya katakan mulai, silakan namai huruf-huruf ini secepat-cepatnya mungkin dari sini dan 
lanjutkan sampai ke sini. [Tunjuk huruf pertama dari baris setelah contoh dan tarik jarimu melintasi baris pertama]. 
Jika kamu menemukan huruf yang kamu tidak tahu, saya akan memberi tahumu. Jika tidak, saya 
akan tetap diam dan mendengarmu. Siap? Mulai! 

Mulai hitung waktunya ketika anak mulai membaca huruf pertama. Ikuti dengan pensil dan tandai dengan jelas 
huruf-huruf yang salah dengan tanda garis miring ( / ). Koreksi diri/pengulangan yang benar dari siswa dianggap benar dan 
dilingkari. Jika penilai telah menandai huruf yang telah diperbaiki sendiri menjadi salah, lingkari huruf tersebut dan 
lanjutkan. Tetap diam, kecuali jika anak terlihat ragu selama 3 detik, katakan huruf jawaban tersebut, tunjuk huruf 
berikutnya dan katakan “Silahkan lanjutkan.” Tandai salah ( / ) pada kata yang penilai jawab. Jika siswa itu 
menyebutkan bunyi hurufnya, dan bukan namanya, katakan jawaban nama hurufnya dan katakan: [“Coba sebutkan 
NAMA dari huruf ini”]. Bantuan ini dapat diberikan hanya satu kali selama kegiatan. 
 

Setelah 60 detik katakan, “Stop”. Tandai huruf terakhir dengan sebuah tanda kurung tutup ( ] ).  
 

Berhenti: Jika anak tidak memberikan jawaban yang benar satu pun pada baris pertama, katakan “Terima Kasih!”, 
hentikan kegiatan ini, tandai kotak di bawah dan lanjutkan dengan kegiatan berikutnya.  
Contoh:     A     i    L 

K g T w O u t A n i /10 /10 

P V r g L T b U Z u /10 /20 

E m c i s Y E B N f /10 /30 

L t R a P F m U A k /10 /40 

N E p K v R N i G a /10 /50 

R a U i M E K Y L b /10 /60 

U c G s D S d i N T /10 /70 

A r n E i O n s A i /10 /80 

U C e d H A E D M n /10 /90 

K A h i U s d h n a /10 /100 
  

Sisa waktu pada stopwatch ketika selesai (Jumlah DETIK):  
 

Tandai jika kegiatan tidak dilanjutkan karena anak tidak menjawab benar pada baris pertama.  
 

Jumlah total huruf yang dibaca dengan benar ______/100 
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Bagian 2: Membedakan Bunyi Awal 
 
Kegiatan ini tidak dihitung waktunya dan tidak ada lembar siswa. Bacalah dengan keras masing-masing kelompok 
kata satu kali dan minta siswa menyebutkan kata yang mana yang diawali dengan bunyi yang berbeda. Bacakan 
instruksi ini pada siswa:  
 
Sekarang kegiatan mendengarkan. Saya akan menyebutkan tiga kata. Satu dari ketiga kata tersebut 
diawali dengan bunyi yang berbeda, dan sebutkanlah pada saya kata manakah yang diawali dengan 
bunyi yang berbeda.  
 
Contoh: 
“Main” “minum” “kursi”. Kata manakah yang diawali dengan bunyi yang berbeda? 
[Jika benar:] Bagus, “kursi” diawali dengan bunyi yang berbeda. 
[Jika salah:] “Main” “minum” “kursi”. “Kursi” diawali dengan bunyi yang beda dari “main” dan 
“minum”. 
 
“Duku” “jambu” “jeruk”. Kata manakah yang diawali dengan bunyi yang berbeda? 
[Jika benar:] Bagus, “duku” diawali dengan bunyi yang berbeda. 
[Jika salah:] “Duku” “jambu” “jeruk”. “Duku” diawali dengan bunyi yang beda dari “jambu” dan 
“jeruk”. 
 
 
Sekarang coba satu lagi: “nenek,” “rumah” “nasi”. Kata manakah yang diawali dengan bunyi yang 
berbeda? 
[Jika benar:] Bagus, “rumah” diawali dengan bunyi yang berbeda. 
[Jika salah:] “Nenek” “rumah”  “nasi”. “Rumah” diawali dengan bunyi yang beda dari “nenek” dan 
“nasi”. 
 
Apakah kamu mengerti apa yang harus kamu lakukan? 
 
Ucapkan masing-masing kelompok kata satu kali, perlahan (satu kata per detik). Jika anak tidak menjawab dalam 3 
detik, tandai dengan tidak menjawab dan lanjutkan.  
 
Berhenti: Jika anak menjawab lima kelompok kata pertama dengan salah atau tidak menjawab, buatlah garis 
pada masing-masing lima kelompok kata pertama, hentikan kegiatan ini, tandai kotak di halaman ini, dan lanjutkan 
pada kegiatan berikutnya.  
 
Katakan, Kata manakah yang dimulai dengan bunyi yang berbeda? 
 

 
 
Tandai kotak ini jika kegiatan tidak dilanjutkan karena anak tidak dapat memberikan jawaban yang benar pada lima 
kelompok kata pertama:  
 

 

 
  

     Jawaban  Tanggapan 
 1 sangat  semua dia dia benar salah tidak ada  

2 ketika balon  kakak balon benar salah tidak ada 
3 buku tanya bisa tanya benar salah tidak ada 
4 namun  riuh ramai namun benar salah tidak ada 
5 kalah  malas marah kalah benar  salah tidak ada 

 6 guru mangga  gigi mangga benar  salah tidak ada 
7 jawab jumlah cerdas cerdas benar  salah tidak ada 
8 goreng  pesan pulang goreng benar salah tidak ada 
9 tidak tabu sakit sakit benar salah tidak ada 
10 lapar lemas hari hari benar salah tidak ada 

 Total    
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Bagian 3. Membaca Kata yang Bermakna 

Perlihatkan lembar kata pada anak. Katakan: 
Berikut ini adalah daftar kata. Bacalah kata-kata ini sebanyak-banyaknya, jangan dieja, tapi dibaca. 
Contoh, kata berikut ini adalah: “sakit”. 

Mari kita coba: Bacalah kata berikut [tunjuk kata “kuda”]: 

 Jika anak membaca dengan benar, katakan: Bagus, kata ini adalah “kuda”. 

 Jika anak tidak membaca dengan benar, katakan: Kata ini adalah “kuda”. 

Sekarang coba yang lainnya: Bacalah kata berikut [tunjuk kata “makan”] 

 Jika anak membaca dengan benar, katakan: Bagus, kata ini adalah “makan”. 

 Jika anak tidak membaca dengan benar, katakan: Kata ini adalah “makan”. 

Ketika saya katakan mulai, bacalah kata-kata ini secepat-cepatnya mulai dari baris pertama di 
bawah garis. Saya akan tetap diam dan mendengarmu, kecuali kamu membutuhkan bantuan. 
Apakah kamu siap? Mulai. 

 Mulai hitung waktunya ketika siswa mulai membaca kata pertama.  
 Ikuti dengan pensil dan tandai dengan jelas kata-kata yang salah dengan tanda garis miring ( / ).  

 Koreksi diri/pengulangan yang benar dari siswa dianggap benar dan dilingkari. 

 Tetap diam, kecuali jika anak terlihat ragu selama 3 detik, katakan kata jawaban tersebut. Tunjuk kata berikutnya 
dan katakan, “Silahkan lanjutkan.” Tandai salah ( / ) pada kata yang penilai jawab.  

Setelah 60 detik katakan, “Stop”. Tandai huruf terakhir dengan sebuah tanda kurung tutup ( ] ).  
Berhenti: Jika anak tidak memberikan jawaban yang benar satu pun pada baris pertama, katakan “Terima Kasih!”. 
Hentikan kegiatan ini, tandai kotak di bawah dan lanjutkan dengan kegiatan berikutnya.  

 

Contoh:    sakit  kuda    makan 

selalu pulang yang ketika adalah 
/5 /5 

ibu ada melihat tiga dengan 
/5 /10 

emas tidak kamu menyanyi mereka 
/5 /15 

kakak akan sudah kata ikan 
/5 /20 

balon ia uang guru telah 
/5 /25 

sekolah saat bisa sangat kelas 
/5 /30 

anak dia kalau semua karena 
/5 /35 

tanya itu aku orang lalu 
/5 /40 

jawab ini dari namun dapat 
/5 /45 

rumah untuk dalam air hari 
/5 /50 

 

 Sisa waktu pada stopwatch ketika selesai (jumlah DETIK):  
  

Tanda jika kegiatan tidak dilanjutkan karena anak tidak menjawab benar pada baris pertama:  
 

 
 

Jumlah total kata yang dibaca dengan benar ______/50 
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Bagian 4. Membaca Kata yang Tidak Bermakna 
Perlihatkan lembar kata-kata pada anak. Katakan: 

Berikut ini adalah beberapa kata-kata tak bermakna yang sengaja dibuat. Bacalah sebanyak-
banyaknya. Jangan mengeja, tapi membacanya. Contoh, kata ini adalah: “kadi”. 

