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PREFACE

I am grateful, first of all, to Allah SWT for His
Mercy and Blessing. Second, the writer’s sincere
gratitude also goes to some people: the chairwoman of
STAIN Ponorogo, head of P3M, head of Tarbiyah, and
head of English department who have kindly guided
and allowed me to profit from their advice in writing
this textbook.

This textbook is designed for English students or
teachers who teach or will teach English as a foreign
language that need to re-learn or grasp some teaching
methodologies in order to explore appropriate teaching
methods for their own classroom context. It provides
adequate theories and practical ideas on how to engage
students in such communicative interaction in the
classroom. Moreover, this reshapes the readers’
thought how to expose their effective language
optimally in the classroom and provide a wide chance
of opportunity for students to involve actively using
the target language.

In accord to this, the first chapter of this textbook
highlights the nature of teaching English in EFL
context. It provides the readers with the nature of
approaches and methods in ELT as a basis of teacher’s
language exposure, current communicative language
teaching and its strategies and activities. Chapter two
discusses learner learning styles & strategies.
Additionally, chapter three over views teacher talking
time. It highlights the nature of teacher talk and the
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features of communicati e teacher talk. Meanwhile,
chapter four presents basi. classroom techniques.

In particular, the n« xt chapter discusses teacher
talking time. Some feat. "es of teachers’ classroom
language that are regarde: as communicative teacher
talks are presented in greater detail; they are
questioning strategies, «ontent feedback, speech
modification, and negotiat on of meaning. They are
presented respectively follo red with examples. Finally,
this text book presents th. theory of schemata and
gives practical ideas on how to build students’
schemata.

My thanks are kind v extended to my wife,
Restu Mufanti, and my da.ghter, Meutea Orchidta
Asyraf Susilo, for graciously « a.couraging me to be hard
working. I am also thankful > my teaching colleagues
and my students for any moti ation and assistance.

Lastly, it is expected tI 1t this textbook provides
advantages to the readers. Fin lly, I feel indebted to all
of those who have offered »ositive comments and
criticism for the improvement « f this textbook.

Po1 orogo, October 2014
Writers,

A di Susilo, M.Pd
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TEACHING
'ENGLISH IN EFL

A. The Nature of Approaches and Methods in ELT

The field of foreign or second language teaching
(e.g. TESL, TEFL, or TESOL) has undergone rapid
fluctuation and shift over the years. We notice that
some essential changes have been underlining the
teaching practices of English in the classroom in order
to meet with students’ proficiency levels, preferences,
as well as the need of achieving learning objectives.
Some important areas of changes in English language
teaching (ELT) cover instructional goals and objectives,
syllabus and lesson planning, language teaching
methodology and instructional materials, assessment
and evaluation. To cope with the students’ need in
learning, it is suggested that the English teachers are
always aware and cognizant with the changes. They are
required not only to have adequate knowledge of the
areas above, but also to be able to design and deliver
the instruction well to help students succeed in
learning.

In term of language teaching methodology, it
vacillates between two types of approaches: getting
students to analyze a language (i.e. to learn its
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grammatical rules) versus jetting students to use a
language (i.e. to speak and nderstand it). It cannot be
denied that some teachers are keen on getting the
students to always memoiize a lot of new words
discretely, learn the langu ge forms frequently, ask
them to produce language « »rectly and do a series of
monotonous tasks in the cla: sroom. However, recently,
language teaching methol slogy has widely been
tailored to get students to be able to use language
fluently and communicative! 7 due to the ever-growing
need for good communicatio s skills in English.

Briefly speaking, language teaching
methodology is concerned v ith approaches, methods,
and techniques of how langu ige is learned and taught.
In order to provide sufficient knowledge on
understanding the applica‘ion of some kinds of
approaches, methods, and technique in ELT, it is
essential to overview the def nition and distinctions of
those terms as well as discus- es the core of approaches
in language teaching. This is lue to the fact that many
of us may have insufficient k rowledge on those terms
whether they are synonymou: or different.

Richards and Rodgers provide definition of the
term “method” in which it « \compasses approach—a
theory of the nature of langi age and a theory of the
nature of language learning; design—the general and
specific objectives of the m: thod, a syllabus model,
types of learning and teachin ; activities, learner roles,
teacher roles, and the roles « { instructional materials;
and procedure—classroom t chniques, practices, and
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behaviors observed when the method is occupied or
employed.!

Particularly, it can be highlighted that an
approach is viewed as an overall theory about learning
language, which then lends it-self to “approaching”
language teaching and learning in a certain manner. A
method is often viewed as a series of procedures or
activities used to teach language in a certain way.
Meanwhile, a technique is usually seen as one activity
or procedure used within a plan for teaching. The
reality is, however, that language-teaching profess-
sionals often find themselves in disagreement over
these terms.

In most case, the terms of approach, method,
and technique are frequently used interchangeably by
teachers in the teaching practices. Depending on how
one is defining the term and the circumstances in which
the term is being used, an approach may become a
method or a method may become a technique and vice
versa. In order to avoid misconception and under-
standing among readers or students, it is essential to
sum up those terms clearly.

The following table provides important
summary to seek the light on the distinction of those
terms.

1 Richards, J.C. & Rodgers, T.S. Approaches and methods in
language teaching (2nd ed.) (New York: Cambridge University Press,
2001)
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A roach Method. . Techni ue
A certain model A setof wi /s A set of
or research steps/activities

aradi m

A set of An overall slan Implementation —
correlative for the ord- rly taking place in a
assumptions presentatic 1of classroom on the
dealing with the  language basis of the
nature of materials 1 sed on  selected approach
language teaching the selecte. and method
and learnin roach

The broadest term More spec ic term  The narrowest
thanana roach term

Fundamentally, ad pted from language
acquisition theory, approach: s to language teaching are
derived from three model [/views: behaviorist /
structuralist, innatist /nativi .t, and interactionist. The
behavioral approach focu-:s on the immediately
perceptible aspects of linguis ic behavior - the publicity
observable responses - a d the relationships or
associations between those i sponses and events in the
world surrounding them. In other words, the
behaviorist model views anguage learning as a
behavior change through ha! it formation, conditioned
by the presence of stimuli . nd strengthened through
practice and selective reinfi rcement (punishment or
reward). In short, the beha riorist model deals with
imitation, practice, reinforce: 1ent/feedback, and habit

2 {(Brown, 2007)
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formation following a stimulus-response model. One
example of a behaviorist - based instructional approach
is the audio-lingual approach.

Meanwhile, the nativist /innatist approach is
derived from the fundamental assertion that language
acquisition is innately determined, that we are born
with a genetic capacity that predisposes us to a
systematic perception of language around us, resulting
in the construction of internalized system of language.3
The nativist /innatist model sees language as rule-
based and generative in nature in which it is processed
and produced through complicated cognitive processes
and mechanisms. The underlying assumptions of this
model is that people possess an innate mental capacity
for language which has been biologically programmed
for language learning called Language Acquisition
Device (LAD). This is often supported by the Critical
Period Hypothesis (CPH) firstly put forward by
Lenneberg. He argued that a critical point for language
acquisition occurs around puberty. One example of an
innatist-based instructional approach is the natural
approach.

Different from the two previous approaches, the
interactionist model focuses on how language and
cognitive developments take place within the key
contexts of interaction. One of the most influential
theories within this model is called Zone of Proximal
Development (ZPD) defined by Vygotsky. It is believed

3 (Brown, 2007)
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that learning can occur

presented with a new task
beyond his/her present I
hypothesis (i + 1). In accorda
is about bridging the gap be
development through inter:
more competent peer. The e:

based instructional appr
language teaching appro
language learning, conten
learning).

In case of the applic:
Norland and Pruett-Said cor
best approach because the c:
ESL students vary so grea
group, there may not be onc
approaches that are the r
students, some important .
into account by teachers. The
some essential questions w/

approaches, as follows:
How old are they?

before?

 +¥EEE

nly when someone is
i knowledge that is just
re] like Krashen's input
we to this notion, learning
ween actual and potential
stion with an adult or a
imple of an interactionist-
ach is communicative
ches (e.g. cooperative
-based, and task-based

ion of approach in ELT,
firm that there is no one
cumstances and needs of
ly.t Even within certain
best approach. To choose
ost appropriate for the
wriables should be taken
y are suggested to regard
en they apply particular

What are the students’ ne¢ :ds and wants?
How much time do they ! ave to learn English?
Have they studied Eng sh or another language

How well do they know ! eir own language?

4 Norland, Deborah L and I' ‘uett-Said, Terry, A
Kaleidoscope of Models and Strategies v Teaching English to Speakers
of Other Languages, (USA: Libraries | Inlimited, 2006}, x

6
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= Where will they use their English?
~ Will they need their English for school or for work?

In addition, to be professional and effective
teachers, they must be aware of the different theories
and approaches that have developed. Most effective
teachers choose from a number of approaches,
methods, and techniques to «create a learning
environment that fits the needs of their students. They
put these approaches together to create a varied
syllabus and an optimum learning experience.
Sometimes this is referred to as selective eclecticism. It
may also be referred to as an organic or integrated
syllabus or curriculum. This does not mean that
teachers can just put together a bunch of activities to
create a plan. Good teachers must always consider
what the results of the instructions they conduct will be
and how these will form a long-term, effective program
to teach another language.

Furthermore, EFL teachers should be aware of
the approach they occupy. Although it is true that some
approaches become out dated, as practitioners find that
they do not do a very good job of meeting either
teachers” or students’ needs, most have some strong
points about them that tend to be borrowed to use with
other approaches and thus have become a part of
contemporary teaching approaches.

In addition, there is a tendency in education for
the popularity of approaches to swing back and forth.

5 Norland and Pruett-Said, Ibid., 2006, x-xi
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Thus, an approach that ma
may find itself out a favor ir:
the more important that teac
approaches, with their stre
that they can use this know'
curriculum,

B. Current Communicative |

The demand for goo
English has triggered a hu
teaching. Within the
communicative language te.
forth around the world as |
way to teach English as a st
For example, perhaps, th
teachers or student-ieachers,
methodology they employ it
“communicative” as the met
they are pressed to give a de:
mean by “communicative”, |
widely.

What do you wund

Communicative Language
teaching conversation, an

course, or an emphasis ©
activities as the main featur«
answer these questions an.
about CLT, this chapter .
framework of CLT and pro:

7 be popular one decade
the next. This makes it all
1ers be aware of the many
gths and weaknesses, so
:dge to create an effective

anguage Teaching (CLT)

communication skills in
.e innovation for English
last quarter century,
*hing (CLT) has been put
e “new” or “innovative”
ond or foreign language.

> majority of language

~vhen asked to identify the
their classrooms, identify
wdology of choice. When
iiled account of what they
>wever, explanations vary

rstand by CLT? Does
leaching or CLT mean
ssence of grammar in a
. open-ended discussion
. of a course? In accord to
even broaden our view
tempts to highlight the
ides practical activities to

implement it in the classroon .
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CLT is best understood as an approach rather
than a method.® The primary goal of CLT is student
development of communicative competence in a
foreign language (i.e. English). At a basic level, this
includes development of students’ ability to
comprehend and produce written and spoken English
in communicatively proficient and accurate way.

Savignon categorizes communicative com-
petence into: grammatical, sociolinguistic, discourse,
and strategic.” Each is discussed clearly as follows.

a. Grammatical competence

Grammatical competence is linguistic
competence in the restricted sense of the term as it has
been used by Chomsky and most other linguists. The
descriptions of grammar have been different.
Traditional grammars, which provides rules of usage
that are proper for written language, have their
foundation in the word classes or categories of meaning
established for classical Greek and Latin. Structural
grammar has emphasized spoken language and
provides an analysis of observable surface forms and
their patterns of distribution. Though definitions differ,
the goal in each case is an adequate description of the
sentence-level formal features of language.

¢ (Richards & Rogers, 2001)
7 Savignon, S.J. Communicative language teaching for the

twenty-first century in M. Celce-Murcia (ed.), (Boston: Heinle &
Heinle, 2001), 13-28.
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Thus, grammatical cc npetence is mastery of the
linguistic code, the ability to recognize the lexical,
morphological, syntactic, ar 1 phonological features of
a language and to manipu ite these features to form
words and sentences. It is cr «cial note that grammatical
competence is not linked to any single theory of
grammar and does not inclu le the ability to state rules
of usage. One demonstrate- grammatical competence
not by stating a rule bit using a rule in the
interpretation, expression, o1 negotiation of meaning,.

b. Socio-linguistic competen: >

Socio-linguistic  con:petence is an inter-
disciplinary field of inquir having to do with the
social rules of language use This competence requires
an understanding of the social context in which
language is used: the role: of the participants, the
information they share, a1 the function of the
interaction. Although we have not provided a
satisfactory description of ¢ ammar yet, we are even
further from an adequate d. scription of socio-cultural
rules of appropriateness.

Besides, we already 1 se them to communicate
successfully in many differer contexts of situation. For
example, in multi-cultural c¢ nmunication, participants
are sensitive not only to the « 1ltural meanings attached
to the language itself, but . Iso to social conventions
concerning language use such as turn-taking,
appropriateness of content, ionverbal language, and

10
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tone of voice. These features are also called cultural
awareness.

c. Discourse competence

Discourse competence or textual competence is
concerned not with the interpretation of isolated
sentences but with the connection of a series of
sentences or utterances to form a meaningful whole.
The text might be a poem, an email message, a
sportscast, a telephone conversation, or a novel.
Identification of isolated sounds or words contributes
to interpretation of the overall meaning of the text; this
is known as bottom-up processing.

On contrary, understanding of the theme or
purpose of the text helps in the interpretation of
isolated sounds or words; this is known as top-down
processing. Two other familiar concepts in discussing
discourse competence are text coherence and cohesion.
Text coherence is the relation of all sentences or
utterances in a text to a single global proposition. The
establishment of a global meaning or topic for a text is
an integral part of both expression and interpretation
and makes possible the interpretation of the individual
sentences make up the text. Local connections or
structural links between individual sentences provide
cohesion. Thus, like socio-linguistic competence, the
discourse competence is the subject of interdisciplinary
inquiry.

