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ABSTRACT

This study examined Indonesian teachers’ strategies for using English
teaching and learning resources in the context of English as a foreign language—
an elective subject—as taught in West Sumatran primary schools. The strategies
reflected the important role of teachers in facilitating young students’ English
language learning. This study was considered against a background of critical
concerns about teachers’ competence, applicability of current teaching methods,
and appropriateness of materials used for teaching English, which were central to
debates in the context of the 1994 national curriculum system.

To identify teachers’ strategies, teachers’ views on issues of socio-culture,
curriculum, and their teaching experience were examined in relation to the ways
in which they managed their classrooms. Their students’ participation in
classroom activities was also examined in relation to the effectiveness of the
teachers’ strategies. Examining these resource-use strategies could suggest a more
comprehensive framework for understanding teachers’ decision making, which
incorporates contextual factors as well as traditional curriculum and teaching
practices. It could also enhance primary school English programs.

Study data were based on a questionnaire, interviews and classroom
observation sessions, collected over two school terms from March to November
2001, in private and public primary schools in the city of Padang and surrounding
cities in West Sumatra province, Indonesia. Of the 147 teachers who responded to
the questionnaire, 14 also participated in a number of interviews and classroom
observations.

The study results indicated that teachers’ strategies in teaching English and
their use of teaching and learning resources to facilitate students’ English language
learning reflected the significance of particular aspects of socio-culture,
curriculum, and teachers’ teaching experiences. The importance of socio-culture
was indicated through the teachers’ consideration of the students’ backgrounds, the
contextual background, and their own background. Several curriculum
components were emphasised within their teaching. Teachers’ teaching
experiences were reflected in their application to their resource use of their
knowledge of and familiarity with the aspects identified. These aspects were
reflected in the ways in which teachers managed classroom teaching and learning
activities, as indicated through certain types of teacher talk, classroom interaction,
and classroom organisation.

The influence of these aspects was also indicated in students’ responses to
teachers’ classroom management. Students’ responses reflected their language
development and acquisition process, their personalities in classroom interaction,
and their learning strategies; and provided insights into how classroom activities
and English teaching and learning resources were effectively managed.
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“The classroom is the world in micro size. Understanding
the classroom could help us understand the world around
us, and understanding the classrooms of other cultures
could help us understand the world of the others with
whom we share it and make the world a better, more
peaceful place.”
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CHAPTER1
INTRODUCTION

1.1 Background of the study
1.1.1 Teachers’ strategies to assist students’ learning of English

Teachers’ strategies for using English teaching and learning resources are
considered one of the most important elements in the process of teaching and learning
English. They relate to the primary role that teachers play, ensuring that learning
English is enjoyable and curricula objectives are attainable. Through these roles,
teachers demonstrate their thoughts and beliefs (Randi & Corno, 1997:196-7;
Richards, 1998:49-50) by their use of specific approaches, methods, and techniques
or procedures in managing classroom teaching and learning activities carried out to
achieve particular objectives (Brown, 2000:113; Department of Education and
Culture, 1981; Kauchak & Eggen, 1998:16; Richards, 1998:66-73; Stern, 1996:339).
How teachers’ thoughts and beliefs are reflected in their actions in classroom
activities—the teachers’ strategies—and whether the strategies are dependent upon
contextual factors as well as curriculum and teaching practices, and also how the
factors are significantly reflected in teachers’ awareness and their decision making,
have led this research.

In the context of teaching English as a foreign language, teachers’ strategies
are of special interest; the teachers’ role in creating an enjoyable English language
learning experience for young students in the classroom is very important. It is related
to arguments that the core of teaching and learning success is dependent on teachers.
As Brown (1994:120) suggested, English teaching and learning in a non-English
speaking environment requires teachers with a special ability, especially to function
with limited resources (physical resources such as printed materials, artefacts, audio-
visual materials, and human or community resources and environment). Teachers
should endeavour to obtain diverse English teaching and learning resources in order to

create an enjoyable learning atmosphere in the classroom.



Another consideration for teachers which may also affect the approaches they
undertake is the differences between the language acquisition process of children and
adults. The difference can be viewed in terms of children’s nature, which reflects age-
related abilities and behaviours in language, as well as their special abilities in
language learning and language acquisition (Bialystok & Hakuta, 1994:101; Brown,
1994:90; Bruner, 1983; Singleton, 1995:22). Consequently, teachers should use
appropriate approaches or strategies to ensure that the various resources they use
make learning English enjoyable and interesting for children.

There is considerable relevant evidence regarding the nature of children. First
is children’s ease of language acquisition. Bruner (1983)—whose constructivist theory
in language learning is referred to describe the Language Acquisition Support System
(LASS) to reflect the children’s special capacity (Mason, 2003)—notes that children’s
special capacity for language acquisition and development is indic;ated by their active
interaction in their social situation, so that they can make language more meaningful.
The children’s capacity is more than just their basic knowledge and structure of the
language: Chomsky’s Language Acquisition Devise (LAD) only underlines that
children have an innate capacity to develop competence in a language in a relatively
short time (Chomsky, 1968).

Brown (1994:90) also noted that children make a tremendous subconscious
effort in acquiring a second language and practise a good deal of cognitive and
affective effort to internalise native and second languages. Supporting this special
capacity requires specific skills and intuition on the part of teachers. Singleton
(1995:22) also suggested that younger learners tend to do better in second language
acquisition. Such views are a basis for educator’s emphasis on the importance of
learning English at an early age and for the inclusion of English teaching programs in
primary education curricula.

Second, children like to experiment with language. The trial and error with
which children experiment with language often produces various types of language
which Selinker (1972) called interlanguage. Interlanguage indicates children’s
language errors in the process of learning, caused by a number of processes such as

language transfer, overgeneralization, and communication strategy (Gass & Selinker,



1994:139-189; Selinker, 1972). Although interlangnage is a common part of
children’s language learning process, teachers may undertake certain strategies to
avoid or minimise children’s errors, and how teachers handle the strategy may affect
the young learners’ interest in and enthusiasm for learning the language.

Third, children use language more functionally in their social interaction than
do adults. For example, in Halliday’s view of functional language: a young child is
able to master some elementary functions of language through interaction (Halliday,
1985), the functions of language as a means of social interaction should be optimised
to make classroom atmosphere communicative and interactive. However,
communicative and interactive classroom would be difficult to organise if teaching
and learning activities were more focused on lecturing or giving instructions about
language forms.

Fourth, children are more interested in factual resources in the language
teaching and learning process. For example, when children are exposed to pictures of
pet animals such as a cat, chicken, rabbit, dog, and the like, or wild animals such as a
tiger, lion, or crocodile, they will immediately place the shapes and names of the
animals in their memory. They will also enthusiastically mention the animals and
imitate their sounds. However, when children are given abstract images of these
animals, they find it difficult to illustrate what the animals are, how they look and
what they sound like.

Specific teaching approaches, methods or procedures that suit children’s
language léaming ability are necessary. In the context of English as a foreign
language in Indonesian primary schools, teachers’ ability to select and manage
interesting classroom resources for students may affect their decisions on how
teaching and learning activities should be conducted. Teachers need to have certain
skills and intuitions to teach children a language (Brown, 1994): the success of
students learning English reflects their teacher’s success in managing the teaching and
learning process (Merry, 1998).

Most English teachers in Indonesia are non-native speakers and have some in-
county training background in teaching English. Teacher competence in regard to the

appropriateness of teaching methods and materials, as well as curriculum problems,



are major concerns since the introduction of English in primary schools in the early
1990s (Huda, 1999; Nio, 1993; Kompas, 2002b; 2003). Despite this, how teachers
cope with issues of competence, methodology, curriculum, society, and materials
indicates a pattern that may lead to an understanding of the framework of teachers’
decision making, especially in the use of English teaching and learning resources for
young children.

In 1994 national curriculum system of primary schools in particular, it is
stipulated that English be taught as an elective subject (Department of Education and
Culture, 1993). This elective subject also includes in the competence-based
curriculum, the teaching outline of which has been introduced and piloted since 2002
(Boediono, 2002; Department of National Education, 2001a). The introduction of this
subject in primary schools may reflect how teachers view and implement teaching
strategies including how they determine their teaching methods, approaches, and
materials, and may reveal the typical strategies they employ to comply with the
requirements. A study of this issue may provide alternative theoretical and practical
insights into English language teaching (ELT) problems that typify the context of
language teaching and learning. The study may also provide insights into students’
involvement in learning activities and an understanding about how their language

learning is in general (L&, 1999).

1.1.2 Context of and issues affecting ELT practice in Indonesian primary schools

In 1989, the government of the Republic of Indonesia issued Act No. 2/1989:
the National Education System (Government of the Republic of Indonesia, 1989;
Tilaar, 1995). The Act was intended to adjust the educational system throughout the
country to meet current needs of science and technology mastery, in order to achieve
and accelerate national development objectives. To implement the national education
system, as well as to achieve the developmental objectives, a curriculum originally
known as the 1994 curriculum and related to the developmental objectives has also
been developed.

An important aspect of the implementation of the new education system occurs

in the curricula of basic education, integrating both primary and lower secondary



school programs into nine years of compulsory education as a continuum. The aim of
the curricula of basic education is to provide students with the ability to read, write
and be numerate; to instil primary knowledge and skills that will be useful for the
students in line with their development levels (Department of Education and Culture,
1993). In particular, it provides students with basic abilities (such as the expansion of
knowledge and improvement of skills) to develop their lives as individuals, members
of society, and citizens, in line with globalisation and an era of high technology.

In relation to this integration, the curricula introduced English into primary
schools as a local-content-based elective subject. English in primary schools is not
included among the ten compulsory national subjects, however it is compulsory in
lower secondary schools. The rationale is that primary schools lack sufficient
resources, including qualified English teachers, to introduce this subject.

As it is designated a local content subject, English in primary schools should
be relevant to local needs, as well as to short-term regional development objectives.
According to Djojonegoro (Minister of Education when the 1994 curriculum was
launched), local content subjects were intended to accommodate local needs in
science, the arts and technology, as well as cultural development in accordance with
regional conditions (Djojonegoro, 1993:15-19). An obligation of special local-based
curricula is to be designed as a part of national curriculum development, in which its
implementation is relevant to the regional situation, development needs, and policies.

An underpinning reason why this subject is elective is that the special teachers
required are not always available: considerable time is required for teacher education
institutes and universities to train enough special teachers of English to teach primary
school students. Teachers of English in lower secondary schools are not easily
transferred to teaching English in primary schools. As well, planning, budgeting and
comprehensive studies are required to prepare English teachers to teach in primary
schools (Kasbolah, 1992; Nio, 1993:25): the characteristics of young learners in
primary schools require special teachers who have special abilities in teaching them
(Brown, 1994:90-91).