Mari kita coba: Bacalah kata berikut ini [tunjuk kata “dif”]: 

[Jika siswa membaca “dif”, katakan]: “Bagus sekali: “dif”. 

[Jika anak tidak membaca dengan benar, katakan]: Kata tak bermakan ini adalah “dif.” 

Sekarang coba yang lainnya: Bacalah kata berikut ini [tunjuk kata berikutnya mab]. 

[Jika anak membaca “mab”, katakan]: Bagus sekali: “mab”. 

[Jika anak tidak membaca “mab” dengan benar, katakan]: Kata tak bermakna ini adalah “mab”. 

Ketika saya katakan mulai, bacalah kata-kata ini secepat-cepatnya mulai dari baris pertama. Saya 
akan tetap diam dan mendengarmu, kecuali kamu membutuhkan bantuan. Apakah kamu mengerti 
yang akan kamu lakukan? Siap? Mulai. 

 Mulai hitung waktunya ketika siswa mulai membaca kata pertama.  
 Ikuti dengan pensil dan tandai dengan jelas kata-kata yang salah dengan tanda garis miring ( / ).  

 Koreksi diri/pengulangan yang benar dari siswa dianggap benar dan dilingkari. 

 Tetap diam, kecuali jika anak terlihat ragu selama 3 detik, katakan kata jawaban tersebut. Tunjuk kata berikutnya 
dan katakan “Silahkan lanjutkan.” Tandai salah ( / ) pada kata yang penilai jawab.  

Setelah 60 detik katakan, “Stop”. Tandai huruf terakhir dengan sebuah tanda kurung tutup ( ] ).  
Berhenti: Jika anak tidak memberikan jawaban yang benar satu pun pada baris pertama, katakan “Terima Kasih!”, 
hentikan kegiatan ini, tandai kotak di bawah dan lanjutkan dengan kegiatan berikutnya.  
 
Contoh:    kadi       dif   mab 

tukun ulal wajab ruham atak /5 /5 

tecap kareme sema lihatem madal /5 /10 

asib sakel angu duhas nukut /5 /15 

abija saib nabol irad kaketi /5 /20 

tasang tapad halada malad urgu /5 /25 

halet hetal lasekoh taka satang /5 /30 

ganu riha lusela sabi samue /5 /35 

tiu kidat mahur lauka nyimanye /5 /40 

ipat nabol tagi wijab akum /5 /45 

manum naki tadap umak iar /5 /50 
 

 Sisa waktu pada stopwatch ketika selesai (jumlah DETIK):  
 

Tanda jika kegiatan tidak dilanjutkan karena anak tidak menjawab benar pada baris pertama:  
 

 
 

Jumlah total kata yang dibaca dengan benar ______/50 
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Jumlah total kata yang dibaca dengan benar ______/58 

 
 Sisa waktu pada stopwatch ketika selesai (jumlah DETIK):  

    
 Tanda jika kegiatan tidak dilanjutkan karena anak tidak menjawab benar pada. baris 

 
 

 

Bagian 5a: Kelancaran Membaca Nyaring  
 

 
 
 
Bagian 5b: Membaca Pemahaman  
 

Perlihatkan bacaan berikut pada anak. Katakan:  

 

Berikut ini adalah sebuah cerita pendek. Saya ingin kamu membacanya dengan suara 
keras, cepat dan teliti. Ketika kamu selesai, saya akan mengajukankan beberapa 
pertanyaan mengenai apa yang sudah kamu baca. Apakah kamu mengerti apa yang 
akan kamu lakukan? Ketika saya katakan mulai, bacalah cerita ini sebaik-baiknya. 
Saya akan tetap diam dan mendengarmu, kecuali kamu membutuhkan bantuan. 
Siap? Mulai. 

 

 Mulai hitung waktunya ketika siswa mulai membaca kata pertama.  
 Ikuti dengan pensil dan tandai dengan jelas kata-kata yang salah dengan tanda garis miring ( / ).  
 Koreksi diri/pengulangan yang benar dari siswa dianggap benar dan dilingkari.  
 Tetap diam, kecuali jika anak terlihat ragu selama 3 detik, katakan kata jawaban tersebu.Tunjuk kata 

berikutnya dan katakan “Silahkan lanjutkan.”  Tandailah salah ( / ) pada kata tersebut.  
 

Dalam 60 detik, katakan “Stop.” Tandai kata terakhir yang dibaca dengan tanda kurung tutup ( ] ). 
 

Berhenti: Jika anak tidak membaca dengan benar satu kata pun pada baris pertama, katakan “Terima Kasih!”, 
hentikan kegiatan ini, tandai kotak di bawah halaman ini dan lanjutkan pada kegiatan berikutnya.  
 
 
 
 
 
 
 
 
 
 
 

 
Ketika waktu 60 detik habis atau apabila siswa dapat menyelesaikan bahan bacaan 
kurang dari 60 detik, ambil cerita tersebut dari depan anak, dan ajukan pertanyaan 
di bawah ini.  
 
Berikan waktu maksimal 15 detik pada anak untuk menjawab setiap pertanyaan. Tandai 
jawaban anak, dan lanjutan pada pertanyaan berikutnya.  
 

Sekarang saya akan memberikan beberapa pertanyaan tentang cerita 
yang baru saja kamu baca. Cobalah menjawab pertanyaannya sebaik 
mungkin yang kamu bisa. 

 

Ajukan pertanyaan yang berkaitan dengan kata-kata 
yang dibaca anak. Benar Salah Tidak ada 

jawaban 

Ani mempunyai seekor kucing. /4 /4 
1. Apa yang dimiliki Ani? (kucing)  
 

   

Kucing itu berwarna putih. /4 /8 
2. Apa warna kucing Ani? (putih)  
 

   

Si kucing suka berguling-guling di tanah. 
/6 /14 

3. Apa yang suka dilakukan oleh kucing itu? 
(berguling-guling di tanah)  
 

   

Kucing itu kelihatan kotor. Ani ingin memandikan si kucing. Ani 
memasukkan si kucing ke dalam ember yang berisi air dingin. Si kucing 
kaget kemudian berlari ketakutan.  /26 /40 

4. Mengapa kucing itu melarikan diri? (tidak 
suka air dingin, tidak suka mandi / kaget / 
takut)  

 

   

Ani bingung lalu bertanya pada ibu bagaimana caranya memandikan 

kucing. Ibu memberi tahu Ani supaya memakai air hangat.   
/18 /58 

5. Apa nasihat ibu untuk Ani? (lain kali 
menggunakan air hangat, gunakan air 
hangat)  
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Bagian 6: Mendengarkan Pemahaman 

Ini bukan kegiatan yang dihitung waktunya dan tidak ada lembar instrument siswa. Bacalah dengan keras cerita 
di bawah ini hanya satu kali, perlahan, kira-kira 1 kata per detik. Katakan:  
Saya akan membacakan sebuah cerita lalu memberikan beberapa pertanyaan padamu. 

Dengarkan baik-baik dan jawablah pertanyaannya. Apakah kamu mengerti apa yang harus kamu 

lakukan? 

Bacakanlah cerita berikut ini: 
Hari ini hari pertama masuk sekolah. Kelas Tono tampak kotor dan berdebu. Bu guru 
mengajak anak–anak membersihkan kelas. Semua bekerja bersama–sama. Sekarang kelas 
tampak bersih. Anak-anak siap belajar. 
 
Berikan waktu maksimal 15 detik pada anak untuk menjawab pertanyaannya. Tandai jawaban anak, dan lanjutan 
pada pertanyaan berikutnya.  
 