11
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d. Strategic competence

Strategic competence is analogous to the need
for copying or survival strategies. Some of the
strategies may be par phrase, circumiocution,
repetition, hesitation, avoid. 1ce, and guessing as well
as shifts in register and ;tyle. Examples of such
strategies are knowing how to ask someone to repeat
what s/he said in differen words, paraphrasing to
check understanding, and »seing able to guess the
meaning of words {in print ¢ speech) from the context.

For the sake of simpli ity and directness, Brown
offers four interconnected ch. racteristics as a definition
of CLT:#

1. Classroom goals are ‘ocused on all of the
components of commun. ative competence and not
restricted to grammatical >r linguistics competence.

2. Language techniques . ‘e designed to engage
learners in the pragmatic authentic, functional use
of language for meaningful purposes.
Organizational language ‘orms are not the central
focus, but rather aspects « "language that enable the
learner to accomplish tho- > purposes.

3. Fluency and accuracy ar: seen as complementary
principles underlying cc nmunicative techniques.
At times fluency may have to take on more
importance than accuracy in order to keep learners
meaningfully engaged in [ inguage use.

8 Brown (2007: 241)
12
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4. In the communicative classroom, students ulti-
mately have to use the language, productively and
receptively, in unrehearsed context.

To sum up, current CLT methodology involves
various dimensions of language teaching approaches
and methods in which the main goal is to develop
learner students’ communicative competence. Because
the original impetus for this orientation is in reaction to
grammar-based and audiolingual approaches, the
strength of CLT is that it creates a learning
environment that closely replicates how students will
use language in real-life situations. That is, students
participate in real, authentic, and interactive language
use in the classroom.

However, a caveat to this approach is that some
practitioners may see communication as only
oral/aural skills and may not put enough emphasis on
the reading and writing skills that some students may
need. Another caveat is that in an attempt to produce
communicative skills quickly, accuracy may be over
looked or given little attention. Whether students will
obtain that accuracy in time on their own continues to
be an area of discussion in the ESOL field.

The following table provides brief summary on
the nature of communicative language teaching.

13
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Theory of Language

Theory of learning

Objectives

Activity type

Characteristics

e

il

ti

C. Strategies and Activities «

Because CLT is such a

anguage is a system for the
xpression of meaning;
rimary function —interaction
1d communication

ving activities that involve
-al communication, carrying

it meaningful tasks, and
sing  language which s
eaningful to the learner
‘omote learnin

udents’ ability to
mmunicate  in  the  target
nguage

iarng, negotiating meaning,
teraction, authentic tasks
udents work in  groups;
idents engage in role plays,
scussions, lots of authentic
aterials and tasks, integrated
ills: the teacher should be
le to use the language
iently.

"CLT
broad orientation, it is of

course difficult to give specifi : strategies. However, the
broad guidelines to implem: nt CLT in the classroom

are as follows:
1. Determine
students.

14

the commu nicative goals

of the
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Create situations and activities in which students
produce authentic, meaningful, and contextualized
communication.

Focus on accuracy only in as much as errors that
would impede communication are corrected.

On the basis of the four components, CLT has

the following tenets:

a)
b)
9
d)

Encourage students to be engaged in interaction
and meaningful communication;

Make real communication the focus of language
learning;

Provide opportunities for students to experiment
and try out what they already know;

Be tolerant of students’ errors as they indicate that
the learner is building up his or her communicative
competence;

Provide chances for students to develop both
accuracy and fluency. The former deals with
reflecting natural use of language, focusing on
achieving communication, requiring meaningful
use of language, requiring the wuse of
communication strategies, producing language that
may not be predictable (authentic), and seeking to
link language use to context. The latter is concerned
about reflecting classroom wuse of language,
emphasizing the formation of correct examples of
language, practicing language out of context,
practicing small samples of language, requiring

15
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g)
h)

j)

k)

D

meaningless communica ion, and controlling choice
of language;

Link the different skills iuch as speaking, reading,
and listening together, since they usually occur
together in the real worlc

Let students induce or di cover grammar rules;
Provide chances for bot! inductive and deductive
learning of grammar;

Making use of content hat connects to students’
lives and interests;

Allow students work na pairs or groups f{e.g.
cooperative learning);

Integrate four compon: nts of competence (e.g.
grammatical, socio-liny.uistic, discourse, and
strategic);

Give the students great r choice over their own
learning;

m) Provide students lots of authentic language input

n)

0)

P)
q)

16

(e.g. authentic material') and valid models of
language;

Involve different stude:ts’ learning styles and
strategies;

Give the students activities (e.g. problem solving,
information sharing, or ole play), which lead to
communication, interact on, and negotiation of
meaning;

View teachers as co-stude s or facilitators;
Involving students in roviding feedback (e.g.
student-student or teache student conferences);
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r) Focus more heavily on feedback on content than on
feedback on form; and

s) Employ authentic assessments (i.e. portfolios,
journal writing, observations, sample student work,
or interviews), which focus on a process-oriented
assessment.

In accord to the aforementioned characteristics
and tenets, some examples of activities in CLT can be
drawn as follows:

1. Information gap activities
In an information gap activity, one person has
certain information that must be shared with others
in order to solve a problem, gather information, or
make decisions.® These types of activities are
extremely effective in the L2 classroom for a
number of reasons. First, the information gap
activities give every student the opportunity to
speak in the target language (i.e. English) for an
extended period of time, and students naturally
produce more speech than they would otherwise.
Second, speaking with peers is less intimidating
than presenting in front of the entire class and being
evaluated. Third, in information gap activities,
students are forced to negotiate meaning because
they must make what they are saying

9 Raptou, V., Using Information Gap Activities in the
Second Language Classroom, (Canadian Association of Second

Language Teachers, htt www.caslt.or research a .htm.,
2002)

17
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comprehensible to others in order to accomplish the
task.

Jigsaw activities

These are also based on the information-gap
principle that is simiiwr with group-to-group
exchange with one im rortant difference; every
single student teaches omething. Typically, the
class is divided into grou; s and each group has part
of the information requir.d to complete an activity.
The class must fit the pi-ces together to complete
the whole. It is an excit ng alternative whenever
there is material to | » learned that can be
segmented or chunked a d when no one segment
must be taught before the sthers.1?

Task-completion activitie:

These include puzzles, : ames, map-reading, and
other kinds of classroon tasks focusing on using
one’s language resources t » complete a task.
Information gathering act: rities

Students conducted su-veys, interviews, and
searches in which they w 2re required to use their
linguistic resources to coll« ct information.

Opinion sharing or proble a solving activities

These require students to ompare values, opinions,
beliefs, such as a ranking :1sk in which students list
six qualities in order of importance which they
might consider in choosin; a date or spouse.
Information-transfer activi ies

10 Sjlberman, 1996
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These require students to take information

presented in one form, and represent it in a different

form.

Reasoning-gap activities

These involve deriving some new information from

given information through the process of inference,

practical reasoning, and so forth.

Role-plays

These involve students in improvising a scene or

exchange on the basis of given information or clues.

See the examples below:
Read the following situations and choose one of
them for your short dialog or conversation
activity. Plan it with your partner and act it out.
Situation 1
Person A is spending
more  money  each
month then he or she is
earning. Person B gives
suggestions for helping
Person A to manage
money. (Example: Don't
use credit cards.)
Situation 2
Person A bought a radio and paid cash for it.
Unfortunately, he or she didn't keep the receipt.
Two days later the radio broke. Person A asks
Person B for advice on how to get his or her
money back.

b

-
e
-

19
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Situation 3

Person A doesn't ti1st banks and keeps all
his/her extra money in a box under the bed.
Person B explains w1y this is a bad idea and
gives Person A advice about safer places to keep
money.

Situation 4

Person A, an Americ in student, is planning a
vacation to Person B+ home city. Person A asks
Person B for advice o ways to have a good time
without spending a ot of money. (Example:
Person A asks about 1expensive places to stay
and eat.)
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A. The Nature of Learning Styles & Strategies

One of the current trends in teaching English for
foreign language is that the notion of learner-
centeredness. It is generally asserted that the most
fruitful English instruction is that student becomes the
initiator of the learning process and the teaching
methods applied by teachers are suited with students’
need in learning with their own learning strategies.
Language learning styles and strategies are used by
individual student consciously or unconsciously when
s/he is processing language input or accomplishing
tasks. Since language classroom is like a problem-
solving environment in which language learners are
likely to face new input and various tasks given by
teachers, learners attempts to find the quickest or
easiest way to do what is required, that is, using
language learning strategies is inescapable.

In the context of TEFL/TESL, besides what
teaching approaches or methods teachers employ, they
are required to know their students’ learning styles and
strategies so that what input they provide is relevant to
the students. The terms learning styles and strategies
are often interchangeable; in fact, the two are different.
Keefe confirms that learning styles might be thought of
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as cognitive, affective, and } 1ysiological traits that are
relatively stable indicators f how students perceive,
interact with, and resjond to the Ilearning
environments.!! Additionall* , Skehan defines learning
styles as a general predisp sition, voluntary or not,
towards processing informat >n in a particular way.12
Deriving from thos definitions, it can be
highlighted that learning s'/les are simply different
approaches or ways of learn 1g possessed by a learner.
In other words, thev deal w th the way an individual
learns something involving is/her natural habits and
preferred ways of absorbin ;, perceiving, processing,
and retaining new informatic 1, knowledge, and skills.
On the other hand, } ‘enden and Rubin define
learning strategies as any ets of operations, steps,
plans, routines used by th. learner to facilitate the
obtaining, storage, retrieval, and use of information.’?
The concept of learning strs egy is dependent on the
assumption that learners consciously engage in
activities to achieve certiin goals and learning
strategies can be regarder as broadly conceived
intentional directions and learning techniques.™

11 Keefe, ], Student learning  tyles: Diagnosing and
prescribing programs. (Reston, VA:} itional Association of
secondary school principals, 1979),

12 Skehan, P., Individual diff: ‘ences in second language
learning. (Studies in second langua; : acquisition, 1991), 13, 275.
13 Wenden, A, & Rubin, J., earner Strategies in Language
Learning, (New Jersey: Prentice Hal 1987), 19.
14 Stern (1992:261),
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Additionally, Richards and Platt emphasize that
learning strategies are intentional behavior and
thoughts used by learners during learning so as to
better help them understand, learn, or remember new
information.1>

From these definitions, it can be pointed out that
learning strategies deal with behaviors employed by
students to aid acquisition directly, control and storage
incoming knowledge, and retrieve information.
learning strategies are related to specific actions taken
by the students to make learning easier, faster, more
enjoyable, more self-directed, more effective, and more
transferable to new situations. Brown states that
learning strategy is related to input - to processing,
storage, and retrieval, that is, to taking in messages
from others.® In language learning, the learning
strategies are concerned about steps or actions taken by
the learner to enhance the development of their
language skills. There are a number of categories of
learning styles and strategies.

B. Learner Learning Styles

Learning styles could generally be categorized
on the basis of: cognitive styles, sensory styles, multiple
intelligence, and personally styles.

15 Richards, J. and John Platt, Longman Dictionary of
Language Teaching and Applied Linguistics, (Essex: Longman, 1992),
209.

16 H. Douglas Brown, ibid, 2007, 132.
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1. Cognitive styles: withi:
styles are grouped into:

24
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b. Environmental, including;:
e Physical —sensitive to learning environment,
such as light, temperature, or furniture, and
e Sociological —sensitive to relationships within
the learning environment.

Multiple Intelligence styles: in this category,

learning styles are classified into:

a. Verbal-Linguistic —the ability to use words and
language;

b. Logical-Mathematical —the capacity for induc-
tive and deductive thinking and reasoning, as
well as the use of numbers and the recognition
of abstract patterns;

c. Visual-Spatial —the ability to visualize objects
and spatial dimensions, and create internal
images and pictures;

d. Body-Kinesthetic —the wisdom of the body and
the ability to control physical motion;

e. Musical-Rhythmic—the ability to recognize
tonal patterns and sounds, as well as a
sensitivity to rhythms and beats;

f. Interpersonal —the capacity for person-to-person
communications and relationships; and

g. Intrapersonal—the spiritual, inner states of
being, self-reflection, and awareness.
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4. Personality styles: in th s case, learning styles are
broken down into:

a. Tolerance of ambig.iity —how comfortable a
learner with uncert :inty; some do well in
situations where th re are several possible
answers; others prefei to one correct answer;

b. Left brain —learns to se more preferably visual,
analytical, reflective,  1d self-reliant; and

¢. Right brain--learns to be more preferably
auditory, global, impu sive, and interactive.

Of the four broad cate; ories of learning styles, in
this chapter, the two-sensory and multiple
intelligence styles are treated ‘n detail.

% Sensory Learning Styles

As previously mentioned, sensory learning
styles include visual, auditor , tactile, and kinesthetic.
Each of these learning stvles has particular
characteristics. Firstly, studen s can be categorized into
visual students when they ¢ >minantly prefer: (1) to
seeing words written down, { ) to having a picture to
view when something is being described, (3) a time-line
or some other similar diagrar to remember historical
events, (4) written instructicns rather than verbal
instructions, (5) to observing . II the physical elements
in a classroom, (6) to or: anizing their learning
materials carefully, (7) to dccorating their learning
areas, (8) photographs and il istrations with printed
content, (9) to rememberii:; and understanding
through the use of diagrams, « harts and maps, (10) to
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appreciating presentations using OHP transparencies
or handouts, (11) to learning materials by reading notes
and organizing it in outline form, and (12) visual art
activities, (13) to enjoying diagrams, charts, and maps,
and (14) to understanding information best when they
see it.