Since English as a subject was formally implemented in Indonesia’s education

system, there have been several ELT curricula stipulated (that is, 1968, 1975, 1984,



1987, and 1994) (Huda, 1999:107; Nio, 1993:7-13). Each of them has certain
approaches and emphases aimed at ELT practice in schools. However, the
implementation of these curricula has led to problems for ELT (Nio, 1993:7-13), one
being that ELT results are not yet satisfactory. For example, the 1994 curriculum
introduced some flexibility for teachers to adjust in their teaching considiton, but
satisfactory student English mastery has not yet been achieved. Some believe that the
ELT curricula are too rigid, which may lead to implementation difficulties in the
classroom (Jazadi, 1999a, 1999b). A rigid curriculum does not encourage teachers to
be creative (Huda, 1999:153—4). Compounding the curricula difficulties, there is
concern about teacher competence. Although the recently piloted competence-based
curriculum also specifies the introduction of English as an elective subject in primary
schools, seeking mastery of 900 English vocabulary items and their use in functional
grammar (Boediono, 2002; Department of National Education, 2001a), it is doubtful
whether satisfactory results can be attained unless teachers have the appropriate ability
to teach, materials to use, and methods to employ.

As the specific English in primary schools curriculum should be designed
locally, the Regional Department of Education of West Sumatra, for instance, has
issued a hastily prepared local-based curriculum of English in primary schools as a
guide for teachers (Department of Education and Culture, Provincial Office of West
Sumatra, 1999). This curriculum is supposed to be relevant to the local needs,
abilities, characteristics, and availability of resources in West Sumatra. However,
teachers’ ability to implement the outlined local curriculum in their teaching practice
is questionable, especially in selecting and using teaching and learning resources for
younger learners. Similar concerns may be raised in relation to the competence-based
curriculum.

Since the early 1990s, the introduction of English to Indonesian primary
schools has invited debate and critical consideration among scholars, teachers and
education officers, particularly regarding readiness and availability of specially
trained teachers. The unavailability of specialised teachers for primary schools was
also raised at the Teaching of English as a Foreign Language in Indonesia (TEFLIN)
conferences in 1992 in Bandung and 1993 in Padang, along with the applicability of



current teaching methods, appropriateness of teaching and learning materials, and
proficiency of teachers (Kasbolah, 1992; Mukhaiyar, 1993; Markus, 1993; Subhan,
1992).

Similarly, Nio (1993:24-7) referred to the unavailability of special teachers,
materials and textbooks in the Indonesian province of West Sumatra. She suggested
that the introduction of this subject should be delayed until at least 1997, until special
teachers could be provided. In addition, debates on this issue also appeared in the
community (Kompas, 1996a), even until recently (Kompas, 1999; 2001; 2002a;
2002b; 2003). This situation suggested to the governmental authority the need to
prepare programs to provide primary school teachers with English language skills and
teaching methodology through pre- and in-service teacher training programs at teacher
training institutes and universities to prepare qualified English teachers.

The regional Department of Education of West Sumatra also undertook several
in-service training programs between 1996 and 1998 (a crash program). Attended by a
number of primary school teachers, the programs were aimed at qualifying and
enabling classroom teachers to teach basic English expression to young students.
Although the teachers may not have a special ELT pre-service training background,
the training programs could be considered successful, at least providing the teachers
with some experience in managing the ELT classroom and understanding how to use
ELT materials and resources as well as providing encouragement and support in their
teaching of English. Although their ELT competence is still of serious concern, their
principals have assigned them to teach English and have even allocated a special
budget. Several schools initiated recruitment of specially trained ELT teachers.
However, there have been no evaluations or studies to ascertain the success or lack of
success of ELT in this context to date, and further research would be useful.

In spite of the controversies, especially regarding questions about the
qualifications of the teachers teaching English, enthusiasm and support for the
introduction of the subject in primary schools is increasing, mainly from local schools
and the community. For example, many public and private schools have competitively
recruited English teachers, and even advertised the introduction of this subject to

attract more students to enrol (Kompas, 1996b). Parents also consider whether a



school offers English as a subject before enrolling their children (Huda, 1999:99—
106).

The Department of National Education supports this enthusiasm. In the
preparation of the competence-based curriculum, the Department of National
Education (formerly the Department of Education and Culture) specified more
teaching hours for English at schools (Muhaimin, 2000). This indicates that English is
seen as an important subject in the Indonesian primary education system.

The need for the introduction of English in primary schools has become more
obvious in relation to the deregulation of developmental policies. The deregulation
occurred as a result of the political reforms occurring after the fall of the New Order
Administration in mid-1998 that centralised most developmental policies. It also
included policies in the education sector (People’s Consultative Assembly of the
Republic of Indonesia, 2000; Government of the Republic of Indonesia, 1999; 2000).
The aim of the increased autonomy is to accelerate provincial development in all
sectors in order to meet the demands of globalisation.

In the educational sector in particular, provincial governments have wide
autonomy to determine their educational policies in accordance with provincial
characteristics, needs, and conditions. For example, to meet the needs, the provincial
authority of education has outlined a local-based curriculum of English language
teaching for primary schools to become a guideline for the introduction of English in
primary schools in the region (Department of Education and Culture, Provincial
Office of West Sumatra, 1999). Although the introduction of this subject in primary
schools in West Sumatra has been piloted since 1996, this later issuance of the
curriculum could provide a direction for the practices of ELT in primary schools in
the province. However, as there have not yet been many attempts to examine ELT in
primary schools, including teachers’ implementation of curriculum during the
introduction of English into West Sumatran primary schools, a study needs to be

conducted.



1.1.3 Assumptions and several research findings
1.1.3.1 Assumptions

A number of assumptions underlie the introduction of English into primary
schools in Indonesia. The first relates to attempts to attain excellence in mastering
science and technology. It is believed that this goal can only be attained through
quality of human resources.

Indonesia has entered its Second Long Term Development Plan (PJP II) since
1994/95 with the emphasis on human resource development (Tilaar, 1995; 1998:104).
In this regard, English has been perceived as an instrument to develop the quality of
human resources as well as to master science and technology advancement. It was
indicated in the first Long Term Development Plan (PJP I) from 1967/68 to 1993/94
that agriculture, technologies, and industries could only be developed with
appropriately qualified human resources (Huda, 1999:134).

The implementation of the Asian Free Trade Area (AFTA) has also put
pressure on the government to accelerate the improvement of its human resources. It
is believed that Indonesia would be an internationally competitive power through
having qualified human resources (Department of National Education, 2001b; Tilaar,
1998:52-60). For these reasons, English has been considered as the key instrument to
development of the quality of human resources, as well as to participation in the
AFTA. This situation is based on an understanding of the role of English as a global
language in the 21* century (Brown, 2000:192-3; Crystal, 1997).

The introduction of English at primary school level has also been justified by
complaints that graduates of secondary schools and universities have limited English
proficiency to compete in professional workforces. In fact, not many graduates have a
good command of English (Kompas, 2002c).

The second assumption relates to student age, a significant factor in the
introduction of English into primary schools. Research indicates that the younger a
learner learns a foreign language, the more proficient the learner would be in
producing the language (Murdibjono, 1995:174-5; Singleton, 1995:22). Bialystok and
Hakuta (1994:99-101) have also claimed that younger learners are better at learning

languages than adults, because their brains are specially organised to learn language.



Although there have been disagreements about this assumption (Huda,
1999:135; Marinova-Todd, Marshall, & Snow, 2000; Suyanto, 1997:166-70), the age
factor is still considered significant in determining the success or lack of success of
English language learning. Other factors that should also be taken into account in the
introduction of English into primary schools are students’ motivation, language
aptitude, learning strategies, socioeconomic background, and, importantly, teacher
quality. However, there is still a need to identify how these factors contribute to the
language learning process.

The above assumption may also be supported by Indonesian children’s
frequent familiarity with languages other than their mother tongue (native language),
suggesting that children would find it easy to learn English in primary schools (Septy,
2000). Indonesians are a multilingual community. There are more than 350 local
languages identified nationwide as mother tongues of respective community groups,
beside Indonesian language as a second and national language.

As well, being the most populous Muslim country, Indonesia’s Muslim
children have also been introduced to the Arabic language, also a language other than
their mother tongue along with the Indonesian national language, from pre-school
levels, in order that the children are able to read and accurately pronounce the verses
of the Holy Al Qur’an as a part of their religious observances. For example, West
Sumatran children, the native speakers of both Minangkabau language and
Indonesian, have been familiar with the Arabic language. This suggests that children
would be able to articulate English—a language system different from their mother
tongue—as well. This phenomenon generates interest for further study, despite
controversy in relation to the unsatisfactory resuits of students’ English proficiency at
secondary and university levels. The introduction of English at primary level should
help students’ English proficiency in general and facilitate the learning of English at
intermediate and advanced levels in secondary and tertiary education.

The nature of children has also been considered a determining factor in the
introduction of English in primary schools. Children naturally like to learn by having
fun, fantasising, being creative and the like (Murdibjono, 1995:174). According to
Sinaga (1997:174), who identified characteristics about how children learn, children
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like playing and moving (in comparison to adults, who are reluctant to appear to
behave like children). There is also a role for technological instruments—for instance,
the use of multimedia computers and other interactive games—as an attractive
encouragement for children to practice their English, as well as making the language
easy for them to learn because they learn the language by playing. This has been
recommended to teachers when teaching English to children (Septy, 1996b:26).

It appears, however, that teachers teaching English language have encountered
some problems in selecting and using appropriate resources attractive to young
learners. As well, the learning resources that are supposed to facilitate students’
practice of this language are not always available. Therefore, how teachers employ
strategies in the classroom teaching and learning process—especially in selecting and
using suitable teaching and learning resources for students—needs to be identified.

As discussed earlier, the introduction of English in primary schools has not
automatically improved students’ English mastery; it has even created a number of
problems. For example, teachers are considered the main factor, as they need to be
prepared and professionally trained (Huda, 1999:152; Nio, 1993:21; Suyanto,
1997:170). Consequently, the success of ELT in primary schools would have relied
much on the teachers, as teachers are the primary agents in facilitating students’
English language learning (Harmer, 1991:235-6). For this reason, a focus on how
teachers play their important role in introducing English to the young students at this
education level would help identify the root problems of teaching of English in

Indonesia.