Tanyakanlah pertanyaan-pertanyaan berikut ini: 
 

Pertanyaan Jawaban 
Tanggapan 

Benar Salah Tidak 
ada 

 
 

1. Bagaimana keadaan kelas ketika 
Tono baru datang? 

kotor dan berdebu    

2. Bagaimana sifat Tono dan teman-
temannya?  

rajin / patuh / kompak mau 
bekerja sama / suka 
menolong / baik  

   

3. Bagaimana keadaan kelas ketika 
anak-anak siap belajar?  

 bersih     
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Annex 4: Paticipants in the EGRA Adaptation Workshop 
NAME  INSTITUTION  POSITION  SEX  
Dr. Rajab Bahry, M. Pd. FKIP Universitas Syiah Kuala, Aceh  Lecturer  Male  
Dra. Sa'adiah, M. Pd. FKIP Universitas Syiah Kuala, Aceh Lecturer  Female  
Dr. Wisman Hadi. MHum Pendidikan Bahasa Indonesia, UNIMED, North Sumatra  Lecturer  Male  
Dr. Masganti Sit, M.Ag,  Pendidikan Anak Usia Dini, IAIN Sumatera Utara, North Sumatra  Lecturer  Female  
Dr. Isah Cahyani, M.Pd UPI Bandung, West Java  Lecturer  Female  
Nia Kurniawati, M.Pd. UIN Sunan Gunung Djati, West Java  Lecturer  Female 
Ade Husnul Mawadah, M.Hum UNTIRTA, Banten  Lecturer  Male 
Uyu Muawanah, S.Pd. M.Pd. UNTIRTA, Banten  Lecturer  Female 
Nova Trisanti UNNES Semarang, Central Java  Lecturer  Female 
Drs. Sajid Iskandar, M.Pd IAIN Walisongo Semarang, Central Java  Lecturer  Male 
Else Liliani, M.Hum Universitas Negeri Yogyakarta, DIY  Lecturer  Female 
Dr Wahyu Sukartiningsih, MPd PGSD FIP UNESA Kampus Lidah Wetan Surabaya, East Java  Lecturer  Female  
Dra. Ratna Trieka Agustina, M.Pd PGSD FIP UM, East Java  Lecturer  Female  
Prof. Dr. Asfah Rahman, M.Ed Bahasa Inggris, UNM, South Sulawesi  Lecturer  Male 
Dr. Johar Amir, M.Hum Bahasa Inggris, UNM, South Sulawesi Lecturer  Female 
Dr. Tadkiroatun Musfiroh Jurusan Bahasa Indonesia for Primary FKIP, Universitas Negeri Yogyakarta, DIY  Lecturer  Female 
Maryam Mursadi, M.Ed. Sampoerna School of Education, Jakarta  Early Childhood Education  Female 
Dr. Dewi Utama Kepala Seksi Penilaian dan Akreditasi SD, MOEC, Jakarta  Civil Servant GOI  Female 
Purnamaningsih Direktorat Pembinaan SD, Subdirektorat Pembelajaran, MOEC, Jakarta  Civil Servant GOI  Female 
Dra. Supratiningsih, Med Kepala P4TK Bahasa, Jakarta  Civil Servant GOI  Female 
Dr. Suprananto Puspendik, MOEC, Jakarta  Civil Servant GOI  Male 
Dr. Asriyanti Puspendik, MORA, Jakarta  Civil Servant GOI  Female 
Kidup Supriadi, MPd Kasubdit Kurikulum, Pendidikan Madrasah, Jakarta  Civil Servant GOI  Male 
Faqih Kasubdit Kurikulum, Pendidikan Madrasah, Jakarta  Civil Servant GOI  Male 
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Annex 5: Early Grade Reading Assessment Schools  
PROVINCE  DISTRICT  TREATMENT SCHOOL NAME  
Aceh  Bener Meriah Project  SD N Pondok Gajah 
Aceh  Bener Meriah Project  SD N 2 Lampahan 
Aceh  Bener Meriah Project  Min Sukadamai 
Aceh  Bener Meriah Project  Min Lewajadi 
Aceh  Bener Meriah Comparison SD N Bahgie Bertona 
Aceh  Bener Meriah Comparison Min Janarata 
Aceh  Bener Meriah Comparison SD N Bloc C 
Aceh  Bener Meriah Comparison SDN Karang Jadi 
Aceh  Aceh Jaya Project  SDN 2 Calang 
Aceh  Aceh Jaya Project  MIN Dayah Baro 
Aceh  Aceh Jaya Project  SDN 2 Teunom 
Aceh  Aceh Jaya Project  MIN Teunom 
Aceh  Aceh Jaya Comparison MIN Kreung Sabee 
Aceh  Aceh Jaya Comparison MIN Kampung Baro 
Aceh  Aceh Jaya Comparison SDN 3 Teunom 
Aceh  Aceh Jaya Comparison SDN 2 Kreung Sabee 
Banten  Pandeglang  Project  SDN Bojong 4 

Banten  Pandeglang  Project  MI MA Dahu Mekar Sari Bojong 
Banten  Pandeglang  Project  SDN Gunungsari I Mandalawangi 
Banten  Pandeglang  Project  SDN Gunungsari 2 Mandalawangi 
Banten  Pandeglang  Comparison SDN Talagasari 2 Saketi 
Banten  Pandeglang  Comparison MI MA Langensari Saketi 
Banten  Pandeglang  Comparison SDN Koranji 1 Pulosari 
Banten  Pandeglang  Comparison SDN Kaduhejo Pulosari 
Banten  Serang  Project  SDN Ciruas 2 
Banten  Serang  Project  SDN Kadikaran 
Banten  Serang  Project  SDN Cilengsir Petir 
Banten  Serang  Project  MI Nurul Falah Kubang  
Banten  Serang  Comparison SDN Singarajan Pontang 
Banten  Serang  Comparison SDN Pontang 2 
Banten  Serang  Comparison SDN Sukacai 2 Baros 
Banten  Serang  Comparison MI Jamiyatul Husbu'iyah Baros 
Central Java  Banjarnegara Partner SDN1 Kutabanjar 
Central Java  Banjarnegara Partner SDN3 Kutabanjar 
Central Java  Banjarnegara Partner SDN1 Kertayasa 
Central Java  Banjarnegara Partner MI Al Ma'arif 1 Kertayasa 
Central Java  Banjarnegara Comparison SDN1 Sigaluh 
Central Java  Banjarnegara Comparison SDN1 Kendaga Banjarmangu  
Central Java  Banjarnegara Comparison SDN1 Kutayasa Mandukara  
Central Java  Banjarnegara Comparison MIN Mandukara  
Central Java  Purbalingga Partner SDN1 Cipaku 
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PROVINCE  DISTRICT  TREATMENT SCHOOL NAME  
Central Java  Purbalingga Partner SDN1 Mangunegara  
Central Java  Purbalingga Partner MI Muhammadiyah Toyareka  
Central Java  Purbalingga Partner SDN Bakulan 
Central Java  Purbalingga Comparison SDN1 Padamara  
Central Java  Purbalingga Comparison SDN Prigi  
Central Java  Purbalingga Comparison SDN1 Kejobong  
Central Java  Purbalingga Comparison MI Muhammadiyah Gumiwang  
Central Java  Batang  Partner SDN Karangsem 7 
Central Java  Batang  Partner SDN Karangsem 12 
Central Java  Batang  Partner SDN Sojomerto 1 
Central Java  Batang  Partner MI islamiyah Sojomerto 
Central Java  Batang  Comparison SDN Kaliboyo 
Central Java  Batang  Comparison SDN Tulis 2 
Central Java  Batang  Comparison SDN Limpung 1 
Central Java  Batang  Comparison MI Rafaiyah Limpung  
Central Java  Semarang  Partner SDN1 Tengaran  
Central Java  Semarang  Partner MI Klero  
Central Java  Semarang  Partner SDN2 Sumowono  
Central Java  Semarang  Partner SDN1 Jubelan  
Central Java  Semarang  Comparison SDN3 Tuntang 
Central Java  Semarang  Comparison MI Darul Hikmah Cukilan 1  
Central Java  Semarang  Comparison SDN Kenteng 1 
Central Java  Semarang  Comparison SDN Bandungan 
Central Java  Sragen  Partner SDN Tangkil 3 
Central Java  Sragen  Partner SDN Karangtengah 3 
Central Java  Sragen  Partner SDN Gringging 3 
Central Java  Sragen  Partner MI Muhammadiyah Karangangyar 
Central Java  Sragen  Comparison SDN Patihan 2 
Central Java  Sragen  Comparison SDN Purwosuman 1 
Central Java  Sragen  Comparison MIM Pilang  
Central Java  Sragen  Comparison SDN Pilang 1 
East Java  Madiun  Partner  SDN Purworejo 03 