Secondly, students can be considered auditory
students when they best enjoy: (1) remembering what
they say and what others say, (2) remembering through
verbal repetition and by saying things aloud, (3)
remembering verbal instructions, (4) opportunities to
present dramatically including the use of music or any
auditory media, (5) verbally expressing interest and
enthusiasm, (6) class and group discussions, (7)
understanding information when they hear it, (8)
reciting out loud the information they want to
remember several times, (9) submitting some work (if
appropriate) as an oral presentation or on audio tape,
(10) remembering and listening to something
repeatedly, and (11) re-phrasing points, questions with
varied speed, volume, and pitch to help create
interesting aural textures.

Lastly, students are deemed to be tactile-
kinesthetic students when best: (1) remembering what
they do, (2) remembering through getting physically
involved in whatever is being learnt, (3) enjoying acting
out a situation relevant to the study topic, (4) enjoying
making and creating, (5) enjoying the opportunities to
build and physically handle learning materials, (6)
liking taking notes to keep busy, but being unwilling to
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use them often, (7) enjoy
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5. Musical-Rhythmic—the ability to recognize tonal
patterns and sounds, as well as a sensitivity to
rhythms and beats;

6. Interpersonal —the capacity for person-to-person
communications and relationships; and

7. Intrapersonal —the spiritual, inner states of being,
self-reflection, and awareness.

C. Learner Learning Strategies

Recently, considerable definitions of learner
learning strategies have still emerged. Learning
strategies stand for special procedures a learner can
employ to facilitate learning and make learning more
effective.’’” Learning strategies, furthermore, are
defined as systematic plans, design, procedures or
maneuvers used during learning. It can be said that
language learning strategies, unlike communication
strategies which lay stress on the techniques of output,
emphasize the importance of the techniques of input.
As it is stated by Brown, learning strategies are
associated with input-processing, storage, and
retrieval; whereas communication strategies pertain to
output-how we productively express meaning and how
we deliver messages to others.18

Language learning strategies become the crucial
factors to determine how well students learn and

17 Diaz-Rico, L.T, Teaching English learners: Strategies and
Methods, (US: Allyné& Bacon, 2004), 106.

18 Brown, H.D., Principles of Language Learning and Teaching
(5t ed). (New York: Longman, 2000), 123.
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acquire second language. The strategies factors
influence the students” abilit' to learn second language.
In this notion, learning s! ategies refer to specific
actions, behaviors, steps, or | -chniques, such as seeking
out conversation partners, or giving oneself
encouragement to tackle a d ficult language task used
by students to enhance their . wn learning.1?

Moreover, Oxford onfirms that language
learning strategies are seen t« be relevant to all parts of
learning acquisition.?® He ad s that learning strategies
as the specific actions taker by the learner to make
learning easier, faster, mo:2 enjoyable, more self-
directed, more effective and " 1ore transferrable to new
situations. Many researchers and education staff have
started to apply strategies i: to the field of language
learning and teaching in ordc: to help students become
more successful learners.

In accordance to the na -ure of language learning
strategies, Rebecca Oxford enumerates eleven
fundamental features of them: ’

1. They contribute to the miin goal, communicative
competence.

2. Allow students to become more self-directed.

3. Expand the role of teacher .

4. Are problem oriented.

19 Scarcella, R. C & Oxford, R L., The Tapestry of Language
Learning: The Individual in the Commu icative Classroom, (Boston:
Heinle & Heinle Publishers, 1992), 6.

2 Oxford, Rebecca L. (1990), .

21 Rebecca Oxford, (1990:9)
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5. They are specific actions taken by the students.

6. Involve many aspects of the student, not just
cognitive.

7. Support learning, both directly and indirectly.

8. Are not always conscious.

9. Can be taught.

10. Are flexible.

11. Are influenced by a variety of factors.

In other view, Wenden proposes six criteria to
figure out the behaviour of using language learning
strategies.?? First, language learners are like risk takers
and tend to take particular actions that are referred to
as strategies. Second, these actions sometimes can be
observable or unobservable. Third, strategy use is
problem-oriented or goal-oriented to facilitate learning
and meet learning need. Fourth, strategies refer to
language learning behaviors that contribute learning
directly or indirectly. On the other hand, what learners
do to control, transform, storage, and retrieve incoming
knowledge, or regulate learning is called strategies
which directly relate to language learning. For another
hand, how learners communicate and how they create
chances to use the language are regarded as strategies
that indirectly facilitate learning. Fifth, strategies are
consciously used when learners try to learn new things.
Besides, strategies may become automatized.

Language Learning Strategies have been
classified by many scholars. However, most of these

22 Wenden (1987),
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attempts to classify languag. learning strategies reflect
more or less the same categorizations of language
learning strategies without any radical changes. For
example, Rubin classifies language learning strategies
into Learning strategies, ( ommunication strategies,
and social strategies:3

)

2)

Learning strategies

These are categorized iy o: cognitive learning and
meta-cognitive learning rategies. The former deals
with the steps or operec ions used in learning or
problem-solving that ‘equire direct analysis,
transformation, or synth 'sis of learning materials.
Rubin identifies 6 main ¢ gnitive learning strategies
contributing directly tc language learning: (a)
clarification/ verification, guessing/inductive
inferencing, (¢} deductive reasoning, (d) practice, (e)
memorization, and (f} oaonitoring. The latter is
concerned with overseeir z, regulating or self-direct
language learning. They nvolve various processes
as planning, prioritizing, setting goals, and self-
management.

Communication strategie-

These are less directly re ated to language learning
since the focus is on the process of participating in a
conversation and gettiig meaning across or
clarifying what th speaker intended.
Communication strategic3 are used by speakers

B Rubin, . Learner strategic- Theoretical assumptions,

research history and typology. in A. W 2nden & J. Rubin (Eds.),
(Englewood Cliffs, Nj: Prentice Hali, 1987), 15-29.
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when faced with some difficulty due to the fact that
their =~ communication ends outrun  their
communication means or when confronted with
misunderstanding by a co-speaker.
3) Social Strategies

These involve activities students engage in which
afford them opportunities to be exposed to and
practice their knowledge. Although these strategies
provide exposure to the target language, they
contribute indirectly to learning since they do not
lead directly to the obtaining, storing, retrieving,
and using of language.

Further, O'Malley and Chamot divide language
learning strategies into three main subcategories:24
a. Meta-cognitive strategies

It can be stated that meta-cognitive is a term to
express executive function, strategies that require
planning for learning, thinking about the learning
process as it is taking place, monitoring of one's
production or comprehension, and evaluating learning
after an activity is completed. Among the main meta-
cognitive strategies, it is possible to include advance
organizers, directed attention, selective attention, self-
management, functional planning, self-monitoring,
delayed production, and self-evaluation.

2 O'Malley, ].M., & Chamot, A.U. Learning stralegies in
second language acquisition, (Cambridge: Cambridge University
Press, 1990).
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In particular, metaco: nitive strategies deal with

these activities:

1.

34

Planning: Previewing tl e organizing concept of
principle of an anticipat d learning task (advance
organization); proposing strategies for handling an
upcoming task; generatiig a plan for the parts,
sequence, main ideas, or language functions to be
used in handling a task (¢ ganizational planning).

. Directed attention: Decidi 1g in advance to attend in

general to a learning tas. and to ignore irrelevant
distractors; maintaining ttention during the task
execution.

Selective attention: Decidi 1g in advance to attend to
specific aspects of lang.age input or situational
details that assist in perforinance of a task; attending
to specific aspects of language input during task
execution,

. Self-management: Underst.nding the conditions that

help one successfully accomplish language tasks and
arranging for the preseice of those conditions;
controlling one’s language oerformance to maximize
use of what is already knovn.

Self-monitoring; Checking verifying, or correcting
one’s comprehension or pe formance in the course of
language task. This has | 2en coded in the think-
aloud in the following ways: Comprehension
moenitoring, Production monitoring, Auditory
monitoring, Visual monil sring, Style monitoring,
Strategy monitoring, and I: »uble check monitoring,
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6. Problem identification: Explicitly identifying the
central point needing resolution in a task or
identifying an aspect of the task that hinders its
successful completion.

7. Self evaluation: Checking the outcomes of one’s own
language performance against an internal measure
of completeness and accuracy; checking one’s
language repertoire, strategy use, or ability to
perform the task at hand. This has been coded in the
think-aloud as: Production evaluation, Performance
evaluation, Ability evaluation, Strategy evaluation
and Language repertoire evaluation.

b. Cognitive strategies

Cognitive strategies are the strategies which
directly affect language learning in which they operate
directly on incoming information, manipulating it in
ways that enhance learning.?®> Cognitive strategies
involve interacting with the material to be learned,
manipulating the material mentally or physically or
applying a specific technique to learning task. These are
more limited to specific learning tasks and they involve
more direct manipulation of the learning material itself.
Repetition, resourcing, translation, grouping, note
taking, deduction, recombination, imagery, auditory
representation, key word, contextualization,
elaboration, transfer, and inferencing are among the
most important cognitive strategies.

25 O'Malley and Chamot (1990:44)
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These strategies dea with some activities as

follows:

1.

36

Repetition: Repeating a  hunk of language (a word
or phrase) in the coursc of performing a language
task.

Resourcing: Using avai able reference sources of
information about the 'irget language, including
dictionaries, textbooks, a1d prior work.

Grouping: Ordering, classifying, or labeling
material used in a langu. ge task based on common
attributes; recalling infor nation based on grouping
previously done.

Note taking: Writing down key words and
concepts in abbrevial \d wverbal, graphic, or
numerical form, to aisist performance of a
language task.

Deduction/induction:  Consciously  applying
learning or self develp rules to produce or
understand the target lar zuage.

Substitution: Selecting alternative approaches,
revised plans, or differont words or phrases to
accomplish a language ti-k.

Elaboration: Relating n w information to prior
knowledge; relating «ifferent parts of new
information to each otner; making meaningful
personal associations t information presented.
This has been coded in t e think-aloud data in the
following ways: Persc nal elaboration, World
elaboration, Academic ¢ aboration: Between parts
elaboration, Questioni g elaboration, Self



Teacher Talking Time In Efl Context

evaluative elaboration, Creative elaboration, and
Imagery.

8. Summarization: Making a mental or written
summary of language and information presented in
a task.

9. Translation: Rendering ideas from one language to
another in a relatively verbatim manner.

10. Transfer: Using previously acquired linguistic
knowledge to facilitate a language task.

11. Inferencing: Using available information to guess
the meanings or usage of unfamiliar language
items associated with a language task, to predict
out-comes, or to fill in missing information.

c. Socio-affective strategies
Socio-affective strategies refer to strategies

involving the interaction with others and the
management of personal emotions, attitudes, and
motivations.?6 These are related to social-mediating
activity and transacting with others. In other words,
social and affective strategies involve interaction with
another person to assist learning or using affective
control to assist a learning task, for instances,
questioning for clarification, cooperation, self-talk and
self-reinforcement.
1. Questioning for clarification

Asking for explanation, verification, rephrasing, or

examples about the material; asking for

26 (O’'Malley & Chamot, 1990).
37



Teacher Talking Time In Efl Context

clarification or verifica ion about the task; posing
questions to the self.

2. Cooperation
Working together with peers to solve a problem,
pool information, chec a learning task, model a
language activity, or ge' feedback on oral or written
performance.

3. Self-talk
Reducing anxiety by u: ng mental techniques that
make one feel competer to do the Jearning task.

4. Self-reinforcement
Providing personal 1otivation by arranging
rewards for oneself when a language learning
activity has been succes< ully completed.

Meanwhile, Oxford built a well-organized
strategy system which has jeen widely accepted and
used at present.?” Accord ngly, language learning
strategies are categorized ii-to six subcategories, they
are memory, cognitive, com- rehension, metacognitive,
affective, and social strate jies. Dealing with these
subcategorizes, in addition, Jxford divides them into
two main classes in which e ch mutually supports one
another; the first class is dirc 't (primary) strategies and
the second class is indirect (s1 pporting) strategies.

Direct strategies deal with the learning with
language itself and mental p ocessing of the language.

z7 Oxford, RL. Language lew ning strategies: What every
teacher should know, (Boston, MA: H inle & Heinle Publishers,
1990), 140.
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This class covers three subcategories, including
memory, cognitive, and compensation strategies.
Memory strategies help students store and retrieve new
information, such as grouping, association/elaboration,
or using physical response or sensation. Cognitive
strategies enable students to learn and produce new
language by different ways, such as repeating,
recombining, summarizing, analyzing expressions, or
taking notes. Furthermore, compensation strategies
help learners comprehend or produce language despite
their insufficient knowledge, such as making a guess,
coining words, or using gestures.

The second class, indirect strategies, concerns
the general management of learning with indirectly
involving the target language. These strategies can be
subcategorized into metacognitive, affective, and social
strategies. Metacognitive strategies, such as setting
goals, planning, monitoring or self-evaluating, allow
learners to control their own cognition. Affective
strategies are concerned with helping students regulate
their emotions, such as relaxing when nervous,
encouraging by a reward, or expressing feelings to
other people. Social strategies involve communication
and interaction with other people, such as asking for
help from others, cooperating with peers, practicing
English with other students.

Based on her classification, Oxford develops the
50-item strategy inventory for language learning (SILL)
to measure learners’ use of both direct and indirect
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language learning strategie: 2 The SILL is designed to
systematically represent all " inds of strategies regarded
as significant elements in la: guage learning. That is the
reason why Oxford’s fram work, compared to other
researchers’ taxonomy of I arning strategies, is more
popular as a widely used in- Tument.