1.1.3.2 Research evidence

Despite several studies in the area of English language teaching in Indonesian
primary schools (Huda, 1999; Kusni, 2001; Lubis, 1996; Mursalim, 1997;
Rachmajanti, 1999; Septy, 1996b), there are still questions requiring further
comprehensive studies to link teachers’ thoughts and actions in the classroom with
students’ learning outcomes, particularly in regard to using teaching and learning
resources. Existing studies have not provided an understanding of the teachers’ role in

the use of teaching and learning resources, including non-teaching factors such as
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socio-culture, and other teaching practice issues. The studies have led to further
studies undertaken in different cultural contexts of ELT practices and local-based
curriculum orientation.

In this study, significant results of some of the studies will be briefly
highlighted. Some of these studies found ELT for primary schools was not successful,
while others showed some successful ELT in primary school practices. For example,
Lubis (1996), in her study in Jakarta, found that primary school teachers encountered
difficulties using communicative methods in their English classrooms. According to
her, the teachers could not make students become actively involved in classroom
interaction. This study suggested further investigations of communicative teaching
methods in primary schools.

Mursalim (1997) also found that primary school teachers in Malang, East Java,
were successful in using available, commercially produced English textbooks as their
predominant resources, although the teachers still encountered some difficulties in
using those resources due to the unavailability of teachers’ manuals to accompany
them. In the classroom, as Mursalim indicated, the teachers mainly used a question-
and-answer technique on grammatical points to make their classes work. Studies in
different settings showed different results for ELT practice in primary schools in
Indonesia, as compared with Lubis’s study. The East Java teachers, considered rural
teachers, were probably better at using resources to run classroom activities than
Jakartan teachers, who as urban teachers were supposed to have complete facilities. In
particular, this study raised questions about what factors may make rural teachers
more successful in their teaching than urban teachers.

Huda (1999:99-106) classified a number of resources that teachers used in
secondary classroom teaching and learning activities. According to him, 88% of
teachers said that they used a tape recorder, 8% used radio, and 2% used video in their
teaching. This suggests that further observational studies could investigate how
teachers make use of available resources in classroom teaching and learning activities.

Teaching and learning resources that teachers can use to facilitate students’
English language learning include sourcebooks or textbooks, audio visual-aids,

dictionaries, composition books, literary texts, poetry collections, song books, works
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on culture and civilization, flash cards, film loops, film strips and slides, pictures,

videotapes and films, maps, and games (Stern, 1996:352). Marsh (2000:177-190)

also suggests some resources, which may be applicable in the ELT context:

(a) printed materials, e.g. textbooks, reference books, project kits, pamphlets and
inexpensive materials, study prints and posters, simulation games, maps, globe
map and models;

(b) audio-visual materials, e.g. microcomputers, television, film, radio, slides and
film strips, OHP;

(c) resources available beyond the school, e.g. people (people in specific occupations,
people now retired, groups, associations and organisations); and

(d) materials and artefacts, e.g. newspapers, documents and reports, photographs,
recordings, and miscellaneous personal items.

Several criteria are involved in establishing suitability of the resources,
including the specific characteristics of students, especially younger students. Students
may negatively react towards uninteresting materials or resources or materials
difficult to use or to learn. Psychologically, they may be easily bored by something
that does not catch their attention and interests. Since the materials and resources used
have a major impact on teaching planning (Kauchak & Eggen, 1998:71), teachers
should select accordingly and present them to the students in as interesting a manner
as possible.

In terms of teaching methods, teachers’ use of reading stories seemed to be
effective, particularly in improving vocabulary and grammar use in classroom
activities in primary schools. Murdibjono (1997:179-91) recommends the use of
stories as the best way for teaching primary school students. However, how teachers
make use of stories as teaching resources and develop interactive activities in the
language classroom needs to be identified.

Similarly, Rachmajanti (1999) found that teachers using shared book
technique when reading stories improved students’ mastery of vocabulary and
grammar. However, her study also raised questions: how do classroom activities work
in reflecting the effectiveness of the technique? How is students’ vocabulary and

grammatical competence reflected in their ability to communicate in English in real
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contexts? An exploration of the way in which teachers manage the English classroom,
including how they create activities and, specifically, employ strategies in selecting
and using teaching and learning resources which facilitate students practising
vocabulary and grammar naturally in communication, could be suggested to reflect a
model of classroom management in the context of teaching. Such a study could lead to
an understanding of teachers’ decision making that includes contextual factors and
traditional practice issues.

In particular, in West Sumatra, studies in this area have not yet been
intensively conducted. Septy’s study, which proposed a model of teaching and
learning activities in primary schools in West Sumatra, was limited to theoretical
discussions of ELT in primary schools. The study suggested that an evaluation or
further studies be undertaken to ascertain the effectiveness of this program and
teachers’ appraisal in the region (Septy, 1996b).

Kusni’s study—which surveyed 19 classroom teachers who attended in-
service training courses for the pilot project of English in primary schools organised
by the Department of Education of West Sumatra during 1997/1998 and 1999/2000—
reported teachers’ incompetence in teaching English (Kusni, 2001:13-32). This study
did not examine how English teachers especially recruited by schools which have
introduced English into their school curriculum—not necessarily because of the pilot
project trainings—manage their English classes. A study on how teachers prepare and
manage their English class is needed to illustrate teachers’ competence and strategies

carried out in their English classroom.

1.2 Aim of the study

This study is primarily aimed at investigating teachers’ strategies in selecting
and using teaching and learning resources to facilitate students’ English language
learning at primary school levels, especially in primary schools in West Sumatra
province, Indonesia. This study is based on the assumption that the teachers who are
non-native speakers of English play an important role in facilitating students’ English
language learning through teaching and learning activities. By so doing, the teachers

determine appropriate resources for the students’ English language learning.
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This study has three main objectives:

(a) to identify how primary school teachers in West Sumatra view their strategies for
selecting and using teaching and learning resources to facilitate their students’
English language learning;

(b) to investigate how primary school teachers in West Sumatra organise and make
use of the resources for teaching and learning activities, and;

(c) to investigate how students of primary schools in West Sumatra respond to their

teachers’ teaching strategies in relation to the use of resources in the classroom.

1.3 Research question
Based on the three main objectives of this study, one general and several
specific research questions are formulated as follows.

General research question:

What strategies do primary school teachers in West Sumatra use in selecting and using

teaching and learning resources to facilitate students’ English language learning?

Specific research questions:

1. How do primary school teachers in West Sumatra view their strategies in selecting
and using teaching and learning resources to facilitate students’ English language
learning?

(a) What socio-cultural aspects do the teachers consider important in their use of
the English teaching and learning resources, and how are they reflected in the
classroom teaching and learning activities?

(b) What aspects of the curriculum do the teachers consider important in their use
of the English teaching and learning resources, and how are they reflected in
the classroom teaching and learning activities?

(c) What are the teachers’ views on their teaching experiences in relation to their
strategies in the use of resources in classroom teaching and learning activities?

2. How do primary school teachers in West Sumatra organise and make use of English

teaching resources for classroom teaching and learning activities?
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3. How do primary school students respond to teachers’ use of English teaching

resources in the classroom?

1.4 Significance of the study

Several related issues are considered in this study. Among others relating to
the appraisal of ELT in Indonesian primary schools are the development of local
curriculum, teachers’ professional development, and the development of the education
system in the context of education reforms that are underway at the time of this study.
In particular, in relation to the appraisal of English language teaching in primary
schools, an intensive evaluation or study to ascertain the effectiveness of this program
in the region needs to be undertaken in the West Sumatra province of Indonesia
(Septy, 1996b; Septy, 2000).

This study may be of use to education authorities, teachers, principals, and
parents when evaluating how to take teachers’ roles and competence into account in
policy making, economically, socially, culturally, and politically. This study can
contribute to a more comprehensive understanding of the framework of teachers’
decision making by delineating categories of socio-culture, curriculum practice, and
experience factors.

This study may also have relevance to developing West Sumatran local
primary school curriculum to suit regional needs and objectives according to current
views about regional autonomy and the immediate impact of the AFTA. In terms of
current regional autonomy, components of curriculum can be developed by
considering the way teachers manage English teaching resources in the classroom
activities especially in light of the hastily-prepared curriculum issued by the regional
Department of Education of West Sumatra in 1999 as stipulated in decree No.
0098.08.LL.1999 (Department of Education and Culture, 1999).

As graduates of secondary schools and universities still have limited English
proficiency, development of primary school curriculum will enhance the core English
teaching system by considering teachers’ voices. Therefore, this study would also
accommodate the AFTA-preferred acceleration in the improvement of human

resources.
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Results of this study should also contribute to teachers’ professional
development; for example, the way teachers employ their teaching strategy may
provide input for institutes and schools of education to improve teacher training
programs. This study will make an immediate contribution, particularly to the
improvement of teachers’ professional preparation (Richards, 1998:610). Numerous
programs can be designed from the updated information for pre- and in-service
primary school teacher training to develop effective strategies in the use of English
teaching and learning resources.

As well, this study can enrich understanding of the classroom teaching and
learning process, illuminating more comprehensively the framework of teachers’
decision making, including contextual factors and curriculum and teaching practice
issues. The study illustrates various perspectives of teachers’ use of resources,
reflecting teachers’ thoughts, beliefs and actions. For example, patterns of classroom
interaction discussed in this study can provide insights into how teachers make use of
resources in the classroom teaching and learning process. In particular, considering
that Indonesian primary school classrooms usually comprise 35-40 students, this
study may suggest some effective strategies for teachers managing large classes.

Last but not least, this study may be useful for Indonesian educational reform.
As the issue of educational reform is taken into account (Churchill & Williamson,
1999:43—4; Tilaar, 1998:22-3), teachers’ strategies may emphasise the important role
of teachers as reformers of classroom policy, advising Indonesia’s educational
authority, and particularly, provincial authorities.

In short, this study is expected to make both theoretical and practical
contributions to the area of English language teaching as a new and foreign language
at primary school level in Indonesia generally and in West Sumatra specifically.
Theoretically, the main finding of this study would contribute to a more
comprehensive framework for understanding teachers’ decision making that includes
contextual factors, and cumriculum and teaching practice issues. Practically, the
findings of this study would be Beneﬁcial to the development and appraisal of the
introduction of English as an elective subject in primary schools in West Sumatra.

This study may also be of interest in a formative evaluative sense to regional decision
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makers in ongoing project planning and program management of ELT for primary

schools, and current Indonesian education reform in general.