 
East Java  Madiun  Partner  MI Sailul Ulum, Pagotan 
East Java  Madiun  Partner  SDN Krajan 02 
East Java  Madiun  Partner  SDN Ngampel 01 
East Java  Madiun  Comparison SDN Balerejo 1 
East Java  Madiun  Comparison MI Salafiah Barek, Pucanganom 
East Java  Madiun  Comparison SDN Sugihwaras 1 
East Java  Madiun  Comparison SDN Sugihwaras 6 
East Java  Blitar Partner  SDN Kebonduren 01 
East Java  Blitar Partner  SDN Kebonduren 03 
East Java  Blitar Partner  SDN Kalipang 03 
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PROVINCE  DISTRICT  TREATMENT SCHOOL NAME  
East Java  Blitar Partner  MI Mitahul Huda Kd.Bunder 
East Java  Blitar Comparison SDN Bagelenan 02 
East Java  Blitar Comparison SDN Bagelanan 03 
East Java  Blitar Comparison MI Jauhorotut Tholibin Sanankulon 
East Java  Blitar Comparison SDN Tuliskriyo 02 
East Java  Mojokerto Partner  SDN Mojowono 
East Java  Mojokerto Partner  SDN Mojodowo 
East Java  Mojokerto Partner  SDN Segunung 1 
East Java  Mojokerto Partner  MI Miftahul Ulum Mojokarang 
East Java  Mojokerto Comparison SDN Lebaksono 
East Java  Mojokerto Comparison SDN Kembangringgit II 
East Java  Mojokerto Comparison MI Nailul Ulum , Bangun 
East Java  Mojokerto Comparison SDN Trowulan 1 
East Java  Situbondo  Partner SDN 3 Kilensari 
East Java  Situbondo  Partner  SDN 9 Kilensari 
East Java  Situbondo  Partner  SDN 7 Besuki 
East Java  Situbondo  Partner  MI Al-Hikmatul Islamiyah 
East Java  Situbondo  Comparison SDN 4 Sumberkolak 
East Java  Situbondo  Comparison SDN 2 Pasir Putih 
East Java  Situbondo  Comparison SDN 4 Mimbaan 
East Java  Situbondo  Comparison Mi Miftahul Huda 
East Java  Pamekasan Partner  SDN Pandemawu Timur 2 
East Java  Pamekasan Partner  SDN Pademawu Barat II  
East Java  Pamekasan Partner  SDN Konang 2 
East Java  Pamekasan Partner  MIN Konang  
East Java  Pamekasan Comparison SDN Kangenan 1 
East Java  Pamekasan Comparison SDN Kangenan 2 
East Java  Pamekasan Comparison SDN Jalmak 1 
East Java  Pamekasan Comparison MI Nurul Ulum 2 
North Sumatra  Labuhan Batu Project  MIN Padang Bulan 
North Sumatra  Labuhan Batu Project  SDN 112134 
North Sumatra  Labuhan Batu Project  SDN 114377 
North Sumatra  Labuhan Batu Project  SDN 118252 
North Sumatra  Labuhan Batu Comparison SDN 114381 
North Sumatra  Labuhan Batu Comparison SDN 112145 
North Sumatra  Labuhan Batu Comparison MIN Perdamaian 
North Sumatra  Labuhan Batu Comparison SDN 112147 
North Sumatra  Nias Selatan Project  SD 098356 HIlitobara 
North Sumatra  Nias Selatan Project  MIN Teluk Dalam 
North Sumatra  Nias Selatan Project  SDN No. 071212 Sifaoroasi 
North Sumatra  Nias Selatan Project  SDN No. 071223 Orahili Gomo 
North Sumatra  Nias Selatan Comparison SDN 071105 HILIMAENAMOLO 
North Sumatra  Nias Selatan Comparison SDN 071099 HILISIMAETANO 
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PROVINCE  DISTRICT  TREATMENT SCHOOL NAME  
North Sumatra  Nias Selatan Comparison SDN 071202 HELEZALULU 
North Sumatra  Nias Selatan Comparison SDN 071211 HELEZALULU 
North Sumatra  Kota Medan Project  SDN 060843 
North Sumatra  Kota Medan Project  SDN 060849 
North Sumatra  Kota Medan Project  SDN 067240 
North Sumatra  Kota Medan Project  MIN Medan Tembung 
North Sumatra  Kota Medan Comparison MIS Al Hasanah 
North Sumatra  Kota Medan Comparison SDN 064983 
North Sumatra  Kota Medan Comparison SDN 066045 
North Sumatra  Kota Medan Comparison SDN 064999 
South Sulawesi  Wajo Project  SDN 213 Lapongkoda 
South Sulawesi  Wajo Project  MIS As'Adiyah 3 Sengkang 
South Sulawesi  Wajo Project  SDN 234 Inrello 
South Sulawesi  Wajo Project  SDN 190 Ballere 
South Sulawesi  Wajo Comparison SDN 265 Assorajang 
South Sulawesi  Wajo Comparison SDN 266 Pakkanna 
South Sulawesi  Wajo Comparison SDN 168 Rumpia 
South Sulawesi  Wajo Comparison MIN Lauwa 
South Sulawesi  Maros Project  SDN 12 Pakalli 1 
South Sulawesi  Maros Project  MIN Maros Baru 
South Sulawesi  Maros Project  SDN 1 Pakalu 1 
South Sulawesi  Maros Project  SDN 39 Kassi 
South Sulawesi  Maros Comparison MIS DDI Campalagi 
South Sulawesi  Maros Comparison SDN 233 Bonto Maero 
South Sulawesi  Maros Comparison SDN 103 Hasanuddin 
South Sulawesi  Maros Comparison SDN 48 Bonto Kapetta 
South Sulawesi  Bantaeng Project  SDN 7 Letta 
South Sulawesi  Bantaeng Project  SDN 9 Lembang 
South Sulawesi  Bantaeng Project  MIS Nurul Azma 
South Sulawesi  Bantaeng Project  SD Inpres Pullauweng 
South Sulawesi  Bantaeng Comparison SDN 26 Tino Toa 
South Sulawesi  Bantaeng Comparison SDN 22 Beloparang 
South Sulawesi  Bantaeng Comparison SD Inpres Kaili 
South Sulawesi  Bantaeng Comparison MIS Ma'Arif Cedo 
West Java  Cimahi  Partner  SDN Cibabat Mandiri 2 
West Java  Cimahi  Partner  SDN Sosial 1 
West Java  Cimahi  Partner  SDN Utama Mandiri  
West Java  Cimahi  Comparison MIS Sadarmanah  
West Java  Cimahi  Comparison SDN Setiamanah Mandiri 1 
West Java  Cimahi  Comparison SDN Karang Mekar Mandiri 2 
West Java  Cimahi  Comparison SDN Harapan 2 
West Java  Cimahi  Partner  MIS Asih Putra 
West Java  Bandung Barat  Partner  MI Syamsudin  
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PROVINCE  DISTRICT  TREATMENT SCHOOL NAME  
West Java  Bandung Barat  Partner  SDN2 Rajamandala  
West Java  Bandung Barat  Partner  SDN Mekarasih 
West Java  Bandung Barat  Partner  SDN Maroko  
West Java  Bandung Barat  Comparison SD Kartika X-3 
West Java  Bandung Barat  Comparison MIS Cisasawi 
West Java  Bandung Barat  Comparison SDN Cicangkang Girang 
West Java  Bandung Barat  Comparison SDN Sukamanah 
West Java  Ciamis  Partner  SDN Sindangsari 1 
West Java  Ciamis  Partner  SDN Sukasari 2 
West Java  Ciamis  Partner  SDN Sukamanah 3 
West Java  Ciamis  Partner  MIS Gunungcupu 
West Java  Ciamis  Comparison SDN5 Kertahayu 
West Java  Ciamis  Comparison SDN1 Pamarican 
West Java  Ciamis  Comparison SDN2 Pamokolan 
West Java  Ciamis  Comparison MIS Sumber Jaya  
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Annex 6: Teacher Training Institutes 
PROVINCE  NAME  

Aceh  University of Syiah Kuala  

State Islamic University of Ar‐Raniry 

Banten  State Islamic University of Banten  

University of Sultan Agung Tirtayasa 

Central Java  State University of Negeri Semarang (UNNES)  

State Islamic University of Walisongo Semarang 

State University of Yogyakarta (UNY) 

East Java  State University of Malang (UM)  

State University of Surabaya (UNESA)  

State Islamic University of Surabaya 

North Sumatra  State University of Medan (UNIMED)  

State Islamic University of North Sumatra  

South Sulawesi  State University of Makassar (UNM)  

State Islamic University of Sultan Alauddin (UIN) 

West Java  Education University of Indonesia (UPI) 

State Islamic University of Bandung (UIN)  
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Annex 7: Early Grade Indonesian Language and Literature Syllabi 
 

SILABUS 1 
 

Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi    : Pendidikan Guru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa dan Sastra Indonesia Kelas Rendah 
Kode Matakuliah   : PSD 215 
SKS         : 3 ( SKS) 
 
Standar Kompetensi  : Menerapkan strategi pemerolehan dan perkembangan bahasa. 
 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