In particular, Oxford summmarizes two classes of

learning strategies which co: 1prise six subcategories.
A. Direct strategies: m: mory, cognitive, and
compensation strategi. s

1.

a.
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Memory strategies: strategies to store and
retrieve aspects of th » target language

Creating mental linkages: Grouping
(Classifying or recla sifying language material
into meaningful unit-), Associating/Elaborating
(Relating new langu: ze information to concepts
already in memeory), ’lacing New Words into a
Context (Placing a word or phrase in a
meaningful sentence conversation, or story in
order to remember it}

Applying images an. sounds: Using Imagery
(Relating new lar zuage information to
concepts in memorv >y means of meaningful
visual imagery), Semiantic Mapping (making
an arrangement of w: rds into a picture, which
has a key concept at the center or at the top,
and related words a :«d concepts linked with
the key concepts by 1: eans of lines or arrows),

28 Oxford, Rebecca L. (1990, 140.



Teacher Talking Time In Efl Context

Using keywords (Remembering a new word
by wusing auditory and visual links),
Representing sounds in memory
(remembering new language information
according to its sound)

Reviewing  well:  Structured reviewing
(reviewing in carefully spaced intervals)

. Employing action: Using Physical Response or
Sensation (Physically acting out a new
expression (e.g., going to the door), or
meaningfully relating a new expression to a
physical feeling or sensation (e.g., warmth)

Cognitive strategies: strategies for using the
language and for understanding how it
works

Practicing: Repeating (saying or doing
something over and over), Formally practicing
with Sounds and writing Systems (practicing
sounds or practicing the new writing system),
Recognizing and Using Formulas and Patterns
(Being aware of and/or wusing routine
formulas  and unanalyzed patterns),
Recombining (combining known elements in
new ways to produce a longer sequence),
Practicing Naturalistically (Practicing the new
language in natural, and realistic settings).
Receiving and sending messages: Getting the
idea quickly (using skimming to determine the
main ideas or scanning to find specific details
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of interest), and usir g Resources for Receiving
and Sending Messa: es (using printed or non-
printed resources).

Analyzing and reasoning:  Reasoning
deductively (using ¢ »neral rules and applying
them to new tar. 3t language situations),
analyzing express ms (determining the
meaning of a new xpression by breaking it
down into parts), Analyzing Contrastively
(comparing elemer s (sounds, vocabulary,
grammar)), Translai ng {converting a target
language expression into the native language
or converting the rative language into the
target language), Transferring (Directly
applying knowledg« of words, concepts, or
structures from one | nguage to another).

. Creating structure ‘or input and output:

Taking Notes (Writir 3 down the main idea or
specific points), Svmmarizing (making a
summary or abstract >f a longer passage), and
Highlighting (using a variety of emphasis
techniques).

. Compensation strate jies: strategies for using

the language gaps in <nowledge

. Guessing intelligentl : Using Linguistic Clues

(seeking and using language-based clues),
Using Other Clues { eeking and using clues
that are not language rased)

. Overcoming limitat on in speaking and
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writing: Switching to the mother tongue
(Using the mother tongue for an expression),
Getting help (asking someone for help), Using
mime or Gesture (Using physical motion),
Avoiding communication partially or totally
(partially or totally avoiding communication),
Selecting the topic (choosing the topic of
conversation), Adjusting or approximating the
message (Altering the message), Coining
Words (Making up new words), Using a
circumlocution or synonym (Getting the
meaning  across by  describing  the
concept/ circumlocution or using a word that
means the same thing/synonym)

B. Indirect strategies: metacognitive, affective, and
social strategies.

1. Metacognitive strategies: strategies for
planning, organizing and evaluating learning
a. Centering Your Learning: Over viewing and
linking with already known Material (Over
viewing comprehensively a key concept,
principle, or set of materials), paying
attention (Deciding in advance to pay
attention in general), and delaying speech
production to focus on listening (Deciding in
advance to delay speech production).

b. Arranging and Planning Learning: Finding
Out about language learning (making efforts
to find out how language learning works),
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Organizing {(Un erstanding and using
conditions related * > optimal learning of new
language; organ zing one’s schedule,
physical environm: nt and language learning
notebook), Setting Goals and Objectives
(Setting aims 1§ r language learning),
Identifying the Pu: cose of a Language Task
(Deciding the purp sse of particular language
task involving lister ing, reading, speaking or
writing), Plamning, for a Language Task
(Planning for the language elements and
functions necessa y for an anticipated
language task or si uation), Seeking Practice
Opportunities (Seking out or creating
opportunities to prictice the new language
in naturalistic situat:ons)

. Evaluating learnir 3: Self - Monitoring

(Identifying error< in understanding or
producing the ew language), Self-
Evaluating (evaluating one’s own progress in
the new language)

2. Affective strategi: 3: Strategies for
approaching the task | ositively
a. Lowering  anxiet Using  Progressive

Relaxation, Deep | -eathing or Meditation
(Using Progressive Relaxation, breathing
deeply, and Meditat ng by Focusing), Using
Music (Listening to : »othing music, such as a
classical concert, as a way to relax), Using
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laughter (Using laughter to relax by
watching a funny movie, reading a
humorous book, listening to jokes and so
on).

. Encouraging vyourself: Making Positive
Statement (Saying or writing positive
statements to oneself in order to feel more
confident in learning the new language),
Taking Risks Wisely (Pushing oneself to take
risks in a language learning situation, even
though there is a chance of making a mistake
or looking foolish. Risk must be tempered
with good judgment), Rewarding Yourself
(Giving oneself a valuable reward for a
particularly good performance in the new
language)

. Taking Your Emotional Temperature:
Listening to your body (paying attention to
signals given by the body), Using a Checklist
(Using a checklist to discover feelings,
attitudes and motivations concerning
language learning in general, as well as
concerning specific language tasks), Writing
a Language Learning Diary (writing a diary
or journal to keep track of events and
feelings in the process of learning a new
language), Discussing Your feelings with
someone else (Talking with another person
(teacher, friend, relative) to discover and
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express feelings ab wut language learning)

3. Social strategies: str.tegies for working with
others to get input an 1 practice

a. Asking questions: \sking for clarification or
verification (Askin j the speaker to repeat,
paraphrase, explaii, slow down, or give
examples; asking i a specific utterance is a
correct), Asking ‘or Correction (Asking
someone for correc’ on in a conversation)

b. Cooperating with thers: Cooperating with
Peers (Working wit 1 other language learners
to improve langu ge skills), Cooperating
with proficient usc 's of the new language
(Working with nasive speakers or other
proficient users)

c. Empathizing witt  others: Developing
cultural understand ng (Trying to empathize
with another persor through learning about
the culture), Beco'ing the behaviors of
others as a possille expression of their
thoughts and t:elings; and when
appropriate, asking about thoughts and
feelings of others.



BASIC
3 CLASSROOM
TECHNIQUES

A. Classroom Interaction

It is broadly asserted that most researches in the
field second or foreign language context have revealed
to a great extent the importance of classroom
interaction that involves both input and output.?’
Classroom instruction, both in the form of meaningful
interaction and in the form of linguistic rules, may
influence the students’ level of acquisition.?® Successful
outcomes of learning may depend on the type of
language used by the teachers and the type of
interactions occurring in the classroom. In sum, it is
clear that the language used by teachers in the
classroom affects the nature of the interaction, which in
turn affects the success of students’ learning,.

In L2 learning, input plays a crucial role to the
students’ language development. Krashen confirms
that learning only takes place by means of a learner’s
access to comprehensible input.?! It is understood that
comprehensive and right quantity input is the central

29 (Allwright, 1984; Ellis 1990; Long, 1983; Swain 1985)
30 Ellis (1985)
3t Krashen (1982)
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concern that students are a>sle to learn language. The
implication for language te. ching is that the language
occupied by teacher or teacher talk should be
comprehensible in differc it forms and in right
quantities. This is becaus. teacher talk affects the
language produced by tudents, the interaction
generated, and hence the } nd of learning that takes
place. However, due to the 1 act that students cannot be
at the same level of linguist c competence at the same
time, it is suggested that na ural communicative input
should be created in order that each learner receive
some input that is appropria 2 for his/her current stage
of linguistic competence. Beside that, two-way
interaction is a particularly good way of providing
eomprehensible input becaus : it enables the students to
obtain additional contextual nformatton and optimally
adjusted input when mean ng has to be negotiated
because of communication problems.

On the other view, | ong (1983) suggests that
while exposure to comprehe: sible input is necessary, it
alone cannot ensure acquis tion. For acquisition to
occur, students should be at! srded ample opportunity
to negotiate meaning whe communication breaks
down. Negotiation raises stu lents’ awareness of those
language features which do ) ot match the standard of
the target language (TL) an | the parts that are still
beyond them (Gass, 1997). lIso through negotiation,
students obtain feedback fr« n interlocutors on their
language output, normaly in the form of
comprehension check, cla ification request and
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confirmation check. The feedback serves as an
indication for students to modify their production. Like
Krashen, Long has given prestige to comprehensible
input but he puts more emphasis on two-way
interaction, conversational adjustments as a result of
negotiation (Johnson, 1995) and how negotiation can
make the input more comprehensible.

Swain (1995) encompasses that in addition to
comprehensible input, students” output should not be
obeyed. This is because it has at least three important
contributions to make in enabling second language
learning. Talk can encourage students to pay attention
to not only semantic processing of the language but
also syntactic processing. Furthermore, the process of
using the target language is also the process for
students to test their hypotheses about it. It is also
when students have to produce the target language
that they realize how limited their interlanguage is. It is
also when faced with negative feedback that they are
“pushed” to come up with alternative linguistic forms
to get their meanings across. Lastly, talk plays &
metalinguistic function: students use language to
reflect upon their language use. Unlike reception-based
theories represented by Krashen and Long, Swain’s
theories have credited language development to
students” attempts at actually producing the target
language.

Based on the theories discussed, it can be
pointed out that each reveals the effects of different
types of classroom interaction on L2 acquisition from
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different perspectives, Son-e theorists have accorded
importance to comprel :nsible  meaning-focused
exposure to the target lanjuage and other theorists
have given significance to : :udents’ active negotiation
and their production ot comprehensible output.
Despite different points of v ew, they all emphasize out
the importance of intera.tion and negotiation in
facilitating students” secor d language acquisition.
Taken as a whole, they ha: : the following important
implications for language :achers, such as teachers
should ensure that the in ut that they provide to
students is comprehensible, make every effort to be
understood by each other by negotiating meaning, give
students ample practice in actually using the target
language especially for comi wnicative purposes, need
to broaden opportunities for tudents to participate in a
wide array of communicati 'e contexts which allow
their full performance of lang:1age functions.

B. Basic classroom technique .

The efficacy of lear er learning styles and
strategies should be taken in o account by teachers in
designing and delivering instruction. It is because the
success of learning depends much on the way how
individual can learn optimally on their own, process
the input s/he receives, and -eact as well as practice
output. For this reason, it is i nportant to note that the
success of teaching is obviou-ly in line with the way
how teachers are able to e gage students in such
productive and meaningful in tructions that lead them
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process and practice their language input-output

proportionally on their own. Hence, teachers are

required to have adequate knowledge and experience
about effective classroom techniques to facilitate and
help students in learning.

In any class, students’ participations are greatly
encouraged. In doing so, a teacher is required to
explore classroom techniques so as to deliver successful
language teaching. As an example, Haycraft outlines 14
basic classroom techniques, as follows:32
1) Look at all the students in the class

While teaching, a teacher has to switch her/his gaze
evenly from one side to another in the same way as
a well-regulated lighthouse does. In this way, s/he
will be able to know what is going on in the class
throughout the lesson so that s/he is able to
recognize who is paying attention and who is not.

2) Vary your techniques for asking questions
Questions are a way of catching students’ eyes. If a
student is yawning in the back row, ask him a
question. However, do not commence with the
name of the students you are addressing. There are
five basic questions, which a teacher asks: display —
a question in which the teacher already knows the
answer and wants the student to display

32 Haycraft, J., An introduction to English language teaching,
(Singapore: Longman, (1990).
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knowledge, referential- a question in which the
teacher does not know t e answer, comprehension
check—a question to find out if a student
understands, confirmatiin—a question to verify
what was said, and clari‘ication check—a question
to further define or clarif 3

3) Do not go round the class
It is suggested not to ask questions or to do
exercises in rote around he class so that they can
prepare the answers, and hen relax or vice versa.

4) Include everyone
Ensure that everyone is ca led on equally to build or
foster encouragement and motivation.

5) Make sure the class is s¢ ated in the best possible
way
It may be hardly possible to avoid having students
in rows facing a teacher. | it is the case, make sure
that empty seats are on y at the back and that
everyone s grouped ne.r the front as possible.
Ideally, everyone should b able to see one another.

6) Limit teacher talking time
The more a teacher talks, he less the students will
express themselves. Ideall: . the teacher should be a
stimulator who encourages the students to talk.

3 Gebhard, J.G. Teaching i 1glish as a foreign or second
language: A fleacher self-developmn it and methodology guide,
{Michigan: The University of Michig: 1 Press, 2006).
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Write clearly

Clear and well-written blackboard work is crucial.
Encourage your students

Providing reinforcement both positive and negative
should be managed with care.

Be careful with the use of grammatical terms
Making use of a few grammatical terms is advisable
to avoid wrong interpretation of a certain grammar
rule, but be as practical as possible. Emphasizing
the functions would be better than focusing on the
terms.

10) Encourage your students to practice English outside

the classroom

Besides performing well in the class, a teacher is
required to encourage the students to improve their
skills (e.g. asking them to read English written
newspapers or English spoken radios) outside the
class.

11) Take account of different levels within the class

A teacher should be aware that her/his class is
comprised of different students in terms of
intelligence, learning styles, or learning strategies.
For this reason, s/he ought to ask the students to do
a certain task on the basis of their own capacity or
learning pace.

12) Deal with individual problems

It is often best to deal with individual problems
after the class. It is suggested that a teacher keep
her/his student learning progress.
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13) Correct your students
When a student makes a 1istake, a teacher should
correct it gently.

14) Pair or group work
Working in pairs or grcaps will encourage the
students to participate mc e in the class and share
some ideas as well as help mne another.

15) Use students’ names corre: 1y
If a teacher is teaching ot er nationalities or races,
ensure s/he pronounces ier/his students’ names
correctly.

Meanwhile, Renandya proposes 10 command-

ments in language teaching. A nong them are:*!