1.5 Definition of key terms

Terms used in this study are explained as follows:
Teachers’ strategies: Teachers’ specific actions in managing classroom teaching and
learning practices to ensure effectiveness of students’ learning activities in regard to
aspects of socio-culture, curriculum practice, and experience reflected in their views
when undertaking their teaching (Brown, 2000:113; Randi & Corno, 1997:196-7;
Richards, 1998:49-51; Todd, 1999).
Teaching and learning resources: Types of materials which primary school teachers
select and use in their classroom English teaching and learning activities, and as
categorised into printed materials, audio-visual materials, people around the school,
materials and artefacts, and work on arts and culture (Marsh, 2000:177-190; Stern,
1996:352).
English in Primary Schools: An elective and local-content subject according to the
current Indonesian curriculum system offered to younger learners in order to
accommodate local needs and situations, as well as to accelerate the national
objectives of development (Boediono, 2002; Department of Education and Culture,
1993; Department of National Education, 2001a; Huda, 1999).
ELT: English language teaching.
Teachers’ Views: Descriptions of teachers’ perspectives (qualitative and/or
quantitative) on contextual and practical knowledge of aspects categorised into socio-
cultural factors, curriculum practice, and experiences used to develop strategies for
selecting and using teaching and learning resources in their teaching practice (Randi
& Corno, 1997:196-7; Richards, 1998:49-73; Rios, 1996:1-22).
Classroom interaction management: Teachers’ specific actions in classroom teaching
and learning management to facilitate students’ English language learning
communicatively reflecting teacher talk, interaction patterns, classroom learning

organisation, and teaching methods, techniques, or approaches (Forsyth, Jolliffe, &
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Steven, 1995:28; Harmer, 1991:243-53; Huda, 1999:85; Kauchak & Eggen, 1998:16;
Stern, 1996:278-348).

Students’ responses: Feedback or student talk on teachers’ classroom interactions and
management of resources indicating students’ active learning participation in the
classroom, reflected by their personality, learning strategies, and language
development and acquisition process (Brown, 2000:52-58; Ellis, 1994:472; Larsen-
Freeman & Long, 1991:153-166; McDonough & McDonough, 1997:8-9).

1.6 Organisation of the thesis

Having described the background, purposes of the study and research
questions, as well as the significance of the study in this chapter (Chapter 1), the
following outline provides an overview of the remaining chapters in this thesis.

Chapter 2 reviews literature related to the problem and issues of language
learning and the teaching process. It discusses factors related to teachers’ strategies
such as socio-culture, curriculum, and teaching experiences. The chapter also
discusses classroom interaction and students’ responses to the classroom teaching and
learning process.

Chapter 3 presents the methodology used in this study. It describes the
research approach and methodology used, and details the pilot study, data processing
and analysis used in the study.

Chapter 4 reports on findings resulting from the questionnaire data analysis. It
outlines which resources were used and how they were used in relation to the issues of
socio-culture, curriculum practice, and teaching experiences that might reflect
teachers’ strategies in selecting and using English teaching and learning resources to
facilitate students’ English language learning. Results presented in this chapter relate
to research question 1.

Chapter 5 reports on findings resulting from the interview data analysis. It
elaborates the substances of the teachers’ resource use and confirms the information
initially obtained from the questionnaire results to identify which resources were used
and how they were used in relation to the issues of socio-culture, curriculum practice,

and teaching experiences. The results relate to research question 1.
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Chapter 6 reports on findings resulting from the classroom observation data
analysis. It presents these results applying both adapted Flanders Interaction Analysis
Categories (FIAC) and paper-based classroom observation field notes as attempts to
answer research question 2 and 3 of this study. It reflects how teachers managed and
made use of resources and how students responded to it in classroom teaching and
learning activities.

Chapter 7 discusses the findings in relation to the literature reviewed and the
study objectives. The discussion is structured according to the study objectives. The
discussion seeks a connection between teachers’ views on socio-culture, curriculum
practice, and teaching experience issues, and their actions in managing the classroom,
teaching methods, as well as students’ responses to classroom teaching and learning
activities to determine success or lack of success in English classroom teaching and
learning processes in Indonesian primary schools.

Chapter 8 presents conclusions by highlighting the issues and the important
results of the study. It also describes the implications of this study, as well as

limitations of this study and recommendations for future research.

1.7 Conclusion

This chapter has underlined the significance of this study by elaborating
background, issues, and perspectives on teachers’ strategies in the use of English
teaching and learning resources in facilitating students’ English language learning. In
the background to this study, teachers’ strategies in using resources to teach young
learners, the context and issues of English language teaching in Indonesia, and some
assumptions and several research findings on English in Indonesian primary schools
have been portrayed. The results of this study may contribute to a more
comprehensive framework for understanding teachers’ decision making when
selecting and using teaching and learning resources, as well as development and
appraisal of the ongoing introduction of English as an elective subject and a foreign
language in Indonesian primary schools. Research questions are formulated in relation

to the aim of the study, and several key terms are defined.
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CHAPTER 2
LITERATURE REVIEW

2.1 Introduction

This chapter reviews literature related to teachers’ strategies that indicate their
views on and actions when managing the classroom, as well as students’ responses to
classroom teaching and learning activities. Teachers’ views are affected by aspects of
socio-culture, curriculum practice, and teaching experiences that may impact on their
teaching strategies. Teachers’ actions relate to teaching methods regarding classroom
teaching and learning activities. These are indicated through teacher talk, interaction
patterns, and classroom organisation. Students’ responses indicate the effectiveness of
teachers’ strategies. Students’ responses are reflected in their personalities during
classroom interactions, their learning strategies, and their language development and

acquisition processes.

2.2 Perspectives on teachers’ strategies in English language teaching (ELT)

The importance of teacher’s strategies in English language teaching (ELT)
relates to the measurement of students’ success, which is in turn dependent upon the
success of teachers in managing classroom teaching and learning activities (Merry,
1998; Stern, 1996:31) to ensure that students enjoy learning and attain the desired
teaching objectives. As Kauchak and Eggen (1998:13-16) state, a (good) teacher
would implement effective teaching strategies.

The teacher’s strategy may be made up of approach, method, and technique or
procedures, or a combination, to help learners reach objectives. These are specific
activities that teachers choose to facilitate students’ learning in the classroom
(Department of Education and Culture, 1981; Kauchak & Eggen, 1998:16; Stern,
1996:339). Brown (2000:113) relates strategy to specific methods of approaching a
problem or task, modes of operation for achieving a particular end, or planned design
for controlling and manipulating certain information. The strategy includes a plan of

action resulting in or intending to accomplish a specific goal so that the strategy
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reflects the teacher’s specific plan of action to achieve teaching objectives.

The teacher’s strategy, not only demonstrates the teacher’s physical actions,
but also reflects what the teacher thinks, believes, and knows about teaching and
learning activities in the classroom that may influence their teaching practices when
achieving desired teaching objectives. Teacher’s thoughts, beliefs, and knowledge
relate to their practical knowledge (Randi & Corno, 1997:196-7) and implicit theories
including personal beliefs and philosophy (Richards, 1998:49-51). This kind of
knowledge influences teacher’s understanding of and perspectives on classroom
practice (Richards, 1998:66-73). Teacher’s specific actions in the classroom
incorporate their perspectives and understanding of aspects of the teaching-learning
processes.

A number of influences dictate how teachers conduct classroom teaching and
learning processes. Todd (1999) lists 15 general components: (1) the nature of the area
of teaching, (2) the rationale of the strategy, (3) the teachers’ beliefs, attitudes or
preferences, (4) the teachers’ competence, proficiency or confidence, (5) the
characteristics of the students, (6) the students’ needs and preferences, (7) the
students’ level of proficiency or background knowledge, (8) the number of students,
(9) the nature of the lesson/course, (10) the purpose/nature of the activity, (11) the
need for variety, (12) the length of teaching time remaining, (13) the physical
environment in the classroom, (14) the nature, procedures and rules of the institution,
and (15) the prevailing culture where the lesson is taught.

Larsen-Freeman and Long (1991:179), Stern (1994:275-80), and Kauchak and
Eggen (1998:70) designate some similar and some additional strategy components,
such as social structure, socioeconomic structure, lifestyle, religions, occupation,
ethnic and cultural groups, language background, economic and technological
advancement, teaching methods, and political situation. These aspects can be grouped
into the categories of socio-culture, curriculum, and teaching experience. How the
teachers take these aspects into account in classroom teaching needs further study.
Also required is identification of how these aspects are reflected in teachers’
classroom teaching and learning management, and how students’ involvement in

classroom activities reflects their natures and backgrounds.
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The issues of teachers’ competence, applicability of current teaching methods,
materials appropriateness, and curriculum problems (Huda, 1999, Jazadi, 1999b,
Kasbolah, 1992, Nio, 1993), as well as the contexts in which English is taught as an
elective subject in Indonesian primary schools, are increasingly of concern
(Djojonegoro, 1993; Muhaimin, 2000); therefore, teachers’ consideration of these
aspects when undertaking their teaching needs to be examined, as does teachers’
awareness of the effects of aspects of socio-culture, curriculum, and teaching
experiences on classroom teaching. It is also important to devise training for special
teachers of English in primary schools so that they can learn the appropriate use of
teaching methods and materials for young learners. Through this study, a typical
pattern of classroom interaction, classroom organisation, and teacher talk in
Indonesian primary school classrooms is proposed. The results can contribute to a
comprehensive framework of understanding teachers’ decision making that includes
contextual factors and traditional curriculum as well as teaching practical issues in the

context of Indonesian primary schools.

2.3 Aspects affecting teachers’ views of the classroom teaching process

Teachers’ strategies relate to their specific approaches, methods, and
techniques to ensure classroom teaching and learning activities are undertaken
accordingly and achieve objectives (Brown, 2000; Department of Education and
Culture, 1981; Kauchak & Eggen, 1998:16; Randi & Corno, 1997:196-7; Richards,
1998:66-73). In applying the strategies, teachers may reflect their thoughts and beliefs
through their actions, as asserted through Todd’s 15 aspects of language teaching and
learning (Todd, 1999).

Aspects of teachers’ views reflected in their strategies relate to issues of socio-
culture, curriculum, and teaching experiences (Brady, 1999; Ellis, 1994; Huda, 1999;
Kauchak & Eggen, 1998; Larsen-Freeman & Long, 1991; Nunan, 1995; Randi &
Corno, 1997; Richards, 1998; Sinaga, 1997; Stern, 1994: Suryadi & Tilaar, 1994).

These aspects are discussed in more detail in the following section.
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2.3.1 Socio-cultural factors

According to Stern (1994:500), socio-cultural factors have a direct influence
on teachers. These factors influence teachers’ decisions when undertaking teaching,
planning the classroom, in classroom interactions, and when evaluating learning, as
well as in their use of English teaching and learning resources. For example, teachers
may refer to when, where and in what circumstances the teaching takes place. This
suggests that identifying teachers’ views on socio-cultural factors will illustrate
different ways in which teachers reflect upon their own practice.