Teori 
pemerolehan 
bahasa dan tahap 
perkembangan 
bahasa 

1. Pengertian 
pemerolehan bahasa 

2. Bahasa Indonesia 
sebagai bahasa 
pertama 

3. Bahasa Indonesia 
sebagai bahasa kedua 

4. Ragam pemerolehan 
bahasa anak 

5. Faktor-faktor yang 
mempengaruhi 
pemerolehan bahasa 
anak (faktor biologis, 
faktor social, factor 
intelegensi) 

1. Menyajikan informasi tentang teori 
pemerolehan bahasa dan 
perkembangan bahasa. 

2. Dalam kelompok mahasiswa 
mendiskusikan teori pemeroleh an 
bahasa dan perkembangan bahasa. 

3. Mempresentasikan hasil diskusi 
kelompok  

4. Berbagi ide dalam diskusi kelas 
tentang hasil diskusi materi  

5.  Melakukan silang tanya, untuk 
meningkatkan pemahaman 
mahasiswa tentang materi 
perkuliahan 

6. Memberikan pemantapan tentang 

1. Mampu 
menjelas kan 
teori-teori 
pemerolehan 
bhs  

2. Mampu 
menjelas kan 
teori dan tahap-
tahap 
perkembang an 
bahasa.  

3. Menjelaskan 
bahasa pertama 

 4. Menjelaskan 
bahasa kedua.  

Tes Tertulis 
Laporan 
tertulis 
Presentasi 
 
 
 
 
 
 
 
 
 
 
 
 
 

150 menit a. Bahan 
ajar 
Kajian 
Bahasa 
Indonesia 
SD 
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 materi yang belum dipahami mhs. 
7. Memberikan umpan balik dan 

penguatan terhadap keberhasilan 
yang telah dicapai mhs dlm 
pelaksanaan diskusi 

8. Memberikan motivasi agar mhs 
menemukan materi dari sumber lain 
yang diberikan dosen. 

9. Memberikan motivasi kepada 
mahasiswa yang saat kegiatan 
kurang aktif 

 

 4. Menjelaskan 
factor-faktor 
yang 
mempengaruhi 
pemerolehan 
bahasa 

 

 
 
 
 

       
Sumber Pustaka : 

a. Aminuddin. (1997). Isi dan Strategi Pengajaran Bahasa dan Sastra. Malang: PPS IKIP Malang 
b. Dworwtzky, John, P. (1990). Introduction to Child Development. New York: West Publishing Company 
c. Depdikbud. (1982/1983). Masalah akuisisi bahasa. Jakarta. Depdikbud 
d. Ellies, Arthur dkk. (1989). Elementary Arts Instructions. New Jersey: Prentice Hall. 
e. Tarigan dkk., Henry Guntur. (1988). Pengajaran Pemerolehan Bahasa. Bandung: Angkasa 
f. Tarigan dkk., Djago dkk. (1998). Pendidikan Bahasa dan Sastra Indonesia di Kelas Rendah. Jakarta: Depdikbud. 
g. Tompkins, G.E. and Hoskisson, K. (1995). Language Arts: Content and Teaching Strategies. Columbus, OH: Prentice Hall 
h. Zuchdi, Darmiati dan Budiasih. (1997). Pendidikan Bahasa dan Sastra Indonesia di Kelas Rendah. Jakarta: Depdikbud 

 
Dosen Pengampu, 

 
Dra Hartati, M.Pd 

NIP.1055.1005.1980.12.2001 
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SILABUS 2 

Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
Standar Kompetensi   : Mengelola pembelajaran bahasa Indonesia di SD Kelas Rendah dengan beragam pendekatan 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

Mampu menjelaskan 
berbagai 
pendekatan 
pembelajaran 
Bahasa dan Sastra 
Indonesia di SD 
 
 

1. Berbagai 
pendekatan 
pembelajaran 
bahasa Indonesia 
SD (whole 
language, 
keterampilan 
proses, dan 
komunikatif). 

2. Metode 
pembelajaran 
bahasa 

 

1. Menyajikan / memberikan informasi 
tentang berbagai macam 
pendekatan pembelajaran Bahasa 
Indonesia melalui peta konsep. 

2.  Membagi mhs dalam kelompok, 
meminta mereka mendiskusikan 
tentang berbagai pendekatan dalam 
pembelajaran Bahasa Indonesia. 

3. Mahasiswa mempresentasikan hasil 
diskusi kelompok tentang berbagai 
macam pendekatan dalam 
pembelajaran Bahasa Indonesia. 

4.  Melakukan silang tanya, untuk 
meningkatkan pemahaman 
mahasiswa tentang materi 
perkuliahan 

5. Memberikan pemantapan tentang 
materi yang belum dipahami 
mahasiswa. 

1. Mampu membedakan 
pengertian 
pendekatan, metode, 
teknik dan strategi 
pembelajaran  

2. Mampu menjelaskan 
pendekatan Whole 
Language dalam 
pembelajaran 
Bahasa Indonesia 

3. Mampu menjelaskan 
pendekatan proses 
dalam pembelajaran 
Bahasa Indonesi 

4. Mahasiswa dapat 
menerapkan 
pendekatan –
pendekatan 
pembelajaran bahasa 

Tes Tertulis 
Laporan 
tertulis 
Presentasi 
 
Simulasi 
Rancangan 
strategi 
pembelajaran 
Penerapan 
pendekatan 
 

200 
menit 

a. Bahan 
ajar 
Kajian 
Bhasa 
Indonesia 
SD 
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6. Memberikan umpan balik dan 
penguatan terhadap keberhasilan 
yang telah dicapai mahasiswa 
dalam melaksanakan diskusi 

7. Memberikan motivasi agar 
mahasiswa menemukan materi dari 
sumber-sumber yang lain yang 
diberikan dosen. 

8. Memberikan motivasi kepada 
mahasiswa yang saat kegiatan 
kurang aktif 

Indonesia dalam 
pembelajaran di SD. 

 

       
Sumber Pustaka : 

a. Azies, F. dan Alwasilah. (1996). Pengajaran Bahasa Komunikatif Teori dan praktik. Bandung: Remaja Rosda karya  
b. Goodman. K. (1986). What’s Whole in Whole Language? Portsmouth, NH: Heinemann.  
c. Keraf, Gorys. (1978). Tatabahasa Indonesia. Ende-Flores: Nusa Indah 
d. Robert, P.L. (1996). Integrating Language Art and Social Studies: for Kindergarten and Primary Children. Englewood Cliffs, NJ: Prentice 

Hall. 
e. Semiawan, Conny. (1987). Keterampilan Proses. Jakarta: Gramedia. 
f. Solekhan. T.W, dkk. (1998.) Hakekat Pendekatan, Prosedur, dan Strategi Pembelajaran Bahasa Indonesia Berdasarkan Pendekatan  

Komunikarif” dalam Sistem Pembelajaran bahasa Indonesia. (Modul UT) Jakarta: Pusat penerbitn UT. 
g. Sumardi, M. (ed). (1992). Berbagai Pendekatan Pembelajaran Bahasa dan sastra. Jakarta : Pustaka Sinar harapan. 
h. Safei, Imam. Dkk. (1998). Pendekatan Pembelajaran Bahasa Indonesia. Yakarta: Pusat Penerbitab UT. 

                                                                                     Dosen Pengampu, 
 
 

                                                      Dra Hartati, M.Pd 
                                                                NIP.1055.1005.1980.12.2001. 
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SILABUS 3 

:  
Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 
Standar Kompetensi    : Mengelola pembelajaran bahasa Indonesia di SD Kelas Rendah dengan beragam pendekatan 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

Mampu menjelaskan 
berbagai 
pendekatan 
pembelajaran 
Bahasa dan Sastra 
Indonesia di SD 
 

 Pengertian 
pendekatan 
komunikatif 

 Ciri-ciri 
pendekatan 
komunikatif 

 Penerapan 
pendekatan 
komunikatif dalam 
pembelajaran 

 Pengertian 
pendekatan whole 
language 

 Komponen  
 pendekatan whole 

language 
 

1. Menyajikan / memberikan 
informasi tentang hakekat dan 
pengertian pendekatan komunikatif 

2.  Membagi mahasiswa dalam 
kelompok, meminta mereka 
mendiskusikan ciri-ciri pendekatan 
komunikatif 

3. Mahasiswa mempresentasikan 
hasil diskusi kelompok tentang ciri-
ciri pendekatan komunikatif  

4. Memberikan contoh dalam 
pembelajaran Bahasa Indonesia 

5. Melakukan silang tanya, untuk 
meningkatkan pemahaman 
mahasiswa tentang materi 
perkuliahan 

6. Memberikan pemantapan tentang 
materi yang belum dipahami 

1. Mampu 
menjelaskan 
pengertian 
pendekatan 
komunikatif 

2. Mampu 
menjelaskan ciri-ciri 
pendekatan 
komunikatif 

3. Mampu 
menerapkan 
pendekatan 
komunikatif dalam 
pembelajaran 

 