1) You shall provide lots of g: od language input
The best way to learn a fi reign language is to live
in the country where the ! inguage is spoken or the
second best way is to 2ad extensively in that
language.

2) You shall give students pportunities to use the
target language
In any language class, ti-achers are experiencing
two situations: teache:-centered or learner-
centered. The former fo. ases on teacher-fronted
lesson, high percentage f teacher talk, and tiny
percentage of learner tal in the classroom. The

3 Renandya, W. The fen comn andments in TESOL, An
unpublished article (Singapore: REL: |, 2006).
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latter concentrates on pair work/group work and
communicative tasks.

3) You shall respect local varieties of English
Native speaker competence is not desirable—
because of needs to preserve cultural and personal
identity; not attainable due to extremely talented
and time constraints; and not practical —because
there are more non-native speakers than native
speakers and more likely to come into contact with
non-native speakers.

4) Thou shall not teach too much grammar
There are bad reasons for teaching grammar—it is
there, teachable, and testable; on contrary, there are
good reason for  teaching  grammar—
communicative reasons (comprehensibility and
clarity of ideas) and sociolinguistic reasons (nice,
reliable, educated persons, pleasant personality,
etc.).

5) You shall not overcorrect
Error is part of learning. Overcorrection can have
negative impacts (e.g. low esteem and fear of
making mistakes). For this reason, the teacher
needs to understand nature of error. It is kept in
mind that there is no best method for error
corrections, but effective feedback should be
positive and specific as well as be focused on
leverage on strengths, not just on weaknesses.

6) You shall not use mundane examples
Many teachers use mundane examples such as: (1)
My mother goes to the market everyday or (2) The
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Sun rises in the east. T e problems are discrete
sentences and absolutely uninteresting. Consider
the following examples:
« Conditional Clause

Jeane : Don't you think I sing with feeling?
Roommate : No, hon ¢! If you had any feeling,

you wou In't sing.

= Sim le Past
Wife You're wearing your wedding ring
on the vrong finger.

Husband ITknow Imarried the wrong man.

% A Short Text
Mrs Muthu really let herself go to pot after her
marriage, putting on :wveight rapidly. One day,
halfway through her * utteon Briyani, she had a
guilt pang and asked h. r husband, “Will you still
love me if I become to  fat?” "Of course not,” he
replied. “I promised o love you for better or

worse, not Hrough thick r thin.”
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7) You shall not treat all words equally
Words are not created equally meaning; there are
high and low frequency words.

8) You shall give thy students a lot if success
experience
Success leads to more success—focusing on
achievements not just on shortcomings And
providing more practice in what students can do,
not just in what they cannot do.

9) You shall not use de-contextualized tests
There are two options for language teachers: teach
to test or test to teach. De-contextualized tests are
widespread; most of which are multiple choice
questions (MCQs). It is suggested that a teacher test
the way s/he teaches.

10) Thou shall obey the first nine commandments.
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You can tell stude 1ts a lot what they need to
know very fast, b 1t they tend to forget what
you tell them even faster.

- Mel Silberman -

A. Teacher Talk

Teacher talk plays a :rucial role in language
learning as a tool used by teachers in implementing
teaching plans and achieving teaching goals. The term
teacher talk is defined and v ewed variously by some
experts. Richards (1992: 471) «onfirms that teacher talk
is the variety of language sor \etimes used by teachers
when they are in the proces: of teaching. In addition,
Rod Ellis (1985: 145) notes -hat teacher talk is the
special language that teacher: use when addressing L2
students in the classroom in which it is treated as a
register with its own specifi formal and linguistics
properties.

From those definitions, tcan be pointed out that
at least there are two iiportant features that
underlying the concept of tea. her talk. Firstly, the use
of teacher’s language in the cla srooms is different from
that of in the out side context f classroom since it has
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its own specific features which other varieties do not
share. Teacher talk has its own special style of speech
because it is restricted of the physical classroom setting,
special participants, and the goal of teaching as well.

Secondly, teacher talk is seen as a special
communicative interaction between teacher and
students. The use of teacher talk is aimed at delivering
the materials to the students, creating communicative
interaction, and developing the students’ language
proficiency. In this sense, teacher talk is a kind of
communication-based or interaction-based talk.
Teacher talk is occupied in the classroom when
teachers are conducting instructions, cultivating their
intellectual ability and managing classroom activities.

Another view is proposed by Nunan (1991) who
points out that teacher talk is crucially importance, not
only for the organization of the classroom but also for
the processes of acquisition. It is noted that teacher talk
plays important role for the organization and
management of the classroom since the language that
teachers occupy impact on the success or fail in
implementing their teaching plans. Meanwhile, in
terms of acquisition, teacher talk is important because it
functions as the major source of comprehensible target
language input the learner is likely to receive. In sum,
the amount and type of teacher talk is even regarded as
a decisive factor of success or failure in classroom
teaching.

In teaching English at secondary level in
Indonesia, classroom is regarded as the chief source for
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students. This means that eacher talk serves as the
major target language input 1 or the students. It is in line
with Stern’s ideas (1983:4(')) who says that if the
second language is learnt a a foreign language in a
language class in a non supportive environment,
instruction is likely to be the major or even the only
source of target language iny ut. Shortly speaking, it is
clear that amount and th¢ quality input provided
through teacher talk is 11e crucial element for
successful language learning n the classroom.

Since the distribution of teacher talk time is
crucial as an important fac or that affects language
learning, therefore, teachers should be able to offer
enough high-quality English anguage input and offer
more opportunities for stulents to use the target
language. It is suggested that anguage teachers can use
their talk not only neutrally t » convey comprehensible
information but also to exodress positive attitudes
toward their students in (1e language classroom
through their talk. Consequ: ntly, language teachers
can use their talk as a tool to maximize their students'
performance and interaction nd to promote positive
students’ attitudes toward the ' teachers.

In general, the discusc ion of teacher talk has
been mainly focused on oral f¢ ‘m of teacher talk in case
of how it can promote ci nmunicative classroom
interaction. Since not all teach. r talks are appropriately
effective and communicative 1 the classroom context,
teachers should be aware of th:: nature of the language
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they use in classrooms whether it is appropriate and
able to promote communicative interaction or not.

B. Features of Communicative Teacher Talk

When reflect to the English teaching practice, it
is quite often that teachers encounter some problems in
engaging the students in such productive
communication in the classroom even though they
have applied communicative language teaching
practice. The term communicative teacher talk does not
always refer to the amount of the language that
teachers use in the classroom communication. This
implies that not all types of teacher talk occupied by
teacher guarantee that successful interaction happen in
the process of learning. In line with this case, Cullent
(1998:179) suggests the teachers to pay attention not
only on how much teacher talk should be occupied but
also on how effectively it is able to facilitate learning
and promote communicative interaction in the
classroom, for instances, the kinds of questions they
ask, the speech modifications they make when talking
to the students, or the way they react to student errors.

In respond to creating fruitful interaction,
Thornbury (1996:281-282) notes the characteristics of
the language used by teacher which are considered as
being communicative, some of them are the use of
referential questions, content feedback, speech
modifications and negotiation of meaning. The criteria
of communicative classroom interaction above are of
course hard to implement in the teaching practice. For
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instance, the use of exclusive display questions and
form-focused feedback are st:ll dominant in the process
of learning. On the conter of teaching English at
secondary level in Indonesic it cannot be denied that
commonly teachers still conc rn on the use of exclusive
or excessive use of display « aestions that are far from
being called communicative since it cannot result in
genuine communication. Besides, the feedback
provided by teachers is ma nly focusing on form in
which teachers only show interest in the correct
formation of the students’ ontribution. This matter
must be one of crucial aspec s that cause the students
reluctant in learning, passive n joining the lesson, have
less confidence and self-relia: ce, and have bad attitude
toward teacher talk. The abs. nce of those criteria may
result in less or uncommun cative interaction in the
classroom.

.



QUESTIONING
5 STRATEGIES

A. Teacher’s Questioning in ESL Classroom

Questioning is widely accepted to play a vital
role in ESL teaching. The term questioning is defined
variously by some experts. According to Seime
(2002:10) questions in the classroom refer to any
statements intended to evoke a verbal response.
Furthermore, Hyman (1972:216) defines question as a
word that refers to the eliciting of a verbal response
and may take any grammatical form, such as
declarative, interrogative or imperative. Moreover,
Hunkin (1995:4) notes that questions are devices by
which the teacher evaluates specifics of learning to
conceptualizing questions as a means of actively
processing, thinking about, and wusing information
productively. Drawing upon these definitions, it can be
pointed out that teacher's questioning is the
instructional cues or stimuli employed by the teacher to
convey the students about certain content elements to
be learned and directions for what they are to do and
how they are to do it.

Richards & Lockhart (1994) state that
questioning is one of the most common techniques
used by teachers and serves as the principal way in
which the teacher controls the classroom interaction.
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The use of sufficient questicning in the classroom can
promote the teaching and learning language more
effective and motivating. A good question plays
significant role in deepenir ; the lesson in language
classroom. However, in or ler that questioning can
assist the students’ learnir ; optimally, the teacher
should structure his questior in a way that they can be
applicable and understoo. easily. The following
sections highlight the disct ssion of the function of
questioning, types of que-tions, and questions in
interaction.

B. Function of Questioning

Teacher’s questioning ias been broadly asserted
to take crucial roles in the instructional process
especially in the field of second language learning.
According to Banbrook and Skehan (1990), teacher’s
questions are of extreme sign:ficance in which they can
be used to let students keep t.king part in the discourse
and even modify it so that tl e language will be more
comprehensible. Teacher’s qustioning is pivotal to the
instructional process becau-' questioning is one of
instructional tools that is fre juently occupied by the
teacher to deliver the instruct. »n.

Particularly, Brualdi (1998) confirms that
questions are used to help th: teacher to ascertain the
level at which their students understand the concepts
presented during the instruct >n. They are importantly
occupied by the teacher in s veral different purposes,
such as to engage or encrurage students’ active
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participation in the lesson, allow students to express
their thoughts and hear explanations offered by their
peers, and keep students alert or on task during class
time. Additionally, questions are recognized to provide
significant contribution in English language teaching
because students’” achievement and their level of
engagement may be affected by the types and quality
of questions teachers formulate and wuse in the
classroom.

In accord to the purpose of questions, Donald &
Eggen (1989) endeavor to group questions into three
general areas, they are diagnostic, instructional, and
motivational. In case of diagnostic tool, classroom
questions allow the teacher to glimpse into the
students’” mind to figure out not only what they have
already known or do not know but also how they think
about particular topic. By using strategic questioning,
for example, the teacher can evaluate the level of
students’ thought to identify not only what students
know but also gaps and misconceptions. In other
words, teachers’ questions are imperative to students’
learning because they mediate the interactive processes
in the learning environment in a number of important
ways, for instance, the questions that teachers
formulate and ask the students are considered to be
cues and clues which focus their attention on what
needs to be learned and the teachers’ questioning
patterns affect which students learn and how much
they learn.
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Another important function that questions
perform is instructional. Th ' instructional function is
related with the role that . uestions take account in
facilitating students learn n¢w lesson and integrate it
with the old one. Questions alert students to the
information in such lesson. Beside that, questions are
also valuable in the learnir ; of integrated bodies of
knowledge. Toward this goa questions can be used to
review previously learned material to establish a
knowledge base for the new material to be learned. In
addition, as the new mat. -ial is being developed,
questions can be used to clariy relationships within the
content being discussed.

In addition to its impc -tant roles, questioning in
L2 teaching is recognized o be beneficial for the
teacher to motivate studen s to attend the lessons
attentively. This means that :lassroom questions deal
with motivational function. t hrough questionings, the
teacher can engage studeni actively in the lesson,
challenge their thinking, and rose problems for them to
consider. Questions at the pr- vious stage of the lesson
can be used to capture studer ts” attention and provide
a focus for the lesson. In add tion to this, frequent and
periodic questions can encourage active participation
and provide opportunities i the lesson for continued
student involvement.

Based on the ideas explured, it can be underlined
that there are a variety of | arposes and reasons for
asking questions in the classrcoms by teachers. Broadly
speaking, teachers’ questions -an be considered as the
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most powerful device to lead, extend and control
communication in the classroom.

C. Types of Questions

Teachers in ESL classroom mostly employ
different types of questions in order to make the
teaching practice run smoothly and effectively, to help
the students gain optimum results of learning, and to
enhance students’ proficiency in the target language.
There are different types and classifications of teachers’
questions in teaching and learning process. In accord to
this, Richards and Lockharts (1994:186) describe three
types of questions posed by teachers in facilitating the
students in L2 learning; they are procedural,
convergent and divergent questions.

Procedural questions deal with regular
classroom management as opposed to the content of
learning. Richards and Locharts (1994:186) state that
these sorts of questions occur in the classroom while
teachers are checking that assignments have been
completed, that instructions for a task are clear, and
that students are ready for a new task. In this way,
procedural questions are designed to engage students
in the content of the lesson, facilitate students’
comprehension, promote classroom interaction and
ensure the smooth flow of the teaching process.

In addition, convergent questions encourage
students’ responses which focus on the topic being
discussed. Convergent questions have a more narrowly
defined correct answer in which the answer is
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commonly short, requires li: le reflection and requires
that the responded recall frc n memory a bit of factual
information, for example, \ 's/no answers or simple
statements. Convergent ques ions may also be referred
to as closed-ended questions meaning that the teacher
is looking for an anticipat: 1 response that requires
students’ little original thot ght. In other words, the
answer will have been prc rided within the context
assigned by the teacher.

Furthermore, divergeat questions are quite
different from convergen: questions. Divergent
questions are regarded as opt 1-ended by nature. These
questions encourage diverse student responses which
are not short answers and v-hich require students to
engage in higher-level th nking. They encourage
students to provide their ow o information rather than
recall previously presented information. In general,
divergent questions often re.uire students to analyze,
synthesize, or evaluate a ki owledge base and then
project or predict different ou comes.