Aspects of socio-culture that influence classroom teaching and learning
processes that need elaboration include community structure, socioeconomic
structure, way of life, religion, occupation, ethnic and cultural groups, language
background, geography, economic and technological development, educational
framework, and political situation (Kauchak & Eggen, 1998:70; Larsen-Freeman &
Long, 1991:179; Stern, 1994:275-80). These aspects can be classified as students’
background, teachers’ background, and contextual background, and are discussed in

the following sections.

2.3.1.1 Students’ background

Aspects included in student background and described by Larsen-Freeman and
Long (1991:179), Ellis (1994:28), Stern (1994:275-80), Kauchak and Eggen
(1998:348), and Huda (1999:99-106) are summarised in Table 2.1. The aspects may
be included in teachers’ consideration of the classroom teaching and learning process.
For example, Larsen-Freeman and Long (1991:179) indicated that there are four
aspects of students’ learning attitudes involved in the language classroom teaching
and learning process: students’ ethnicity, students’ parental background, students’
colleagues and students’ learning situation. Students’ ethnicity can be referred to as a
student characteristic while students’ parental background, colleagues and learning

situation indicate their social background.
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Table 2.1: Socio-cultural aspects included in student background

Socio-cultural aspects | Larsen-Freeman | Kauchak & Huda Stern Ellis
& Long (1991) | Egsgen (1998) (1999) (1994) (1994)

i

Ethnicity

Parents

Peers

Learning situation
Linguistic aspect
Physical disability
Socioeconomic status
Cultural background -
Learning ability -
Learning styles -
Langunage proficiency -

' < <

Vol el 2 2]
|
|
(R ™ T B |
[ - S R |

2L L L 2L 2 2
'
'
'

Stern (1994) and Ellis (1994) consider that students’ linguistic background
reflects student’s characteristics. Stern (1994:275-80) claims that students’ linguistic
background is a significant aspect of the foreign language-learning context. Stern adds
that linguistic background has a relationship to a learners’ language learning: for
example, linguistic similarity will make a target language easier to learn.

Similarly, Ellis (1994:28) believes that if the first language (L1) and the
second language (L.2) system are similar, it will indicate a positive language transfer, a
process that makes it easier for students to produce the target language in the process
of learning. In particular, language transfer means the use of the first language system
in the second language context (Ellis, 1994:711; Gass & Selinker, 1994:333).

On the other hand, students’ familiarity with languages other than their mother
tongue also needs to be taken into account (Septy, 2000). For example, Indonesian
children of West Sumatra who speak both Minangkabau language and Indonesian as
their mother tongues and be familiar with Arabic language in their daily life could
reflect their familiarity with different language systems as well as make them easy to
learn English as a foreign language. They make use of their multilingual behaviours in
learning English. The multilingualism is due to the recent development of information
and technology.

Kauchack and Eggen (1998:11) describe the importance of students’ physical
disability and their socioeconomic status, in addition to ethnic and cultural

background, learning ability and styles and language proficiency. According to their
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research, the students’ physical disability and their socioeconomic status contribute to
today’s classroom diversity. All these aspects may influence the language classroom.

Additionally, age level may also be related to the students’ specific ability in
the language acquisition process: the younger a learner is when learning a foreign
language, the better she or he would master the language (Singleton, 1995:22).
Despite some debate as to whether age was considered a major factor in determining
success of second language learning (Marinova-Todd, Marshall, & Snow, 2000:9-34),
the critical-period hypothesis, suggesting a biological timetable, assumes that the age
factor may make learning a language easier (Brown, 2000:52-58).

Huda (1999:99-106) points out that parents’ support and understanding is a
determining factor in students’ learning achievement; for example, parents’ high
expectations affects their children’s learning success in English for educational and
social purposes. As a part of students’ background, this suggests that students’
parental background and expectations should be considered by teachers when
managing their teaching.

The nature of young students—exemplified by evidence that children like
learning something new by playing and having fun, fantasising, being creative and the
like (Murdibjono, 1995:174)—may also be considered by teachers when undertaking
teaching and learning activities in classroom. When learning, children like playing and
moving, while adults are reluctant to appear to behave in any way like children
(Sinaga, 1997:174). Considering student’s nature in order to make the language
enjoyable and easy to learn may also reflect how teachers manage their teaching
including the use of interactive resources. For example, using resources attractive to
children, such as multimedia computers and other interactive games, may assist
children to learn the language and to practice their English through play.

Students’ nature may also be reflected in their learning strategies or
preferences and personality, demonstrated through classroom teaching and learning
activities, which may influence teachers’ classroom practice. Chamot (in Wenden &
Rubin, 1988) Oxford and Crookal (1988), Rubin and Thompson (1994) and Nunan
(1995:170), for instance, note various strategies that language learners may make in

their attempts to make their learning effective. The strategies are further explained in
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section 2.5.2. Gass and Selinker (1994:260), Ellis (1994:517), and Brown (2000:142—-
156) outline several personality characteristics including introversion, extroversion,
risk-taking, and others, which are considered important for teachers to reflect upon to
ensure the success of the language teaching and learning process.

In short, students’ background including students’ characteristics, nature, and
social background can contribute to the success of the classroom teaching and
learning process. Teachers are advised to be aware of these factors as a source of

powerful influences in the classroom context.

2.3.1.2 Teachers’ background

Professional knowledge and personal characteristics are important components
of teachers’ background. Randi and Corno (1997:1196-7) and Richards (1998:49-73)
outline several kinds of professional knowledge that teachers may use in managing
their teaching, including knowledge of subject matter, curricular issues, methods of
teaching, and teachers’ implicit theories and personal philosophies. This knowledge
may be formulated from information, values, expectations, theories and assumptions
that teachers incorporate to establish their belief system about their classroom
practices.

Teachers’ personal characteristics include components such as age, length of
teaching time, education and training experience, and knowledge of teaching methods
(Huda, 1999:138; Kauchak & Eggen, 1998:13~15; Kosunen, 1994:247-57; Nunan,
1995:212; Sanches, 1994:181-95; Suryadi & Tilaar, 1994). In Indonesian multi-
cultural and multilingual contexts, as well as in its educational situation in particular,
aspects of teachers’ linguistic and ethnic background, teaching rank, and salary may

be strong influences on their teaching (Suryadi & Tilaar, 1994:118).

2.3.1.3 Context of teaching

Rios (1996:1-22) asserts that contextual factors are significant in teachers’
decisions about teaching, as good and effective teachers are aware of the importance
of these factors and their significance in effective teaching. The context of teaching

consists of a number of components. For example, Stern (1994:277) designates the
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existence of social organisation, and different groups in the community. According to
Stern, such groups constitute social classes in society, occupational, ethnic, cultural,
and religious groups. In addition‘, factors such as language background, historical
setting and political situation, economic and technological development, and
educational framework can also affect the contextual aspects, as they can influence
how teachers teach (Messer, 2000:138—43; Stern, 1994:275-80).

Institutions can also be regarded as a significant aspect in the context of
teaching. Institutions can form guidelines or policy which influence teachers in
conducting their teaching. According to Kauchack and Eggen (1998:70), the role of
state/district guidelines, school policy, and leadership of principals often determine
what teachers teach their students. The physical environment in the room as well as
the classroom rules and procedures can also be included in this aspect (Kauchak &

Eggen, 1998:336-7).

2.3.2 Curriculum
2.3.2.1 Approaches to curriculum

Curriculum may have various meanings, such as what is taught inside or
outside school, a set of subjects, teaching content, materials, and performance
objectives, including everything planned in an education system (Marsh, 2000:65-67).
The main purpose of curriculum is to assist teachers in planning as well as conducting
their teaching. However, some teachers may regard curriculum differently in their
teaching practice. Richards’s study (1998:74), for instance, identifies a level of
teacher concern about curriculum in their teaching: he indicates that most of the

teachers in his study consider curriculum a second teaching priority (see Table 2.2).

Table 2.2: Priorities for each teacher according to their primary focus of concern
Source: Richards (1998:74)

Teachers 1% priority 2" priority 3" priority
A Teachers Curriculum Learners
B Teachers and leamners - Curriculum
C Learners Curriculum Teachers
D Curriculum Teachers Learners
E Teachers Curriculum Learners
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Although teachers’ views about curriculum may differ in regard to how they
manage the teaching and learning process to achieving the desired learning outcomes,
curriculum is still regarded as an important component that may influence teaching.
For example, teachers may emphasise certain components of the curriculum. This can
be seen through observation of how experienced and less experienced teachers
approach the curriculum in their teaching practice. For example, Candlin and
McNamara (1989:149-50) and Brady, (1999:12-3) report that well-experienced
teachers often emphasise the importance of goals and objectives as well as
considering various other relevant factors in selecting content. On the other hand,
Nunan (1995:212) differentiated experienced and less experienced teachers in terms
of the amount of time taken to teach materials, the number of steps in the unit of work,
and learner configuration in the classroom practice.

According to Nunan (1995:212), the amount of time taken by experienced
teachers to teach materials is longer (e.g. 164 minutes) than that taken by
inexperienced teachers (e.g. 98 minutes). Regarding configuration of learners (e.g.
teacher-fronted small group, pair work, individual work), experienced teachers
indicate that 64% to 70% of time is spent on teacher-fronted activities, while
inexperienced teachers indicate that approximately 42% of time is spent on teacher-
fronted activities.

Two surveys by Huda between 1989 and 1990, regarding ELT in secondary
schools in eight provinces in Indonesia, identified that teachers often regarded
structure drills as their best technique. Few of the teachers (29.7%) indicated that they
adopted a combination of translation and audiolingual method, while 19.6% employed
a communicative approach, and 5.4% responded that they used an
audiolingual/structural approach. A combination of English and Indonesian was used
by 75.5% of teachers and 4.8% spoke English when delivering the materials (Huda,
1999:97).

Brady (1999:12-3) notes that some teachers stress the need to clarify planning
and change their teaching program every year. He suggests that teachers’ cooperation

with their colleagues is important with regard to selecting topics, using approaches
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and using resources. This also includes a teaching program which is based on modules
of approximately six days’ duration. The modules are graded to be achieved by

students of different levels, and a ‘day book’ lists tasks and timeline.

2.3.2.2 Components of curriculum

According to Powel and Solity (1990:28-9), curriculum includes not only
what is taught, but also a body of knowledge representing values and beliefs. This
implies that curriculum incorporates a number of components.