Tes Tertulis 
Laporan 
tertulis 
Presentasi 
 
Simulasi 
Rancangan 
strategi 
pembelajaran 
Penerapan 
pendekatan 
 

200 menit a. Bahan 
ajar 
Kajian 
Bahasa 
Indones
ia SD 
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mahasiswa. 
7. Memberikan umpan balik dan 

penguatan terhadap keberhasilan 
yang telah dicapai mahasiswa 
dalam melaksanakan diskusi 

8. Memberikan motivasi agar 
mahasiswa menemukan materi 
dari sumber-sumber yang lain 
yang diberikan dosen. 
 

       
Sumber Pustaka : 

a. Azies, F. dan Alwasilah. (1996). Pengajaran Bahasa Komunikatif Teori dan praktik. Bandung: Remaja Rosda karya 
b. Eisele, B. (1991). Managing the Whole Language Classroom: A complete teaching resource guide for K-6 teachers. California: Creative Teaching 

Press. 
c. Goodman. K. (1986). What’s Whole in Whole Language? Portsmouth, NH: Heinemann. 
d. Robert, P.L. (1996). Integrating Language Art and Social Studies: for Kindergarten and Primary Children. Englewood Cliffs, NJ: Prentice Hall. 
e. Routman, R. (1991). Invitations: Changing as teachers and learners K-12. Portsmouth, NH. Heinemann. 
f.  Pendekatan Komunikarif” dalam Sistem Pembelajaran Bahasa Indonesia. (Modul UT) Jakarta: Pusat penerbitan UT. 
g. Sumardi, M. (ed). (1992). Berbagai Pendekatan Pembelajaran Bahasa dan sastra. Jakarta : Pustaka Sinar harapan. 
h. Safei, Imam. Dkk. (1998). Pendekatan Pembelajaran Bahasa Indonesia. Yakarta: Pusat Penerbitab UT. 
i. Zuchdi, Darmiati dan Budiasih. (1997). Pendidikan Bahasa dan Sastra Indonesia di Kelas Rendah. Jakarta: Depdikbud 

 
 

                                    Dosen Pengampu, 
 
 
 

                                  Dra Hartati, M.Pd 
                                           NIP.1055.1005.1980.12.2001 
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SILABUS 4 

Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 :  
Standar Kompetensi   : Mampu merancang dan mengelola pembelajaran keterampilan berbahasa lisan di SD 
 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

Mampu merancang 
pembelajaran 
bahasa lisan di SD 
 
 
 

 Hakekat 
menyimak dan 
berbicara 

 Bahan ajar 
menyimak dan 
berbicara di SD 

 Teknik dan 
strategi 
pembelajaran 
menyimak dan 
berbicara di SD 

 

1. Menyajikan / memberikan informasi 
tentang hakekat menyimak dan berbicara 

2. Mendiskusikan materi-materi 
pembelajaran menyimak dan berbicara di 
SD. 

3. Mahasiswa mempresentasikan hasil 
diskusi kelompok  

4. Melakukan silang tanya, untuk 
meningkatkan pemahaman mahasiswa 
tentang materi perkuliahan 

5. Memberikan pemantapan tentang materi 
yang belum dipahami mahasiswa. 

6. Menerapkan strategi pembelajaran 
menyimak dan berbicara dengan 
pembelajaran aktif 

7. Memberikan umpan balik dan penguatan 
terhadap keberhasilan yang telah dicapai 
mahasiswa dalam melaksanakan diskusi 

1. Mampu 
memilih 
materi 
pembelajaran 
bahasa lisan 

2. Mampu 
menerapkan 
model-model 
pembelajaran 
berbahasa 
lisan 

 

Tes Tertulis 
Laporan 
tertulis 
Presentasi 
 
Simulasi 
Rancangan 
strategi 
pembelajaran 
Penerapan 
pendekatan 
 

 1. Bahan 
ajar 
Kajian 
Bahasa 
Indones
ia SD 
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8. Memberikan motivasi agar mahasiswa 
menemukan materi dari sumber-sumber 
yang lain yang diberikan dosen. 

9. Memberikan motivasi kepada mahasiswa 
yang saat kegiatan kurang aktif 

 
       

 
Sumber Pustaka : 

1. Ansyor. Moh. Nurtain. H. (1992) pengembangan dan Inovasi Kurikulum. Dirjen Dikti Depdikbud 
2. Carole Cox. (1998). Teaching Language Arts. Boston. London: Allyn and Bacon. 
3. Santoso, Puji. (2004). Materi dan Pembelajaran Bahasa Indonesia SD. Jakarta: Balai Pustaka Pusat Penerbitan UT 
4. Tarigan, Guntur. (1980). Pembelajaran menyimak, Jakarta. 
5. Tarigan, Jago. (1995). Metodik khusus pembelajaran bahasa Indonesia di SD, Theme 76. Bandung. 

 

 

 

 

                                                   Dosen Pengampu, 
 
 
 

                                                   Dra. Hartati, M.Pd 
                                                            NIP.1055.1005.1980.12.2001 
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SILABUS 5 
 

Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 :  
Standar Kompetensi   : Mampu merancang dan mengelola pembelajaran keterampilan berbahasa tulis di SD 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

Mampu merancang 
pembelajaran 
bahasa lisan di SD 
 
 

 Hakekat 
membaca dan 
menulis 

 Bahan ajar 
membaca dan 
menulis di SD 

 Teknik dan 
strategi 
pembelajaran 
membaca dan 
menulis di SD 

 

1. Menyajikan / memberikan informasi 
tentang hakekat membaca dan menulis 

2. Mendiskusikan materi-materi pembelajaran 
membaca dan menulis di SD. 

3. Mahasiswa mempresentasikan hasil 
diskusi kelompok  

4. Melakukan silang tanya, untuk 
meningkatkan pemahaman mahasiswa 
tentang materi perkuliahan 

5. Memberikan pemantapan tentang materi 
yang belum dipahami mahasiswa. 

6. Menerapkan strategi pembelajaran 
membaca dan menulis dengan 
pembelajaran aktif 

7. Memberikan umpan balik dan penguatan 
terhadap keberhasilan yang telah dicapai 

1. Mampu 
memilih materi 
pembelajaran 
bahasa tulisan 

2. Mampu 
menerapkan 
model-model 
pembelajaran 
berbahasa 
tulisan 

Tes Tertulis 
Laporan 
tertulis 
Presentasi 
 
Simulasi 
Rancangan 
strategi 
pembelajaran 
Penerapan 
pendekatan 
 

 2. Bahan 
ajar 
Kajian 
Bahas
a 
Indone
sia SD 
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mahasiswa dalam melaksanakan diskusi 
8. Memberikan motivasi agar mahasiswa 

menemukan materi dari sumber-sumber 
yang lain yang diberikan dosen. 

Memberikan motivasi kepada mahasiswa 
yang saat kegiatan kurang aktif 

 
 
 

      

 
Sumber Pustaka : 
 

1. Ansyor. Moh. Nurtain. H. (1992) pengembangan dan Inovasi Kurikulum. Dirjen Dikti Depdikbud 
2. Carole Cox. (1998). Teaching Language Arts. Boston. London: Allyn and Bacon. 
3. Santoso, Puji. (2004). Materi dan Pembelajaran Bahasa Indonesia SD. Jakarta: Balai Pustaka Pusat Penerbitan UT 
4. Tarigan, Guntur. (1980). Membaca, Jakarta. 
5. Tarigan, Jago. (1995). Metodik khusus pembelajaran bahasa Indonesia di SD, Theme 76. Bandung. 

 
 
 
 
 

                              Dosen Pengampu, 
 
 

                             Dra Hartati, M.Pd 
                                      NIP.1055.1005.1980.12.2001 
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SILABUS 6 
 :  
Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 
Standar Kompetensi   : Merancang dan melaksanakan pembelajaran membaca dan menulis permulaan dengan berbagai metode. 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

Merancang dan 
melaksanakan 
pembelajaran 
membaca dan 
menulis 
permulaan 
dengan metode 
eja, sukukata, 
kata lembaga, 
metode global 
 
 
 

 Pendekatan 
pembelajaran 
membaca dan 
menulis permulaan 
(pendekatan bunyi, 
huruf, suku kata, 
kata dan kalimat) 

 Metode 
pembelajaran 
membaca dan 
menulis permulaan 
(metode silabi, kata 
lembaga dan 
metode global) 
  

 