Beside that, another ¢l :ssification of questions is
based on Bloom’s taxonomy There are six levels of
Bloom’s Taxonomy and ques'ions at each level require
the students responding to use a different kind of
thought process. These six evels cover: knowledge
comprehension, application, analysis, synthesis, and
evaluation (Cooper, 1986).

There are also oth.r scholars who have
explained the art of asking . iestions. Erickson (2007)
divides the types of questior ; in three general terms,
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such as factual, conceptual, and provocative questions.
These types of classification are similar with the one
that have been discussed earlier. For example factual
questions refer to questions that are easily answered
with definitive and comparatively simple answers.
Conceptual questions might be ones that are
convergent, divergent or evaluative in construction.
The provocative are questions that entice and can not
be answered with easy answers.

Moreover, Nunan (1989) has indicated the
distinction between display and referential questions.
He states that a display question is one to which the
teacher knows the answer, whereas a referential
question is one to which the person asks the question
does not know the answer. In particular, it is explained
that referential questions provide wide range of
opportunity for the students to express their ideas
without any restrictions and develop the out put of the
target language. On the other hand, display questions
are those to which the answers are already known and
which are designed to elicit particular structures, while
referential questions are ones to which teachers, in
naturalistic and classroom discourse, do not know the
answers already (Richard & Lockhart, 1994).

D. Questioning in the Classroom Interaction

The most important key to creating an
interactive language classroom is the initiation of
interaction by the teacher (Brown, 2001:169). It is
suggested that the English teacher initiate the

69



Teacher Talking Time In Efl Context

communication during the instruction starting from
previous stage of instructior to the end of post-activity
by providing sufficient stimu [i to create communicative
interaction in the classroor:. One of ways to create
sustainable interaction in the classroom is by
developing a repertoire of juestioning strategies. In
accord to this, Richards and 1 ockharts (1994:185) justify
that teacher’s questionings ¢ n stimulate and maintain
students interest, encourage -tudents to think and focus
on the content of the lesson, ¢nable the teacher to check
students understanding, en ble the teacher to elicit
particular structures or vocabulary items and
encourage student participation in a lesson.

In addition to the rolc s of teacher’s questioning
in creating interaction, Cottc 1 (1988) recommends the
teachers to frequently incc porate questioning into
classroom teaching/learning practices. In this notion,
teachers are recommended t« provide questions which
focus mainly on such elenw nts in the lesson, avoid
questioning students about ¢ ‘tfraneous matters, pose a
majority of higher cognit ve questions, and ask
questions before as well as after material is read or
studied. Furthermore, it is 1so suggested to avoid
vague or critical responses t. student answers during
recitations by using praise s} wingly and make certain
it is sincere, credible, and «irectly connected to the
students' responses.

In order to promote . 1d sustain interaction in
the classroom, there are som:: techniques that can be
employed by the teachers, such as by employing
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comprehension checks, confirmation checks and
clarification request (Allwright and Bailey, 1991:123).
Comprehension check is used by the teacher to find out
whether the students understand what has been said or
not. Beside that, a clarification request is a request for
further information or help with understanding
something the teacher has previously said. While a
confirmation check is that the teacher queries about
whether or not the students understand his correct
meaning.

Meanwhile, the effective use of communication
skills by the teacher is conducive to the development of
positive interaction in the classroom. In line with this
case, McComas and Abraham (1995) convey that there
are some components that cause successful interactions
in the classroom which the teacher should pay
attention when occupying questions. They cover
physical setting, teacher’s attitude, hints for calling on
students to maximize student participation, wait-time
after asking questions, handling student responses to
questions and responding to students' questions.

Firstly, the teacher needs to be aware of the
acoustics of the room in which they teach and make
sure whether or not students can hear the questions
asked by teachers and other students. Additionally,
teachers should be able to listen attentively to the
students’ response, encourage him to continue, and
help them to focus the attention of the class on the
student who is responding to the question by
maintaining eye contact or using nonverbal gestures. In
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order to maximize student ' participation, there are
several ways that teachers should do, for instances,
asking questions of the ertire class and trying to
encourage all students to p. rticipate, calling students
by their names as opposed t: pointing in their general
direction, making an atte apt to randomly select
students to respond, tryin: to avoid repeating all
student responses and ant. ipate the students who
dominate in class and giviny students a wide range of
opportunity to ask questions.

Another factor that n ight be possibly to have
powerful effects on student | articipation is the amount
of time the teacher pauses I :tween asking a question
and doing something else. [t is generally asserted that
the use of appropriate wait ti: 1e will be able to improve
students’ participation in the classroom questioning as
students are better able to ¢ »mprehend the question,
consider the available inl rmation, formulate an
answer and provide optimal response. In addition, an
important aspect of questiv 1ing in order to create
classroom interaction is that the strategy used by the
teacher to handle students’ responses. The teachers
should be able to choo-e suitable questioning
strategies, for instances, ruinforce, code-switching,
probe, refocus, rephrase or rodirect when the students
respond or ask questions. The following section
highlights various strategiex of questioning that the
teacher commonly practices it the classroom.
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E. Previous Research on Questions in ESL Classrooms

There is a wide range of research on questioning
in the teaching process. Inspired by the new trend in
language teaching pedagogy in which more emphasis
is placed on the role of teachers, Farahani & Mirsharifi
(2008) conducted an experimental study to find out
whether there is any significant difference between
effective and less effective teachers in terms of their
questioning behavior and feedback in the classroom.
This study involved 60 university students majoring in
English that were randomly selected and representing
two proficiency levels of L2 as intermediate and post-
intermediate students. The question types chosen
included display and referential ones and the feedback
categories under investigation encompassed explicit
correction, recasts, clarification feedback, metaliguistic
feedback, elicitation, and repetition. The study firmly
supports the conclusion that effective teachers ask
significantly more questions than less effective ones
and provide significantly more corrective feedback
than their less effective counterparts. The present study
also reveals that effective teachers ask referential
questions far more often than they ask display
questions.

Furthermore, Shomoossi (2004) in his study “The
effect of teachers’ questioning behavior on the
classroom interaction: A classroom research study”
endeavored to explore the patterns of questioning
behavior and their interactive impacts. This study
employed non-participant observation to gain the data
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needed focusing on two qu:stion types, display and
referential. Forty reading .o>mprehension classes in
Tehran universities were ob: xrved by the investigator.
The findings indicated tha: display questions were
used by teachers more fr quently than referential
questions, and showed that r >t all referential questions
were able to create enough interaction. Some factors
leading to the reduced am unt of interaction were
found such as repeated  uestions, low language
proficiency, and limiting the class to the textbook,
while the factors that erianced the amount of
interaction such as intet:sting topics, teacher's
attention, misunderstanding information gap and
humor. But, it was quite di ficult to justify whether
referential questions were 1 .ore useful for language
learning or display ones w.re useless as the use of
questioning strategy depend in each particular context
itself.

Sahin, Bullock & Stables (2002) have also
examined the relationship ! etween teachers’ beliefs
and their practices at Key Sta: e 2 (ages 7- 11) as regards
to the use of questioning 5y using interview and
observation techniques. Ques:ions used by pre-service
teachers were also investigate | by Moyer and Milewicz
(2002). They pointed out tha pre-service teachers use
questions for checking, probir 3 and for instruction.

In addition, Zee et. al (2001) conducted a case
study to investigate ways ot speaking that encourage
students to formulate insightt :] questions about science
topics and express their ow ideas during reflective
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discussions. Student and teacher questions during the
three ways of speaking (guided discussions, student-
generated inquiry discussions, and peer collaborations)
were documented and interpreted. Results indicate that
student questions occurred when discourse structures
were set up that explicitly elicited student questions,
engaged students in conversations about familiar
contexts, created comfortable discourse environments
in which students could try to understand one
another's thinking, and established small groups where
students were collaborating with one another.
Typically they elicited student thinking by asking
questions that develop conceptual understanding, such
as questions to help students clarify their meanings,
explore various points of view in a neutral and
respectful manner, and monitor the discussion and
their own thinking. They also elicited student thinking
by practicing quietness through long wait times,
attentive silence, and reticence.

Sounders, Gall, Nielson and Smith (2001) did an
experimental study in order to evaluate alternative
methods for training pre-service teachers in
questioning skills. In their study, some treatment
groups received videotape and handbook instruction
and regular microteaching practice with junior high
school students. Two other groups received the same
instruction and regular microteaching or classroom
observation experience. One group received instruction
based on a traditional exposition method. Comparisons
revealed that regular and peer micro teaching
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produced the most consstent gains in use of
questioning skills.

Hamilton and Br:dy (1991} investigated
individual and class wic > patterns of teachers’
questioning in social studic and science classes. The
data was gathered from cl. ssroom observations. The
results showed that there we e no differences in teacher
questioning between coitent areas for either
mainstream or regular educ. tion students at the micro
level (teacher to individual - udent). However, it was
found that the teachers aske« more academic questions
than non-academic questions at the macro level.

Most of studies abcve suggest that teacher
should sharpen their effect ve questioning skills by
becoming familiar with diffc "ent types of questions in
order to help students th nk more critically and
creatively. In addition, teachers must understand the
elements of verbal questionir:g and have a willingness
to practice them. Teachers ne -d to have expertise in the
skill of asking questions. However, effective
questioning  skills requir¢ technical knowledge.
Teachers’ questions give the students a wide range of
opportunity to connect what aev know with what they
needed to examine and reflec on in their own thinking.

Given the importance of questions in eliciting
students’ responses and enga jing their participation, a
lot of studies of questions 1ave been done both in
content and language classr. yms. They have different
points of emphasis. Som:: studies focused on
demarcating question types and the effects of the
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question types on student learning. Others looked at
questions in interaction, exploring the ways teachers
modified questions to facilitate student learning. Still
others centered on how teachers jointly constructed
knowledge with students by way of questions.
However, little has been researched on how
questioning strategies assist on the L2 learning, for
instances, the extent to which the teacher use code-
switching, probing, redirection and reinforcement in
the classroom questionings. Therefore, this present
study endeavor to explore the teacher’s questioning
strategies focus on the four aforementioned strategies
in the secondary school.

F. Questioning Strategies

Admitting the significant role of teachers'
questioning in creating an interactive language
classroom, Brown (2001) suggests that the teacher is
inclined to enhance his role as an initiator of interaction
to develop a repertoire of questioning strategies.
Developing appropriate questioning techniques is an
important part of teaching and assessing students’
learning. It is suggested that the teacher should be able
to identify the types of questions asked, why he
occupies that sort of questions, and what techniques
are utilized to improve the questioning that occurs in
the classrooms.

In wider context of classroom interaction, how
questions are asked has a great impact on students’
outcomes. These outcomes are shaped not just by how
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the teachers phrases and use; some types of questions,
but are also shaped by the v ays in which students are
encouraged to generate the r own questions (Wilen,
1991). In other words, teachc¢ 's are expected to develop
students’ questioning skills : 1d employ different types
of questions in ESL Classroor 1s in order to improve the
learning opportunities for tl > class, motivate students
to talk more, and provide res »onses.

It is believed that motivating students to
communicate with the lang age entails knowledge of
the types of questions on th . part of the teacher. The
teacher has to be well aw re of the purposes and
strategy of questioning. If uestionings are properly
handled and employed, they may facilitate interaction
and bring about the necessa: v changes in the students
language proficiency. To summarize, it can be
underlined that the teacher should be able to apply
such effective strategy of h:; questioning practice in
order to promote students’ earning and achieve the
targeted instructional objectiz 2s.

As well as knowing what questions to ask,
teachers also need to know h)w to organize questions,
what strategies to emplo', and answer in the
classroom. There are many lifferent ways of asking
questions to the students. Fr example, teachers can
make a use of nomination - rategies (Doff, 1988). By
using this strategy, the teach. r can ask each student in
turn round the class, let ¢y student call out the
answer, choose a student to nswer or get the class to
answer in chorus, and so fc ‘th. These Strategies are
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helpful for language teachers to encourage students to
answer questions in group or individually.

Apart from nomination strategies, there are

various questioning strategies that may help language
students if employed by language teachers in ESL
classrooms. McComas and Abraham (1995) note some
techniques for successful questioning as follows:

Phrasing: teacher communicates the question so that
the students understand the response expectation.
Adaptation: teacher adapts the question being asked
to fit the language and ability level of the students.
Sequencing: teacher asks the questions in a patterned
order indicating a purposeful questioning strategy.
Balance: teacher asks both convergent and divergent
questions and balances the time between the two
types. The teacher uses questions at an appropriate
level or levels to achieve the objectives of the lesson.
Participation: teacher uses questions to stimulate a
wide range of student participation, encouraging
responses from volunteering and non-volunteering
students, redirects initially asked questions to other
students.

Probing: teacher probes initial student answers, and
encourages students to complete, clarify, expand or
support their answers.

Wait Time: teacher pauses three to five seconds after
asking a question to allow students time to think.
The teacher also pauses after students’ initial
responses to questions in class.
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In addition, an impo tant aspect of classroom
interaction is the manner in vhich the teachers handle
student responses. When th: teacher asks a question,
students can respond with the anticipated answer,
respond with an unanticipat d answer, ask a question
of the instructor, or ¢ven giv. no response at all. When
an initial question fails > elicit student wverbal
responses or when the teach« - senses that a question is
difficult or ambiguous, s/he ends to modify the form
and/or content of the questi n by a variety of means,
such as, repetition, rephr sing, offering cues or
providing examples. Depend ng upon how the student
reacts, the teacher may tak: one of several actions.
Goodwin et al. (1992) sug: est that teacher should
reinforce the student resp:nse, probe for further
information, refocus the que- ion, redirect the question
to another student, use code- -witching or rephrase the
question for the same student In this present study, the
teacher’s questioning is nainly focused on the
investigation of these four ki1 ds of strategies; they are
code-switching, probing, redirection and
reinforcement. These que tioning strategies are
discussed in more detail in t! e following subheadings
respectively.

a. Code-Switching

In L2 classrooms conte <t, using code switching
is a frequent practice. The term code switching is
defined variously by some experts. Richards and
Schmidt (2002:91) defines cod e switching as a change
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by a speaker from one language or language variety to
another one, and it can take place in a conversation
when a person start speaking one language and then
change to another one in the middle of their speech, or
sometimes even in the middle of a sentence. In line
with this definition, Myers-Scotton's  (2006:239)
confirms that code switching is the use of two
languages varieties in the same conversation.
Furthermore, it is confirmed that code switching occurs
when bilinguals alternate between two languages
during one interaction with another bilingual person.
In other words, code switching deals with the change
of language made by teachers from the target language
to native language.