There are several components of curriculum on which teachers may focus in
their teaching. For example, Nunan (1988:10-11) mentions four basic components of
curriculum: (a) the goal, (b) the content, (c) the sequence of activities, and (d) the
evaluation. Each of these components relates to the objective of instruction; the
materials or resources; the teaching methods, approaches, techniques, or strategies;
and the student’s assessment respectively.

Kauchak and Eggen (1998:82) suggest four considerations for teachers
undertaking task analysis within a unit lesson: (1) specifying terminal behaviour, (2)
identifying prerequisite skills, (3) sequencing sub-skills, and (4) diagnosing the
students. These basic components of the curriculum are further broken down into
components that teachers can consider when designing the instruction: (a) unit title,
(b) instructional goal, (c) performance objective, (d) rationale, (e) content, (f) learning
activities, (g) assessment, and (h) materials and aids.

The role of these curriculum components are as follows:

¢ The unit title helps identify the relationship between the lesson and others in
the unit.

¢ The instructional goal identifies the general lesson goal.

¢ The performance objective identifies specifically what students should learn.

o The rationale explains why the lesson is important.

o The content identifies and organises the major ideas/skills in a lesson.

e The learning activities describe learning experiences that will be useful to help
students reach the objective/s.

e Assessment specifies how students’ learning will be measured.
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e The materials and aids identify the equipment and supplies that will be needed.
(Kauchak & Eggen, 1998:85-6).

Allocated time is also considered an important component of curriculum. The
time may influence the effectiveness of teaching and the achievement of teaching
goals. As Kauchak and Eggen (1998:111-5) suggest, effective teaching should
include allocation of time for the priorities in the curriculum, including instructional
time (time from a teachers’ perspective), engaged time (time from a learner’s
perspective), and academic learning time.

Richards (1998:103-119) also mentions a number of components of
curriculum as an instructional unit of a lesson: (a) the lesson goals, (b) opening, (c)
structuring, (d) task types, (e) flow, and (f) development and pacing. These significant
components should help teachers think through the lesson in advance to resolve
problems and difficulties, and provide a structure for a lesson, a map to follow and a
record of the teaching.

In sum, there are several components of curriculum: (a) initial information (i.e.
unit title, rationale, pre-requisite skills); (b) instructional goal (i.e. terminal behaviour,
performance objective, lesson goal); (c) content (i.e. materials, skill focus); (d)
activities (i.e. learning activities, sequence of activities); (¢) methods (i.e. aid or
equipment, opening, structuring, task types, and flows, development and pacing); (f)
time allocated; and (g) evaluation/assessment. Teachers took these components in to

account to undertake their teaching to achieve desired teaching outcomes.

2.3.2.3 ELT curriculum in Indonesia

Since ELT was formally implemented in Indonesia, several curricula have
been issued by the Department of National Education (formerly the Department of
Education and Culture) for the Indonesian national education system. Curricula were
issued in 1968, 1975, 1984, 1987, and 1994 (Huda, 1999:107; Nio, 1993:7-13). Each
of these national curricula has a different approach to directing ELT practices.
However, curriculum practice is a problematic aspect of ELT (Nio, 1993:7-13).

Although the 1994 curriculum, for example, offers some flexibility for delivery
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(Department of Education and Culture, 1994), curriculum practice still tends to lead
teachers to follow rigidly every aspect stated in the curriculum (Jazadi, 1999a, 1999b).
Whether or not this may have a negative impact on students’ English proficiency, it
still impacts upon teachers’ creativity (Huda, 1999:153—4). The competence-based
curriculum, the outline of which was introduced and has been piloted since 2002, may
not be so prescriptive, but requires time to be enculturated into the system.

In particular, the competence-based curriculum requires specific curricula or
syllabi designed at schools to ensure attainment of students’ basic competence in
English. It is related to the purpose of English as a local and elective subject for
primary school students. The introduction of English is determined by the Provincial
Department of Education referring to local needs, situation, and objectives, as well as
the availability of facilities. Despite this as a general guideline, students are expected
to master 900 English vocabulary items and use them within a functional grammatical
structure. Attainment of this objective should enable students to: (1) understand short
and simple spoken texts in the forms of conversations, narrations, and descriptions;
(2) express simple conversations; (3) understand simple written texts in the forms of
conversations, narrations, and descriptions; and (4) present simple information and
ideas in written form, with a maximum of 100 vocabulary items (Boediono, 2002;

Department of National Education, 2001a).

2.3.3 Teaching experience

Teaching experience is also a factor that influences teachers when undertaking
teaching. It may be reflected in how effectively teachers manage a classroom or how
teaching and learning objectives are achieved. Experienced and less experienced
teachers often have different approaches to making use of curriculum, addressing
various aspects of students’ abilities, and utilizing their environmental situation.
Variations in experience may also be reflected in personal professional values in
managing the classroom.

To understand the impact of experience on teachers, a first consideration may
be curriculum use. For example, Richards (1998:119) identifies that experienced

teachers tend to use more of an improvisational mode in teaching, while less
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experienced teachers cannot make improvements to the teaching plan and follow
closely what is specified (see Table 2.3). In his observation, experienced teachers do
not always follow rigidly what is planned, but use the plan as a process to guide

decision making in teaching.

Table 2.3: The extent to which teachers used plan (Source: Richards, 1998:113)

Process followed Less experienced | Experienced
teachers teachers
Followed the plan closely 9 2
Followed the plan but added or dropped activities 3 2
Followed a brief outline and filled it out while teaching 4 9
Used the materials as the plan - 3

How teachers make use of curriculum can also distinguish experienced from
less experienced teachers in terms of application of curriculum components. As noted
in 2.3.2.1, Candlin and McNamara (1989:149-50) and Brady (1999:12—13) exemplify
that well-experienced teachers often emphasise the importance of goals and objectives
in their teaching as well as considering various relevant factors when selecting
content. Nunan (1995:212) indicates that experienced and less experienced teachers
are differentiated by amount of time taken to teach materials, number of steps
undertaken in a unit of work, and learner configuration in classroom practice (i.e.
class work, group work, or pair work).

Knowledge of their students may also be applied differently by experienced
and less experienced teachers. Kauchak and Eggen (1998:3) assert that an effective
teacher combine the best human relations, knowledge intuition, judgment, knowledge
of subject matter, and knowledge of how people learn. A reflection of teachers’
teaching experience is how they integrate knowledge of their students’ characteristics,
nature, and societal background into their classroom decisions, for example, in their
use of teaching and learning resources. This situation is illustrated in classroom social
life, where teacher—student interaction, turn taking, and questions and feedback occur
(Richards, 1991:16203). Teachers not only recognise the students personally and

culturally, but are also able to integrate various aspects of the students’ nature into
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classroom social life development, teacher—student interactions, group and structure
tasks, use of teaching resources, promotion of classroom interactions, providing
opportunities for speaking, maintaining quality of input, becoming communicative,
and through questions and feedback. Aspects of students’ personality, learning styles,
and the like are also reflected in experienced teachers’ classroom interactions.
Teachers’ professional practice is another indicator reflecting the experience of
teachers. Nunan (1988:54-57) uses two examples to distinguish initially how
experienced teachers plan instruction. The first is the formal (intuitive) approach,
where teachers think through possible content when planning their instruction. The
second is the systematic (analytical) approach in which teachers assemble a few ideas
together and then extend them. These formal and systematic approaches characterising

experienced teachers are illustrated in Table 2.4

Table 2.4: Characteristics of formal and systematic/analytic approach (Nunan, 1988:54-57)

Teachers:

(a) review one’s knowledge of the proposed subject,

(b) ask other teachers and experts,

(c) analyse similar courses elsewhere,

(d) review textbooks.aimed at students working at about the same
level as theirs will be,

(e) read more advanced books and articles on the subject,

5 (f) review film, radio, TV, tapes, newspapers, or journals, etc.
g relating to the proposed subject,
é (g) ask prospective students what they’d like to see the course
< include,
TE" (h) discuss with students their existing conceptions of and attitude to,
5 e.g. the key concepts of the subject matter,
= (i) choose books and other resources around which the course will
be organised,
(j) think of essential activities that students need to engage in as part
of the course,

(k) consider how student attainment on the course might most
sensibly be assessed,

(1) study an examination syllabus/question papers or/and examiners’
reports from previous year.

Teachers set:

(a) objective,

(b) task, and

{(c) concept and competency analysis

Systematic
Approach
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The personal values of experienced and less experienced teachers also differ.
Teachers’ personal values relate to both their teaching philosophy and their personal
characteristics. Teaching philosophy includes aspects such as teachers’ knowledge
about their world and their academic experience. Personal characteristics reflect their
age (i.e. seniority), gender, and the like, and the teachers’ academic experiences may
include length of teaching time, education and training experiences, and knowledge of
teaching methods (Huda, 1999:138; Kauchak & Eggen, 1998:13-15; Kosunen,
1994:247-57; Nunan, 1995:212; Sanches, 1994:181-95).

Teaching experience does not just deal with aspects of curriculum or micro-
teaching, students or the personal characteristics; aspects outside the classroom may
need to be integrated. How teachers integrate social—cultural factors contributes to
their experiences of teaching students. As agents of change, teachers must be aware of
social and economic situations, and technology and scientific advances in order to
upgrade students’ competence through their teaching. This reflects teachers’
professional expertise as agents for change, which Brown (1994:428-9) suggests is a

characteristic of good language teachers.

2.3.4 Summary

A number of aspects are relevant to discussion of teachers’ specific approaches
and actions in teaching, which may assist understanding of how teachers use teaching
and learning resources to facilitate students’ English language learning. These aspects
may indicate whether teachers are aware of certain factors which influence their
teaching. These factors relate to which aspects the teachers particularly emphasise in a
classroom situation they encounter, and reflect their decision-making processes.
Overall, these aspects relate to socio-cultural issues, curriculum issues, and teaching
experiences. In Appendix A, how these aspects interact to reflect the teachers’

strategies is illustrated.

2.4 Classroom management
Teachers’ strategies relate to specific approaches, methods, and techniques or

procedures performed to reach some particular end in the teaching and learning
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process in the classroom (Brown, 2000:113; Department of Education and Culture,
1981; Kauchak & Eggen, 1998:16; Stern, 1996:339). Teachers may use a number of
methods to give instruction or address or talk to students, manage classroom
interaction, and organise classroom activities. For example, teachers may produce
adjustments by modifying language to facilitate communication (Ellis, 1994:726;
Nunan, 2003; Pica & Doughty, 1988:42; Todd, 1999:28). Some kinds of interaction
patterns such as [-R-E (initiate, response, and evaluation) may be reflected in the
classroom interaction (Groundwater-Smith, Cusworth, & Dobbins, 1998:217;
Verplaetse, 2000:221-240). Teachers can organise the classroom into group- or pair-
work activities to ensure that the learning and interaction activities take place and are
effective (Cazden, 1987; Gaies, 1985; Huda, 1999:85; Lim, 1987; Pica & Doughty,
1985).