1. Menyajikan / memberikan informasi 
tentang konsep pendekatan dan metode 
pembelajaran membaca dan menulis 
permulaan 

2.  Membagi mahasiswa dalam kelompok, 
untuk merancang pembelajaran MMP 
dengan berbagai metode pembelajaran. 

3. Mahasiswa mempresentasikan hasil 
diskusi kelompok  

4. Melakukan silang tanya, untuk 
meningkatkan pemahaman mahasiswa 
tentang materi perkuliahan 

5. Memberikan pemantapan tentang materi 
yang belum dipahami mahasiswa. 

6. Meminta perwakilan mahasiswa 
mensimulasikan rancangan 
pembelajaran MMP yang telah dibuat.  

7. Memberikan umpan balik dan penguatan 
terhadap keberhasilan yang telah dicapai 

1. Mampu 
menjelaskan 
berbagai 
pendekatan 
pembelajaran 
membaca dan 
menulis 
permulaan. 

2. Mampu 
menjelaskan 
berbagai metode 
pembelajaran 
membaca dan 
menulis 
permulaan 

3. Mampu 
menerapkan 
pembelajaran 
membaca dan 

Tes Tertulis 
Laporan tertulis 
Presentasi 
 
Simulasi 
Rancangan 
strategi 
pembelajaran 
Penerapan 
pendekatan 
 

100 
menit 

3. Bahan 
ajar 
Kajian 
Bahasa 
Indonesi
a SD 
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mahasiswa dalam melaksanakan 
simulasi 

8. Memberikan motivasi agar mahasiswa 
menemukan materi dari sumber-sumber 
yang lain yang diberikan dosen. 

9. Memberikan motivasi kepada mahasiswa 
yang saat kegiatan kurang aktif 

menulis 
permulaan 
dengan metode 
silabi, kata 
lembaga dan 
metode global 

       
 
Sumber Pustaka : 

1. Mujiono, dkk, (1975). Metodik khusus bahasa Indonesia, Surakarta, Tiga Serangkai. 
2. Puspita, Linda. (2000). Pembelajaran Membaca Pemahaman dengan Strategi Aktivitas Membaca Berpikir Terbimbing Siswa Kelas V S D. 

Thesis. Malang: Universitas Negeri Malang . 
3.  Roberts, P.l. (1996). Integrating Language Arts and Social Studies: for Kindergarten and Primary Children. Englewood Cliffts, NJ: Prentice Hall. 
4. Routman, R. (1994). Invitations: Changing as Teachers and Leaners K-12. Porthmouth: Heinemann. 
5. Santoso, Puji. (2003). Marteri dan Pembelajarn Bahasa Indonesia SD. Jakarta: Universitas Terbuka. 
6. Subana, M. dan Sunarti. Tanpa tahun. Strategi Belajar Mengajar Bahasa Indonesia Bandung: Pustaka Setia. 
7. Suratinah dan Prakoso, Teguh. (2003). Pendekatan Pembelakajran Bahasa dan Sastra Indonesia SD. Jakarta: Universitas Terbuka. 
8. Tarigan, Djago. (2001). Pendidikan Bahasa dan Sastra Indonesdia di Kelas Rendah. Universitas Terbuka. 
9.  Zuchdi, Darmiyati dan Budiasih. (1997). Pendidikan Bahasa Kelas Rendah. Jakarta: Dikti. 
 

 
                              Dosen Pengampu, 

 
 
 

                             Dra Hartati, M.Pd 
                                      NIP.1055.1005.1980.12.2001 
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SILABUS 7 
 

Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 :  
Standar Kompetensi   : Merancang dan melaksanakan pembelajaran membaca dan menulis permulaan dengan berbagai metode. 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu Sumber Belajar 

Merancang dan 
melaksanakan 
pembelajaran 
membaca dan 
menulis permulaan 
dengan metode SAS 
 
 

 Pengertian metode 
SAS 

 Landasan metode 
SAS 

 Kelebihan metode 
SAS 

 Prinsip 
pembelajaran 
membaca dan 
menulis permulaan 
dengan metode 
SAS 

 Langkah-langkah 
pembelajaran 
membaca dan 
menulis permulaan 
tanpa buku 

1. Menyajikan / memberikan informasi 
tentang konsep dasar metode SAS 
dengan peta konsep 

2. Membagi mahasiswa dalam 
kelompok, meminta mereka 
mendiskusikan konsep dasar 
metode SAS.  

3. Mahasiswa mempresentasikan hasil 
diskusi kelompok tentangkonsep 
dasa metode SAS.  

4. Melakukan silang tanya, untuk 
meningkatkan pemahaman 
mahasiswa tentang materi 
perkuliahan 

5. Memberikan pemantapan tentang 
materi yang belum dipahami 
mahasiswa. 

1. Mampu 
menjelaskan 
konsep dasar 
metode SAS 

2. Mampu 
merancang 
pembelajaran 
membaca 
dan menulis 
permulaan 
dengan 
metode SAS 

Tes Tertulis 
Laporan 
tertulis 
Presentasi 
 
Simulasi 
Rancangan 
strategi 
pembelajaran 
Penerapan 
pendekatan 
 

 4. Bahan ajar 
pembelajaran 
Bahasa Ind di 
kelas rendah 
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 Langkah membaca 
dan menulis 
permulaan dengan 
buku 

6. Memberikan umpan balik dan 
penguatan terhadap keberhasilan 
yang telah dicapai mahasiswa dalam 
melaksanakan diskusi 

7. Memberikan motivasi agar 
mahasiswa menemukan materi dari 
sumber-sumber yang lain yang 
diberikan dosen. 

 
       

 
Sumber Pustaka : 

Puspita, Linda. (2000). Pembelajaran Membaca Pemahaman dengan Strategi Aktivitas Membaca Berpikir Terbimbing Siswa Kelas V SD. Thesis. 
Malang: Universitas Negeri Malang . 

Roberts, P.l. (1996). Integrating Language Arts and Social Studies: for Kindergarten and Primary Children. Englewood Cliffts, NJ: Prentice Hall. 
Routman, R. (1994). Invitations: Changing as teachers and Leaners K-12. Porthmouth: Heinemann. 
Santoso, Puji. (2003). Marteri dan Pembelajarn Bahasa Indonesia SD. Jakarta: Universitas Terbuka. 
Subana, M. dan Sunarti. Tanpa tahun. Strategi Belajar Mengajar Bahasa Indonesia 

Bandung: Pustaka Setia. 
Suratinah dan Prakoso, Teguh. (2003). Pendekatan Pembelakajran Bahasa dan Sastra 

Indonesia SD. Jakarta: Universitas Terbuka. 
Tarigan, Djago. (2001). Pendidikan Bahasa dan Sastra Indonesdia di Kelas Rendah. Universitas Terbuka. 
Zuchdi, Darmiyati dan Budiasih. ( 1997). Pendidikan Bahasa Kelas Rendah. Jakarta: Dikti. 

 
                                                                             Dosen Pengampu, 

 
 
 

                                           Dra Hartati, M.Pd 
                                                NIP.1055.1005.1980.12.2001 
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SILABUS 8 

 
Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 :  
Standar Kompetensi   : Merancang dan melaksanakan pembelajaran bahasa dan sastra Indonesia secara tematik 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

 
Merancang dan 
melaksanakan 
pembelajaran 
tematik di kelas 
rendah 
 

 Konsep 
pembelajaran 
tematik 

 Pengertian 
pembelajaran 
tematik 

 Landasan 
pembelajaran 
tematik 

 Prinsip-prinsip 
pembelajaran 
tematik 

  

1. Menyajikan konsep 
pembelajaran tematik dengan 
menggunakan peta konsep 

2. Dalam kelompok mahasiswa 
berdiskusi tentang konsep 
pembelajaran tematik 

3. Mahasiswa mempresentasikan 
hasil diskusi kelompok tentang 
konsep pembelajaran tematik. 

4. Melakukan silang tanya untuk 
meningkatkan pemahaman 
mahasiswa tentang materi 
perkuliahan 

5. Memberikan umpan balik dan 
penguatan terhadap 
keberhasilan yang telah dicapai 
mahasiswa dalam 

1. Menjelaskan konsep 
pembelajaran tematik 

2. Memahami 
pembelajaran tematik 
yang sesuai dengan 
perkembangan 
peserta didik di SD 
kelas rendah 
 

Tes Tertulis 
Laporan 
tertulis 
Presentasi 
 
Simulasi 
Rancangan 
strategi 
pembelajaran 
Penerapan 
pendekatan 
 

 Bahan ajar 
pembelajaran 
Bahasa dan 
sastra 
Indonesia SD 
Kelas Rendah 
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melaksanakan diskusi 
6. Memberikan motivasi kepada 

mahasiswa yang saat kegiatan 
kurang aktif 
 

       
 
 
Sumber Pustaka : 
 

a. Depdiknas,( 2006). Model Pembelajaran Tematik SD, Depdiknas:pusat kurikulum 
b. Eisele, B. (1991). Managing the whole Language Classroom: A complete teaching resource guide for K-6 teachers. California: Creative Teaching 

Press. 
c. Goodman. K. (1986). What’s Whole in Whole Language? Portsmouth, NH: Heinemann. 
d. Tarigan, Djago. (2001). Pendidikan Bahasa dan Sastra Indonesdia di Kelas Rendah. Universitas Terbuka. 
e. Zuchdi, Darmiyati dan Budiasih. ( 1997). Pendidikan Bahasa Kelas Rendah. Jakarta: Dikti. 