Teachers’ code-switching behaviors have been
widely addressed in ESL classroom studies. Piasecka
(1988) suggests that teachers’ use of students’ native
language is a joint decision between the teacher and
students. It has been listed some possible occasions for
using students’ native language, including classroom
management, presentation of grammar, discussion of
cross-cultural issues, and the assessment of
comprehension. In line with this, extensive research has
been carried out on using code switching in the
classroom as a contextualization cue, as Martin-Jones
(2000) pointed out that such contextualization cue
range from phonological, lexical and syntactic choices
to different types of code switching and style shifting.

Some studies suggest that code switching in the
classrooms not only just normal but useful tool of
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learning. In accordance to this matter, Cook (2001)
refers to code switching in he classroom as a natural
response in a bilingual s uation and it is highly
desirable among students Moreover, in eliciting
teachers’ reflections to th:ir classroom teachings,
Probyn (2010) notice that r ost notable strategy that
teachers used is code switchi1g to achieve a number of
communicative and metaling: iistics ends.

Additionally, Baker 006) confirms that code
switching can be used to em shasize a particular point,
substitute a word in place f unknown word in the
target language, express concept that has no
equivalent in the culture of the other language,
reinforce a request, clarify a oint, express identity and
communicate friendship, eas. tension and inject humor
into a conversation. Broadly speaking, code-switching
is broadly employed in L. language classrooms to
facilitate students” compreher sion. Alternatively, code-
switching is a strategy for tea. hers to adapt to students’
English proficiency, teaching ;oals, and teacher roles.

b. Probing

Although the role an:| importance of probing
questions has long been know 1 by educators, the use of
probing questions is not a fr :quent practice by many
teachers (Newmann, 1988). [’ obing questions is a type
of open-ended or higher ord: r questions that not only
extend students’ knowledge -eyond factual recall and
repeating learned skills, but lso push students to use
previous knowledge to ex|lore and develop new
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concepts and procedures. In other words, probing deals
with teacher probes initial student answers, and
encourages students to complete, clarify, expand or
support their answers. Probing questions are intended
to help the students think more deeply about the issue
at hand. This may be the case that the initial response
provided by students may be superficial. Therefore, the
teacher needs to use a questioning strategy called
probing to make students explore initial comments.
The main reason is that probes are useful in getting
students more involved in critical analysis of their own
and other students' ideas.

Probing can be done in several ways depend on
the teacher’s purpose. McComas and Abraham (1995)
say that probes can be used to: (a) analyze a student's
statement, make a student aware of underlying
assumptions, or justify or evaluate a statement, (b) help
students deduce relationships. Instructors may ask
student to judge the implications of their statements or
to compare and contrast concepts, and (c) have
students clarify or elaborate on their comments by
asking for more information.

c. Redirection

Redirection deals with questioning strategy in
which the teacher endeavor to guide students to
convey their ideas. Redirecting students’ responses can
be done in several ways. For instance, when a student
responds to teacher’s question, then the teacher can ask
another student to comment on his statement, give
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additional information, or ‘-eject his ideas. In other
words, this strategy can also be used to allow a student
to correct another studen! s incorrect statement or
respond to another studen s question. The ultimate
purpose of using this tec mique in the classroom
questionings is that to «<)able more students to
participate in the classroom i iteraction.

d. Reinforcement

Another important rategy in handling the
students’ response is tha the wuse of teacher’s
reinforcement. In the classroom questioning,
reinforcement refers to the st engthening of a response
as a result of repetition follo ved by a positive reward.
The teacher should be able t« reinforce in positive way
students’ responses and jJuestions in order to
encourage them engage 1.0re actively in future
participation. In accord to thi- . the teacher can reinforce
students by making posil' /e statements or using
positive nonverbal commun :ation. Proper nonverbal
responses include smiling, 1n>dding, and maintaining
eye contact, while improy:r nonverbal responses
include looking at notes whil» students speak, looking
at the board or ruffling papers. McComas and
Abraham (1995) state that t' e type of reinforcement
provided will be determined by the correctness of the
answer and the number .  times a student has
responded. If a student give an answer which is off
target or incorrect, teacher may want to briefly
acknowledge the response bu not spend much time on
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it and then move to the correct response. Beside that,
Teachers may want to provide a student who has never
responded in class with more reinforcement than
someone who responds often. It is suggested to vary
reinforcement techniques between various verbal
statements and nonverbal reactions and avoid the
overuse of reinforcement in the classroom by overly
praising every student comment.
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A. Schemata Theory

Schemata theory depa ts from a conception that
every activity always inv:lves understanding the
knowledge that has been owned by someone.
Widdowson states that a per: on's cognitive schemata is
a construction arrangen.ent contains various
information in long-term m: mory.3® Furthermore, the
concept of schemata as Land 'y lays out the process of
how knowledge stored in he brain and how that
knowledge is used.?” From t ese statements, it can be
said that schemata is an initic knowledge possessed by
a person comes from previjus experiences that are
recorded in the memory.

35 Al-Issa, A., “Schema Ther 'y and L2 Reading
Comprehension: Implication for Te ching,” Journal of College
Teaching & Learning, vol. 3/7, (2006, uly), 41.

36 Widdowson, H.G., Learn- tg Purpose and Language Use,
{Oxford: Oxford University Press, 1' 83), 143

% Landry, K. L., “Schema tI- -ory-based pre-reading tasks:
A neglected essential in the ESL re. ling class,” The Reading
Matrix, 3/1, (2002),34
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In learning activities, when students acquire new
knowledge, they try to relate the concept that
knowledge into their memory structure to help them
understand new knowledge. In reading
comprehension, students should not only know the
meaning of the word or sentence level, but they must
be able to identify and interpret the content of reading.
Activation of schemata assists students in predicting
discourse or new information and also assists them in
developing new information.

In order that students are able to understand the
reading well, their schemata must be active before they
begin to read the text.3® Schemata activation is so
petrified in the success of students to understand the
content of reading. The students’ prior knowledge will
be active when the new information from the outside
can be accepted and linked to information that has been
previously owned by them.

B. Types of schemata

Generally, schemata can be divided into three
main types, namely: linguistics schemata, formal
schemata and content schemata. The three types of
schemata above may affect the success of students’
reading comprehension. These three types of schemata
are reviewed comprehensively in the following

38 Wallace, Reading, (Oxford: Oxford University Press,
1992), 33.
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subheadings in order to facil.tate our understanding of
its application on reading cla s.

1. Linguistics schemata

Linguistics schemata re language skills owned
by the reader covering th: mastery of vocabulary,
sentence structure, pronunci tion and idioms. Among
the three types of schemata. linguistics schemata play
an important role in unders anding a reading text. If
the students do not have g¢ »d linguistics knowledge,
they will get difficulties or e' 2n not able to capture the
contents or messages of the text. In other words, the
information from the readin: text, whether implicit or
explicit message, will not be captured well because of
limited language skills tl:y have. As a result,
communication between aut0ors and readers can be
fail or break down Theret: re, the higher or lower
linguistics abilities of readers -esult in their high or low
understanding of the reading »assage.

2. Formal schemata

Formal schemata can be defined as the prior
knowledge of the student. related with rhetorical
structure and organization f a written text. These
schemata include various as: ects, such as knowledge
of the types of text, generic st 'ucture, organization and
language features that are us: 1 in every type of text as
tense, verb, conjunctions and : o forth.

When readers or stude! ts read the text, they will
observe and recognize the t1 oe of texts that is being
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read and the structure of the various styles of the
language used. Students' prior knowledge related to
formal schemata will help them identify text that is
being read, such as essays, poems, novels, fiction,
articles or a procedure to help them understand the
information. Thus, by having sufficient knowledge of
this field, they are going to grasp easily the intent,
purpose and content of the text well.

3. Content schemata

Content schemata can be defined as students’
prior knowledge related with the topic, theme, or story
ideas of a text. These schemata can be manifested in the
form of initial empirical experiences of the students in
reading, cultural understanding, and their knowledge
of the topic prior to reading passage.
In the process of reading, content schemata are very
important because they can help student improve their
comprehension. Possessing sufficient content schemata
will help students understand the content or message
of a text by predicting, sorting the information, and
relate it to what happened before. Therefore, in order to
help students understand the content of reading, it is
important for the lecturer to associate the material with
events that closely related to the students” experience.

Implementation schemata Theory based Pre-Reading
Activities

Schemata theory is a systematic process to
activate students' prior knowledge to link and develop
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knowledge with new krwledge. Students' prior
knowledge  activation  process  includes  an
understanding of the purp: se of reading and builds
their new knowledge with ' >spect to the contents and
structure of the material the: are learning,

The study of the app ication of schemata in pre-
reading activities, which ire focused to see the
advantages and disadvar ages have been done.
Khemlani and Lynne state t at prior knowledge plays
an important role in build ng understanding of the
child in an effort to understar d a new text; activation of
prior knowledge would mal » children be motivated to
read because they are able to predict and construct
their knowledge with tle general or detailed
information in a text.? It is hi shly recommended by the
expert to enable schemata | ossessed by the students
before the process of learni g reading. In this study,
schemata were implemented n pre-reading activities to
gain knowledge and de: zlop activities and to
understand the reading mate al.

There are several me hods that can be applied
to activate prior knowledge >f students, for example,
with the application of brain~ orming.4? Brain storming
is a technique of teaching w -ere the lecturer explores
prior knowledge by giving 1e students questions or

3% Khemlani, M. D. and Lyn: e, N.,. “Selection of reading
texts: Moving beyond content scher a,” Liferacy Across Cultures,
vol. 4,1 (2000}

0 [hid.
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problems related with the reading passage being
learned which are contextualized with students’
knowledge or experience in order that they can make
connection of the content and assess the information
more easily without fear of making mistakes.4!

This technique can help students organize and
develop their prior knowledge and assist them in
understanding the reading process effectively and
optimally. Activating students’ schemata with
brainstorming can be done by asking questions, giving
examples, facts, and short stories with accompanying
images as a medium of learning, then inviting them to
remember, associate, predict and record everything
that relates to the content of reading.

C. Previous Research Findings

Researches in the area of schema theory and
reading comprehension have been generally concluded
that closer the match between the readers’ schemata
and the text, the more comprehension occurs.
Comprehension of any kinds depends on knowledge;
that is, relating what we don’t know to what we
already know, which is not a random collection of facts
but a theory of the world. Schemata are the base of
planning for retrieval. In reading comprehension,
proper schemata need to be activated to search for

41 Carrell, P. dan Floyd, P., “Effects on ESL Reading of
Teaching Cultural Content Schema,” Language Learning, vol. 37,
(1987), 93.
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information in memory and to rebuild representation
of memory.

There are some pr vious research findings
dealing with the nature of schemata theory on the
process of reading. For instance, the experiment done
by Anderson et.al. in Xie had provided adequate proofs
for the hypothesis of plan for retrieval. 42 In their study,
the subjects were divided in > two groups: one group
read the story as robbers, i.nd the other as house-
purchasers, and was ask:1 to recall the story.
Afterwards, the subjects wer. required to change their
roles. The results of the secoi d recall have shown 10%
more than the first recall evealing that, with the
change of the viewpoint, mauy details which were not
recalled and not seen as important previously but now
important have been recalled. From this, it can be
stated that the information that was not recalled
previously was retrieved when the participants
changed their role because t! e schema in accordance
with the new viewpoint vas activated and the
information related to the nev. schema was searched in
a ‘top down’ way and retrieve L.

A classroom action rest wrch conducted by Restu
mufanti and Sugihariyono tric 1 to improve the quality
of reading process at SMA N egeri 1 Banyuwangi by
employing Schemata theory based pre-reading

42 Xuping Xie, “The influence of schema theory on foreign
language reading comprehension”, he English Teacher,
Vol XXXIV, (2005), 67-75
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activities.#3 This study was started by conducting
preliminary study to get the first hand data about the
English teaching and learning process, and to identify
the initial problems faced by the English teacher and
students, especially in the process of reading. In
addition, classroom action research with cycle model
was carried out in two cycles; each cycle consisted of
two meetings covering four main steps, they were
preparation of the action, implementation, classroom
observation and reflection. The research subjects were
the students of SMA Negeri 1 Banyuwangi, especially
class XI IPS 2. The result of reflection of the actions
revealed that the students’ reading achievement had
improved from 66.9 in Cycle I up to 73.1 in Cycle IL
Furthermore, the improvement of students’
achievement in reading comprehension was in line
with the increasing of their participation in the reading
activities. In sum, the actions given could improve the
quality of the teaching and learning reading process
and fulfilled the criteria of success.

Furthermore, the qualitative study conducted by
Nurmilasari attempted to investigate the underlying
reasons and strategies the teacher used to activate

43 Restu Mufanti and Sugihariono, Meningkatkan kualitas
pembelajaran ketrampilan membaca bahasa Inggris di SMA Negeri 1
Banyuwangi melalui schemata theory based pre-reading activities,
(Proceeding:Untag Banyuwangi, 2009), 1-16
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students’ schemata in pre-re: ding activity.#* This study
was conducted at SMKN 1 Ponorogo involving two
RPL classes of tenth grade co sisted of 79 students. The
result of study revealed thi: the teacher occasionally
used questioning, preview 1g and mind mapping.
Those techniques were used by the teacher to activate
students’ schemata includii g the content schemata
(knowledge of subject mattc , topic, and culture) and
formal schemata (knowledg: of the language, genre,
metalinguistics, and metace nitive) in order that the
students could understand th - material easily.