Ways in which teachers conduct and manage classroom teaching and learning
activities reflect their teaching methods and competence. How aspects of teacher talk,
classroom interaction, and classroom organisation relate to teachers’ classroom

management will be elaborated in the following section.

2.4.1 Teacher talk
2.4.1.1 Purposes of teacher talk

In the context of classroom interaction and management, teacher talk may
reflect two purposes; linguistic and non-linguistic. Linguistic purposes of teacher talk
relate to a language feature called input, in which students may develop their language
in the classroom context: students hear language expressed by teachers and learn it in
the context of classroom language learning (Harmer, 1991:33). By receiving this
input, students have an opportunity to practice langnage. According to Ellis (1994:26),
second language acquisition will take place if learners have access to input in the
second language (L2). By using the second language as a means of instruction,
teachers expose the students to the second language (Gass & Selinker, 1994:333).

Teacher talk for non-linguistic purposes is a major means by which teachers
convey information to learners and is one of the primary means of controlling

learners’ behaviours (Allwright & Bailey, 1991:139). Teachers use a variety of
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language in managing as well as giving instructions to students, in an attempt to direct
students’ learning activities (Candlin & McNamara, 1989:149-50; Larsen-Freeman &
Long, 1991:139-41; Nunan, 2003).

Teacher talk may occur in various contexts of classroom teaching and learning
activities, but it may occur more in some small-scale classroom activities. Pica and
Doughty (1988:53-4), for instance, illustrate that language modification occurs more
during group-work activities than in teacher-fronted activity. This implies that to
provide students with more opportunity for input (exposure), teaching should utilise
some group-work activities.

Teacher talk may occur due to a number of instructional factors. For example,
Nunan (1995:190) describes five factors that affect teacher talk (teachers’ language
modification): (a) nature of the activity, (b) teachers’ perception of the role and
functions of the native and target language, (c) teachers’ perceptions of how the
students learn, (d) students’ perception of the role of the target and native language,

and (e) the use of English by the teachers.

2.4.1.2 Types of teacher talk

Teacher talk can be indicated through some language features. Ellis (1994:26)
explains that teachers’ uses of high pitch or simple noun phrases and expansion in
language expression are also examples of teacher talk. These methods are called
formal and interactional characteristics of teacher talk respectively.

Nunan (1995:191) describes a number of ways in which teachers modify their
speech. First, the rate of speech appears to be slower. Second, the pauses are possibly
more frequent and longer. Third, pronunciation tends to be exaggerated and
simplified. Forth, vocabulary use is more basic. Fifth, degree of subordination is
lower. Sixth, more declaratives and statements than questions are used. And seventh,
teachers may self-repeat more frequently.

Pica and Doughty (1988:42) also illustrate such teacher talk when native
speakers alter, adjust, or restructure their conversation by using confirmation check,
clarification requests, comprehension checks (verifying the non-native speaker’s

comprehension of the input), and/or self- or other repetitions. Confirmation check and
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clarification requests are used to seek clarification or confirmation of the non-native
speaker’s production. Comprehension checks verify the non-native speaker’s
comprehension of the input. Self- or other repetitions repeat, expand, or paraphrase
the input or the non-native speaker’s production.

Teacher talk has similarities to ‘foreigner talk’ or ‘caretaker talk’. However,
the latter are most likely determined by which speaker is expressing the language.
Foreigner talk occurs if native speakers adjust or modify their language to non-native
speakers or learners. Caretaker talk is the language adjustments of adults or older
children to younger children (Ellis, 1994:703; Gass & Selinker, 1994:332).

Huda (1999:45-52) found several characteristics of teacher talk produced by
several English teachers in secondary schools in Indonesia. According to him,
teachers generally used interactional modification strategies to make the topic of
interaction comprehensible. In addition, repetition was also found in teacher talk when
teachers confirmed their request and checked students’ comprehension of teachers’
utterances.

Todd (1999:29) characterises the teacher talk into eight types, summarised in
Table 2.5.

Table 2.5: Types of teacher talk (Source: Todd, 1999)

Classifications Characteristics
Non-verbal adaptations More frequent use and exaggerated way of gesture;
More capital letters in writing
Para-verbal adaptations Slower speech, and more frequent and longer pauses

Phonological adaptations | Frequently exaggerated articulation

Adaptations of vocabulary | The use of more frequent vocabulary (inconclusive
because of difficulty of measuring the complexity of
vocabulary)

Adaptations of syntax Use of less complex language, reduced sentence
complexity by lcss subordination and less marked
language (e.g. more use of present tense) although it
is grammatical

Discourse Adaptations The use of prompting, prodding and expansions,
frequent use of comprehension check questions

Response adaptations A large number of repetitions (either self-repetition
or repetition of others)

Conceptual adaptations The use of more explicit and more logical
explanation
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Flanders (1970) suggested some basic categories to indicate classroom
interaction through a number of interactional features included in teacher talk. In his
Flanders Interaction Analysis Categories (FIAC), the basic categories consist of ten
interactional features, including teacher talk, student talk, and silence period
(Allwright & Bailey, 1991:202-3; Flanders, 1970; Stern, 1994:492). The ten
interactional features are (1) accept feelings, (2) praises/encourages, (3) accepts/uses
students’ ideas, (4) asks questions, (5) lecturing, (6) gives directions, (7)
criticise/justify authority, (8) students’ responding, (9) students’ initiating talk, and
(10) period of pause or silence or confusion. Categories (1) to (7) are included in
teacher talk in which (1), (2), (3), and (4) relate to teachers’ indirect influence, and
categories (5), (6), and (7) relate to teachers’ direct influence in classroom
interaction. Both categories (8) and (9) reflect student talk, and category (10) refers to

silent periods in the classroom.

2.4.2 Patterns of classroom interaction

Patterns of classroom interaction may relate to consistent occurrence of certain
behaviours in classroom instructions. For example, in two-way-traffic—the most
common pattern of classroom interaction—everybody in the classroom gets their turn
to talk: all in the classroom have an equal right and take turns. For example, teachers
control students’ activities by telling them something, asking them to do something,
asking questions, etc., while students take their turns to talk, responding to the
teachers’ instruction or doing what the teacher asks them to do.

In spite of the two-way label, teachers may dominate most of the talk.
Groundwater-Smith, Cusworth, and Dobbins (1998:217) noted that teachers spend
two-thirds of the time talking. This is illustrated by the pattern I-R-E, meaning
initiate, response, and evaluation. The teachers initiate the talk, mostly through
questions, followed by students’ responses, and afterward evaluation of the students’
response or preparation of feedback occurs. One-way traffic may occur when teachers
dominate classroom talk by addressing instructions while students only listen

passively; for example, teachers may explain subject matter from the beginning of the
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class to the end, without any interruption.

Other studies also reported particular patterns of classroom interactions
(Forsyth, Jolliffe, & Steven, 1995; Kauchak & Eggen, 1998; Reid, Forrestal, & Cook,
1989). The patterns indicated stages employed in the classroom in accordance with
classroom contexts, use of resources, and nature of activities. Reid, Forrestal, and
Cook (1989:19-27), for instance, elaborated five steps in their model: (1) engagement,
(2) exploration, (3) transformation, (4) presentation, and (5) reflection. Each of these
steps places specific emphasis on the activities and the resources available, and are
presented in Table 2.6.

Students’ responses can be reflected in relation to how the engagement,
exploration, transformation, presentation, and reflection are carried out by the teacher.
This could suggest particular variations of the classroom interaction pattern in regard
to the nature of classroom contexts, use of resources, and classroom activities.

Other studies have also identified patterns of classroom interaction. Forsyth,
Jolliffe and Steven (1995:28) illustrate a teaching process in four stages. First,
according to them, the teachers will pass on information. Then, examples or
illustrations of the information and how it works will be shown and also explained.
Next, experiences by working through examples of the information are given to the
students. Finally, the students are placed in hands-on situations that require them to
demonstrate their ability.

Kauchak and Eggen (1998:16) have outlined three basic steps that reflect the
organisation of teaching and learning strategies. These steps are (a) defining a
concept, (b) illustrating an abstract idea with specific examples, and (c) questioning to

elicit student involvement.
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Table 2.6: Lesson and resources presentation model adapted from Reid, Forrestal, and Cook (1989).

Stage Description Teachers’ action
The time when students Encourages reflection, reviews progress so far,
- acquire information and points to further directions, poses organising
g engage in an experience based | questions, encourages prediction and hypothesis,
5 on the input provided by presents new content materials, links new
§ teacher talk, reading stories, materials with old, provides structured overviews,
é poetry, film, TV, radio, and demonstrates or models new skills.
blackboard explanation,
demonstration, excursions.
The stage where the students | Facilitates the development of group skills,
make an initial exploration of | provides time for students to make their own links
g the new information, make with the information; may provide for individual
b= tentative judgments, should writing, may provide direction through open-
5 encourage thinking aloud, ended questions; monitors small group talk
E- focused not on language being | closely—does not contribute, reflects on
R used to communicate but on information gained from monitoring student talk.
language being used as an
instrument of learning.
The stage of the teachers’ Intervenes and asks students to use/work with
intervention toward students’ | information to move towards a closer
5 understanding. understanding of the activities e.g. clarification,
S ordering, reorganising, elaborating, practising or
E using the information; the teachers’ role is to
< correct misconceptions, to provide additional
é information, to guide students in developing their
&= learning, to reset short-term objectives. Recalls
directions, sets activities, organises classroom
appropriately, reviews constraint.
The stage facilitating a sense | Provides a sense of performance by explicitly
of performance by valuing the | valuing the work produced, ensures products have
- work produced, ensuring been shaped to suit given audiences and purpose,
= products, organising organises classroom appropriately, encourages
3 classroom, encouraging audience response and feedback, encourages
§ response and feedback, sharing of products, facilitates development of the
E encouraging the sharing of presentation skills, i.e. handwriting, layout and
products, facilitating design, editing/proofreading, rehearsal, public
development of the speaking, oral reading, evaluates products of
presentation skills. students in terms of goals.
The review of product and Reviews product and outcomes of learning,
outcomes, the process, the reviews the learning process, shows enthusiasm
enthusiasm and and disappointment, encourages students to
= disappointments for future evaluate their own progress in terms of curriculum
£ planning. aims; organises the classroom appropriately for
3 individual writing, small group talk, and whole
% class discussion; re-establishes links between this
& activity and whole curriculum; solicits student
ideas on follow-up activities, future directions and
extension work, and reflects upon all this for
future planning.
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2.4.3 Classroom organisation

Classroom teaching and learning activities can be organised into three
different forms. These three different forms are class-work, group-work, and pair-
work activities. Each of these methods of classroom organisation offers some benefits
in ensuring that teaching and learning activities take place and classroom interactions

work accordingly. These types of classroom organisation are explained as follows.