 
 
 
 
 
 
                                                                             Dosen Pengampu, 

 
 
 

                                           Dra Hartati, M.Pd 
                                                NIP.1055.1005.1980.12.2001 

 
 
] 
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SILABUS 9 
 

Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 :  
Standar Kompetensi   : Merancang dan melaksanakan pembelajaran membaca dan menulis permulaan dengan metode SAS 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

 
Merancang dan 
melaksanakan 
pembelajaran 
tematik di kelas 
rendah 
 

  
 Bedah kurikulum 

SD kelas rendah 
 Pemetaan 

kompetensi dasar 
dan indikator dari 
berbagai mata 
pelajaran 

 Pembuatan 
jaringan tema dari 
berbagai mapel 

  

Menyajikan konsep pemetaan 
kompetensi 

2.Dalam kelompok mahasiswa 
membuat pemetaan kompetensi 
dan jaringan tema 

3 Mahasiswa mempresentasikan 
hasil diskusi kelompok tentang 
pemetaan kompetensi dan 
jaringan tema. 

4 Melakukan silang tanya untuk 
meningkatkan pemahaman 
mahasiswa tentang materi 
perkuliahan 

5. Memberikan umpan balik dan 
penguatan terhadap 
keberhasilan yang telah dicapai 

1. bedah kurikulu,m 
dengan memetakan 
kompetensi dasar dan 
indicator pembelajaran 
dalam beberapa mata 
pelajaran 

2. Membuat jaringan 
tema dalam beberapa 
mata pelajaran 
 

Tes Tertulis 
Laporan 
tertulis 
Presentasi 
proyek 
 
 
 
 
 
 
 
 
 
 
 
 
 

100 
menit 

Bahan ajar 
pembelajaran 
Bahasa dan 
sastra 
Indonesia SD 
Kelas Rendah 
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mahasiswa dalam 
melaksanakan diskusi 

6.Memberikan motivasi kepada 
mahasiswa yang saat kegiatan 
kurang aktif 
 

 
 

       
 
 
Sumber Pustaka : 
 

10. Depdiknas, (2006), Model Pembelajaran Tematik SD, Depdiknas:pusat kurikulum 
11. Eisele, B. (1991). Managing the Whole Language Classroom: A complete teaching resource guide for K-6 teachers. California: Creative 

Teaching Press. 
12. Goodman. K. (1986). What’s Whole in Whole Language? Portsmouth, NH: Heinemann. 
13. Tarigan, Djago.( 2001). Pendidikan Bahasa dan Sastra Indonesdia di Kelas Rendah. Universitas Terbuka. 
14. Zuchdi, Darmiyati dan Budiasih. (1997). Pendidikan Bahasa Kelas Rendah. Jakarta: Dikti. 

 
 
 
 
 
                                                                             Dosen Pengampu, 

 
 
 

                                           Dra Hartati, M.Pd 
                                                NIP.1055.1005.1980.12.2001 
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SILABUS 10 
Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 :  
Standar Kompetensi   : Mampu merancang dan mengelola pembelajaran tematik di SD kelas rendah dengan strategi pembelajaran aktif. 
 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

Merancang dan 
melaksanakan 
pembelajaran 
tematik di kelas 
rendah 
 
 
 

 
 Pengembangan 

silabus 
pembelajaran 
dari jaringan 
tema yang dibuat 

 RPP tematik 
berdasar standar 
proses 
 
 
 
 
 
 
 
 

1. Menyajikan konsep pengem 
bangan silabus dan RPP 

2. Dalam kelompok mahasiswa 
membuat silabus tematik dan 
RPPdari 1 jaringan tema. 

3.Mahasiswa mempresentasikan 
hasil diskusi kelompok tentang 
silabus tematik dan RPP. 

4. Melakukan silang tanya untuk 
meningkatkan pemahaman 
mahasiswa tentang materi 
perkuliahan 

5. Memberikan umpan balik dan 
penguatan terhadap 
keberhasilan yang telah 
dicapai mahasiswa dalam 
melaksanakan diskusi  

1. Mengembangkan silabus 
pembelajaran tematik 

2. Mengmbangakan RPP 
pembelajaran tematik 

 
 
 
 
 
 
 
 
 
 
 
 
 

Tes 
Tertulis, 
proses, 
unjuk kerja. 
 
Laporan 
tertulis 
 
Presentasi 
 
 
 
Rancangan 
strategi 
pembelajar
an 
 
 
 

100 
menit 

 

Bahan ajar 
pembelajaran 
Bahasa dan 
sastra 
Indonesia SD 
Kelas 
Rendah 
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. 

  

6. Memberikan motivasi kepada 
mahasiswa yang saat kegiatan 
kurang aktif 

 
 

 
 

 
 
 
 
 
 
 
 
 
 
 
  

       
 
Sumber Pustaka : 

9. Depdiknas, 2006, Model Pembelajaran Tematik SD, Depdiknas:pusat kurikulum 
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SILABUS 11 
Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 :  
Standar Kompetensi   : Mampu merancang dan mengelola pembelajaran tematik di SD kelas rendah dengan strategi pembelajaran aktif. 
 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

Merancang dan 
melaksanakan 
pembelajaran 
tematik di kelas 
rendah 
 
 
 

 
 Model 

pelaksanaan 
pembelajaran 
tematik 
 

 
1. Menyajikan model 

pembelajaran tematik 
melalui VCD. 

2. Dalam kelompok mahasiswa 
menganalisis model  

3. Mahasiswa 
mempresentasikan hasil 
analisi smodel. 

4.  Melakukan silang tanya 
untuk meningkatkan 
pemahaman mahasiswa 
tentang materi perkuliahan 

5. Memberikan umpan balik 
dan penguatan terhadap 
keberhasilan yang telah 
dicapai mahasiswa dalam 
melaksanakan diskusi 

 
Dapat menganalisis model 
pembelajaran tematik. 
Menunjukkan kelebihan dan 
kekurangannya. 

Tes 
Tertulis, 
proses,  
 
Laporan 
tertulis 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

100 
menit 

 

Bahan ajar 
pembelajaran 
Bahasa dan 
sastra 
Indonesia SD 
Kelas 
Rendah 



 
UNIVERSITAS NEGERI 

SEMARANG 

FORMULIR No.Dokumen FM-02-AKD-05 

FORMAT SILABUS 

No. Revisi 00 

Tanggal Berlaku 01 Maret 2010 

Halaman 117 dari 127 
 

An Assessment of Early Grade Reading—How Well Children are Reading 117 

6. Memberikan motivasi 
kepada mahasiswa yang 
saat kegiatan kurang aktif. 
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SILABUS 1 
Fakultas  : Ilmu Pendidikan 
Jurusan/Prodi        : PendidikanGuru Sekolah Dasar 
Matakuliah        : Pembelajaran Bahasa Indonesia Kelas Rendah 
Kode Matakuliah  : PSD 215 
SKS         : 2 SKS 
 :  
Standar Kompetensi   : Mampu merancang dan mengelola pembelajaran tematik di SD kelas rendah dengan strategi pembelajaran aktif. 
 
 

Kompetensi Dasar Materi Pokok 
Pembelajaran Kegiatan Pembelajaran Indikator Penilaian Alokasi 

Waktu 
Sumber 
Belajar 

Merancang dan 
melaksanakan 
pembelajaran 
tematik di kelas 
rendah 
 
 
 

 
 Strtaegi belajar 

mengajar 

 
1.  mahasiswa mempraktikkan 

pembelajaran tematik  
2. Dalam kelompok mahasiswa 

menganalisis Memberikan 
masukan kepada teman 
yang praktik  

3. Melakukan silang tanya 
untuk meningkatkan 
pemahaman mahasiswa 
tentang materi perkuliahan 

4. Memberikan umpan balik 
dan penguatan terhadap 
keberhasilan yang telah 
dicapai mahasiswa dalam 
melaksanakan diskusi 

5. Memberikan motivasi 

 
 
Praktik pembelajaran tematik 
di kelas 1,2, dan 3 SD 
 

proses,  
 
Laporan 
tertulis 
 
 
 
 
 Praktik 
pembelajar
an 
Simulasi 
Rancangan 
strategi 
pembelajar
an 
Penerapan 
pendekata
n 

300 
menit 

 

Bahan ajar 
pembelajaran 
Bahasa dan 
sastra 
Indonesia SD 
Kelas 
Rendah 
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kepada mahasiswa yang 
saat kegiatan kurang aktif. 
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