In line with the alove study, Farahani &
Mirsharifi conducted an expe imental study to find out
whether there is any signii cant difference between
effective and less effective t achers in terms of their
questioning behavior and fe« iback in the classroom.4>
This study involved 60 unive sity students majoring in
English that were randomly elected and representing
two proficiency levels of L2 s intermediate and post-
intermediate students. The question types chosen
included display and referent al ones and the feedback
categories under investigatii n encompassed explicit
correction, recasts, clarificatic 1 feedback, metaliguistic

# Nurmilasari, Dila, Activai- 1g schema theery through pre-
reading activities in reading compreher: ion to the tenth grade students of
SMKN 1 Ponorogo in Academic Year 2 11/2012, (Unpublished
Thesis: STAIN Ponorogo, 2012

45 Farahani, D.B. & Mirshari: , F. “Effective and Less
Eftective Teacher Questioning and € jrrective Feedback Behavior
in an EFL Context.” English Forum, - 1, (2008), 5-23
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feedback, elicitation, and repetition. The study firmly
supports the conclusion that effective teachers ask
significantly more questions than less effective ones
and provide significantly more corrective feedback
than their less effective counterparts. The present study
also reveals that effective teachers ask referential
questions far more often than they ask display
questions.

Furthermore, Shomoossi in his study “The effect
of teachers’ questioning behavior on the classroom
interaction: A classroom research study” endeavored to
explore the patterns of questioning behavior and their
interactive impacts.#¢ This study employed non-
participant observation to gain the data needed
focusing on two question types, display and referential.
Forty reading comprehension classes in Tehran
universities were observed by the investigator. The
findings indicated that display questions were used by
teachers more frequently than referential questions,
and showed that not all referential questions were able
to create enough interaction. Some factors leading to
the reduced amount of interaction were found such as
repeated questions, low language proficiency, and
limiting the class to the textbook, while the factors that
enhanced the amount of interaction such as interesting

46 Shomoossi, N. “The effect of teachers’ questioning
behavior on EFL classroom interaction: a classroom research
study.” The Reading Matrix, Vol. 4, No. 2, (2004), 96-103
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topics, teacher's attent on, misunderstanding,
information gap and humor But, it was quite difficult
to justify whether referent al questions were more
useful for language learnii g or display ones were
useless as the use of questi. ning strategy depend on
each particular context itself.

Having the discussior of some research findings
above, some essential know edge can be underlined.
Most of researches above agree that pre-reading
activity is obviously import int to manage since this
phase of reading help studer:ts activate their schemata
that lead them focus on contc at or linguistic features in
the text, understand socic-cultural or conceptual
problems, remember and ma e a connection as well as
improve their prior knowld lge to develop activities
and comprehend the materia However, little has been
discussed on how the teainer assists on students’
schemata, for instances, the ¢ tent to which the teacher
uses effective strategy and; or his/her language to
engage students in pre-rea iing activity as well as
activate their schemata. In his void, therefore, this
present study endeavors to « <plore the ways how the
lecturer used effective strateg. es and language to assist
students activating their sche 1ata.

D. The use of questioning st itegies in assisting
students’ schemata activatior
(SCHEMATA_DIPA2013 + ADYD DATA DYSPALY)

As it has been higl ighted before that the

lecturer used to occupy ques.ioning as the strategy to
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build students’ schemata in pre-reading activity. In
accordance to its implementation, there were some
essential phenomena that were noted during the two-
periods of classroom investigation when the lecturer
attempted to build students’ schemata on pre-reading
activity. The first observation revealed that students
engaged less actively during the question-answer
phase. It was frequently found that the lecturer’s
questions were followed by little or almost empty
response from the students. However, the second
observation found some improvement on the way how
the lecturer managed the question-answer activities. It
was seen that she was better able to engage students by
occupying several well-organized strategies
accompanied with the use of more effective language in
her classroom questioning behaviors.

Some weaknesses found on the previous
instruction might encourage the lecturer to always
aware of using effective strategies to handle students’
response. Probing question, for instance, was one of
strategies that was not obviously employed in the
previous instruction could be optimized by the lecturer.
Although there were only some data that were found in
this study, however, the way how the lecturer probed
the students’ ideas or understanding was adequately
used to explain the nature of this technique to facilitate
the students in learning English.

Primarily, the lecturer occupied probing
questions when she found that the students’ responses
were vague, the language was unclear due to encounter
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many grammatical errors, >r the students’ answer
needed more detail explanati . In this regard, the use
of probing questions seemed -:ssential to be occupied to
check for the completeness o1 clarity of the information

provided and help students ¢
reasons critically. Furtherm
lecturer used probing questit
their previous knowledge or
Probing question was
lecturer found the students’

this notion, the lecturer w.:

information to understand w
say by asking for clarificatio
to urge the students in order
support the answer they pr
given were more compreh:
lecturer used probing questic
comprehension about the
discuss.

This strategy seemed
the student in the process
genuine conversation. The
technique is in line with McC

who state that probes can |

» analyze their own initial
re, it revealed that the
1s to push students recall
xperience.

also employed when the
nswer was superficial. In
aited to seek for further
1at the student wanted to
. This strategy was used
hat they could explore or
vided so as to the ideas
wsible. Furthermore, the
. to evaluate the students’
2xt that was going to

[uite effective to involve
of learning and create
important of probing
mas and Abraham’s idea
> used to: (a) analyze a

student's statement, make a student aware of
underlying assumptions, o1 justify or evaluate a
statement, (b) help studen 5 deduce relationships.
Instructors may ask student t« judge the implications of
their statements or to compa e and contrast concepts,
and (c) have students clari ; or elaborate on their
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comments by asking for more information.4’ In sum, it
was possible to say that probing strategy was one of the
lecturer’s ways that took essential role in assisting
students to engage in more productive learning,
helping them to elaborate their ideas and increase
critical ~ thinking, and also creating genuine
communication in the classroom.

In addition, from the result of observation, it
revealed that redirection strategy was also employed
by the lecturer in her questioning behaviors to assist
students’ schemata. However, this technique was only
subsequently used by the lecturer in her classroom
questionings. Unfortunately, the lecturer was less to
optimize this technique to involve students in the
question-answer activities. As a result of this matter, it
was observed that the students tended to pay little
attention to listen and share their ideas with others.
Moreover, some of students were still reluctant to join
in the question-answer activities and seem only to take
it for granted.

On the other hand, the use of this technique in
this study gave positive contribution in the process of
learning. Although there were only little efforts in
using this technique, the lecturer still could help the
students participate in learning English, especially in

47 McComas and Abraham. Asking More Effective
Questions, (Center for excellent in teaching, University of southern
of California, 1995). Retrieved on January 25, 2012. Available on
htt : cet.usc.edu resources teachin learnin  df
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pre-reading activities. The results showed that the
lecturer used redirecting trategy in her classroom
questioning by allowing the student to add information
or correct another student’s response. Allowing one of
students to give any corr: ftion or add information
from previous student’s 1itial answer was more
preferred.

The use of redirection strategy provided positive
contributions in which thc lecturer could facilitate
students to participate mor¢ in learning English. This
technique could facilitate t! 2m to share and receive
information or experience fr« n different point of view,
give suggestion or rejectior each other, help them
comprehend the text or the . ontent of discussion and
involve them in more produc ive discussion. Moreover,
the students could encour. ge themselves to give
suggestion or rejection to oter’s opinion since they
had been given a wide range f opportunity to practice
their language. In short, wen this technique was
employed in the process f question-answer, the
lecturer was able to get the stu lents focus on the lesson
and participate actively in tl = classroom interaction.
Besides, she could dig the st. lents’ knowledge about
the subject matter and share ti eir knowledge to others
to gain more comprehensive k: owledge.

In accordance to the res: It of observation, it was
also seen that the lecturer use.| to encourage students
to involve more actively durig the question-answer
session. Reinforcement stra egy was necessarily
undertaken by her in order to et the students actively
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engage in such productive and communicative
interaction in the classroom. Positive and appropriate
reinforcement was seen addressed very well in pre-
reading activity. Hence, it provided motivation for
students to be more active in future participation. It
was possibly to say that students were motivated in
learning when their work or performance is, even little,
rewarded.

The results showed that the lecturer used
reinforcement to encourage students to engage in
classroom communication by responding or giving
opinions, acknowledge the student’s performance and
help them focus on the task. Moreover, the use of
encouragement was not merely directed to get the
correct answer from the students. It was also occupied
by the lecturer to dig the students’ understanding
about the topic, focus their attention toward the lesson,
and encourage them to take part more in the lesson.
Besides, the lecturer had occupied reinforcement to
treat students’ misbehavior, for instance, when the
students made little noise or did not focus on the task.
This technique was aimed to catch their attention,
manage the lesson, and create conducive atmosphere.

In accordance to the use of reinforcement
strategy in classroom questioning, McComas and
Abraham suggest some practical ways. They state that
the type of reinforcement provided should be
determined by the correctness of the answer and the
number of times a student has responded. If a student
gives an answer which is off target or incorrect, the
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lecturer may want to briefly cknowledge the response
but not spend much time ot it and then move to the
correct response. Beside that. the lecturer may want to
provide a student who has 1ever responded in class
with more reinforceinent tha 1 someone who responds
often. It is suggested to vary reinforcement techniques
between various verbal st tements and nonverbal
reactions and avoid the over! se of reinforcement in the
classroom by overly praising -very student comment.4®

C. The use of effective anguage in facilitating
students’ schemata activatiot

The use of language ir the classroom instruction
known as teacher talk was ti 2 other aspect that could
affect the quality of pre-rea. .ng process delivered by
the lecturer. The data show 'd that the lecturer was
fairly good to facilitate a:d involve students in
question-answer because she might be able to empioy
some suitable questioning str itegies followed with the
use effective language in her juestioning behaviors. It
was obviously seen that ¢ e could encourage the
majority of students to focu on her instruction and
engage in the question-answe activities.

The effective use of co: imunication skills by the
lecturer was the key factor to the development of

48 McComas and Abraham. isking More Effective
Questions, (Center for excellent inte ching, University of southern
of California, 1995). Retrieved on Jar iary 25, 2012. Available on
htt cet.usc.edu resources teach 1 learnin  pdf.
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positive interaction in the classroom. The use of
effective language in guiding questions was able to
invite students” participation in learning and encourage
them to share ideas to others. This notion was
supported by Nunan who states that lecturer’s
language is crucially important, not only for the
organization of the classroom but also for the processes
of acquisition. The use of effective language plays
important role for the organization and management of
the classroom since the language that the lecturer
occupies impact on the success or fail in implementing
their teaching plans.#® Additionally, Cullent suggests
the lecturer to pay attention not only on how much
teacher talk should be occupied but also on how
effectively it is able to facilitate learning and promote
communicative interaction in the cdassroom, for
instances, the kinds of questions they ask, the speech
modifications they make when talking to the students,
or the way they react to student errors.>0

Based on the result of observation, it was
revealed that there were some types of language which
were occupied by the lecturer appropriately and
effectively in her questioning behaviors, such as using
open-ended questions or known as referential question,

49 Nunan, David. Language Teaching Methodology: a textbook
for Teachers. (Cambridge: Cambridge University Press, 1991).

50 Cullent, R. “Teacher Talk and the Classroom Context.”
ELT Journal, volume 52/3 (1998)179-187.
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subsequent performance. Providing feedback to
students focusing on the content was one of important
aspects of the lecturer’s ways to create communicative
teaching. As it is stated by Cook that this kind of
feedback is regarded as the teachers’ evaluation of the
student response to help them improve the fluency of
their speaking® This could set up interactive
communication, help students to be more aware to get
involved in the classroom discussion, and facilitate
them to be more confidence in conveying the ideas.
There were some strategies used by the lecturer
in providing content feedback to the students towards
their speaking, such as reformulation, elaboration,
comment and repetition. Content feedback in the form
of reformulation seemed to be used more frequently by
the lecturer to reshape students’ thought. Besides,
elaboration was observed to extend the content of the
student’s reply and spice it up as well. Furthermore,
the comment was used when the student’s reply or
answer was vague due to it encountered with
grammatical errors on the sentence structure or the
student’'s idea was definitely unclear due to very
limited opinion provided. Meanwhile, repetition was
used to reiterate the student’s reply for confirmation.
The other type of lecturer’s effective language
was the use of speech modification. The result revealed
that there were some speech modifications occurred

51 Cullen, R. “Teacher Talk and the Classroom Context.”
ELT Journal volume 52/3, (1998), 179-187.
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during the question-answer process. The most
dominant meodifications ma e by the lecturer were
such as the use of modified | ronunciation, pauses, and
self repetiion. The lecturer under this investigation
tended to use natural pronw: siation but sometimes she
emphasized the meaning of er speech by raising the
intonation, volume, or th2 speed. The lecturer
attempted to make pauses co sciously when talking to
students to get their attentior: toward the task and give
them valuable knowledge on 10w to finish off the task.

Besides, the use of pau e in her speech provided
the students a wide range ol opportunities to process
the input, help them redi e cognitive load, and
comprehend the content or topic being discussed.
Furthermore, another way >f speech modification
revealed was that the use of s| eed. It was often that the
rate of lecturer's speech «peared to be slower,
especially when she tried to 1 ove on further question
to dig the students’ understar ding about the material
that had been discussed. Anc her factor that might be
possibly to have fruitful effects on students’
participation in question-ans' er was the amount of
time the lecturer paused betw: ' asking a question and
waiting for students’ reply. It « -as found that the use of
appropriate wait time enabled them to engage more in
the classroom questioning as - udents were better able
to comprehend the question. consider the available
information, formulate an ans: er and provide optimal
response.
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