2.4.3.1 Class-work activities

Class-work activities or whole class learning is a classic teaching form in
which the teacher manages-all students in the classroom. In this situation, teachers are
the centre of teaching and learning activities. The teachers instruct and direct students
toward intended teaching and learning activities and goals.

Class-work activity offers some advantages in facilitating students’ language
learning. However, it should be noted in which circumstances class-work activity
could be employed, because this type of classroom organisation is sometimes
inappropriate in facilitating the students learning, especially if students are working at
different tasks and at different levels. According to Groundwater-Smith, Cusworth,
and Dobbins (1998:108), students can become bored and frustrated by having to
accommodate different abilities.

In this situation, Groundwater-Smith, Cusworth, and Dobbins suggest that
class-work activity may be used at the beginning of a particular topic presentation.
Class-work activity may also be used in reading and sharing findings with students.
The aim of class-work activity is to build whole class group cohesiveness.

Kauchak and Eggen (1998:343, 353) also mentioned that class-work or whole
class instruction can work in certain situation and activities. They also suggest that
whole class instruction is effective at the beginning of the lesson when the teacher
enters the classroom. Activities that may be useful in class-work include recitations,

tests, general presentation, and questions—and—answer sessions.
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2.4.3.2 Group-work activities

Group-work activity—a common form of classroom organisation—is an
effective strategy that Killen (1996:60) recommends be employed in the classroom.
Classroom members (students) are grouped into manageable numbers, for example
three to five students, to work cooperatively.

There are several features of group-work activity. The teacher shifts his/her
role from the director of learning to the monitor of learning. If in class-work activity
the teacher directs all the teaching and learning activities, in group-work activity the
teacher’s role is to monitor as well as to facilitate the learning: students work without
the teacher’s direct intervention (Killen, 1996:61). Therefore, this situation provides
opportunities for students to learn and to experience.

There are several benefits of grouping the classroom members in such
classroom learning activities. Reid, Forrestal, and Cook (1989:11-13) suggest that
small-group learning offers two benefits: (a) the best use of learning time and (b) a
cooperative learning environment. In terms of learning time, small-group learning
gives students opportunities to generate ideas, to have more opportunity for incidental
and planned learning, to learn from each other, and to recognise their own experience.
In relation to cooperative learning experiences, students can develop confidence, will
talk to practice, will generate tentative questions, are prepared to think aloud, and will
gain confidence in their own presentation.

Killen (1996:51-52) lists a number of advantages of group-work activity
including encouraging students to verbalize ideas and feelings, learning to respect
others, and not overly relying on teachers. Group-work is also useful to allow students
to experience the roles of leader, peer and subordinate in order to seek different
perspectives on information. In addition, Groundwater-Smith, Cusworth, and Dobbins
(1998:108) observe that group-work enables students to participate in the classroom.

Group-work activities in the classroom generate a number of considerations
for teachers. For example, teachers should create an informal classroom atmosphere
which may encourage students to participate (Brady, 1999:14-5; Groundwater-Smith,
Cusworth, & Dobbins, 1998:108; Killen, 1996:61; Marsh, 2000:166; Spada, 1986).
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This informal atmosphere can include students participating in practising their
English.

In addition, there are a number of ways in which students can be grouped, for
example, in groups based on their interests, needs, and abilities. They can also be
grouped into mixed gender (i.e. males and females in a group). These grouping
systems allow as well as encourage students to actively participate in the learning

process in the classroom.

2.4.3.3 Pair-work activities

Pair-work activities are similar to group-work activities, but differ in the
number of persons involved. Pair-work activity consists of two persons in a group.
The aim of peer-group activity is basically to intensify interaction among students, as
well as to give them more opportunity to participate in the classroom.

Pair-work activity is also recognised as peer tutoring (Groundwater-Smith,
Cusworth, & Dobbins, 1998:109). In this situation, two students are working together
to learn or to accomplish a particular task. This type of classroom organisation
requires a higher frequency of interaction because every student has to take part and
take his or her turn to talk. It requires everyone to take turns in discussion on the
subject matter. In a language-learning context, turn taking is useful to develop
language ability.

Some social and psychological benefits of pair-work activities can also be
suggested. Socially, for example, students have an opportunity to develop skills in
cooperation, and communication, and to practice leadership. Psychologically, students
can also build confidence and self-esteem. In addition, they also learn to accept as

well as to value difference (Groundwater-Smith, Cusworth, & Dobbins, 1998:109).

2.4.4 Summary

In the language teaching and learning process, classroom management is indicated
as the main issue within teachers’ teaching methods. It relates to the way teachers
address their instructions, trends and patterns of classroom interaction, and classroom

organisation, reflecting opportunities that students may have to develop their language



competence through communication and experimentation in their target language.
This section has elaborated on how teachers conduct their classroom management to
undertake effective teaching, and to achieve their instructional objectives regarding
aspects of (a) teacher talk, (b) patterns of classroom interaction, and (c) classroom

organisation.

2.5 Students’ responses to teachers’ classroom management

Students’ responses may indicate how effectively they are involved in
classroom interactions. Students’ responses reflect teachers’ effectiveness in
managing classroom interactions which involve students in classroom activities. They
may flag special skills and treatments that teachers apply to assist the students to
enjoy learning a foreign language; as Brown (1994:120) pointed out, special skills and
treatments are required for teachers to demonstrate effectiveness in teaching young
learners.

It is generally accepted by researchers that young students have a special
ability in learning and acquiring language naturally (Brown, 1994:90; Bruner, 1983;
Mason, 2003; Singleton, 1995:22) and they are acknowledged as better language
learners because of their age (Brown, 2000:52-58; Huda, 1999:135; Suyanto,
1997:166-70). It is also acknowledged that teachers’ strategies in approaching
classroom activities are significant in producing the desired learning outcomes
(Brown, 2000:113; Kauchak & Eggen, 1998:16; Stern, 1996:339).

It should also be recognised that students’ responses to classroom teaching and
learning activities might also relate to key factors that are part of their background,
including their age, memory, sex, proficiency level, interests, language aptitude,
motivation and attitude, socio-psychology, personality, cognitive styles, learning
strategies, experiences with language learning, and native language (Ellis, 1994:472;
Larsen-Freeman & Long, 1991:153-66; McDonough & McDonough, 1997:8-9;
Stern, 1994:338). How students become actively involved and participate in
classroom activities will be influenced by the factors mentioned above.

As these factors are significantly reflected in students’ responses in classroom

interaction, Nunan (2003) suggests that studies looking at students in the classroom
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should emphasise these background issues, and focus on developmental aspects of
student language, student learning styles and strategies, and effects of classroom
interaction. Regarding this issue, the following sections (2.5.1, 2.5.2, and 2.5.3) will
particularly address the effects of background issues on students’ responses to

classroom teaching and learning activities.

2.5.1 Personality

Students’ responses may reflect their personality. Personality can differentiate
learners in the classroom, as individual differences are believed to exist among second
language learners (Larsen-Freeman & Long, 1991:166; Kauchak & Eggen, 1998:11).
These differences seem to be affected by students’ socio-cultural background
(Kauchak & Eggen, 1998:24). Brown (2000:42) explains that there are intrinsic and
extrinsic factors of affective domain of second language acquisition. The intrinsic side
relates personality factors within a learner that contribute to the learner’s success. The
extrinsic aspects deal with socio-cultural factors emerging as the leaner brings in
language learning process. For example, personalities of students from Indonesia and
those from Australia differ in many respects. How this factor relates to students’
participation and involvement, as reflected through their response in classroom
interaction, needs to be studied intensively.

In classroom teaching and learning activities, personality can be assumed to be
an important predictor of the success in second language learning (Gass & Selinker,
1994:260). 1t is even a major factor contributing to success or failure in language
learning (Ellis, 1994:517). Students’ behaviours in the classroom, including student-
initiated questions, student explanation, student understanding, and student interest,
are the most common responses in the classroom (Good & Brophy, 1997:467) and can
be factors ensuring the success of language teaching and learning in the classroom.

In particular, personality in the language-learning context can be reflected in a
number of aspects. Referring to a number of studies, Ellis (1994:518) classifies six
aspects of personality dimensions in second language learning. As illustrated in Table
2.7, characteristics of personality include extroversion/introversion, risk-taking,

tolerance of ambiguity, empathy, self-esteem, and inhibition.
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Table 2.7: Dimensions of personality and 1.2 learning (Source: Ellis, 1994:518)

Aspects Description Examples from related
studies
Extroversion/ | Extroverts are sociable, risk-taking, lively, and active; Negative relationship with
Introversion introverts are quiet and prefer non-social activities. L2 proficiency (Busch,
) 1982); fast learning of the
extrovert children (Strong,
1983)
Risk-taking Risk-takers are less hesitant and more willing to use Positively related to
complex language; they are more tolerant of errors. voluntary classroom
They are less likely to rehearse before speaking. participation (Ely, 1986)
Tolerance of | Entails an ability to deal with ambiguous new stimuli Significantly related to

ambiguity without frustration and without appeals to authority. It | listening comprehension,
allows for indeterminate rather than rigid but not to imitation
categorisation. (Naiman et al, 1978); no
relationship with
proficiency measures
(Chapelle and Roberts,
1986)
Empathy Concerns the ability to put oneself in the position of No relationship to

another person to understand him/her better. Empathy
is seen as requiring a good understanding of oneself.

proficiency (Naiman et al,
1978); positive correlation
with proficiency, but the
result not clearly replicated
in later studies (Guiora et
al., 1967)

Self-esteem

Refers to the degree to which individuals feel confident
and believe themselves to be significant people. Self-
esteem is manifested at different levels (global,
situational, and task).

Positively correlated with
oral production (Heyde,
1979); failed to find a
significant relationship
(Gardner & Lambert,
1972)

Inhibition

The extent to which individuals build defenses to
protect their egos. People vary in how adaptive their
“language egos” are, i.e. how able they are to deal with
the identity conflict involved in L2 learning.

Better pronunciation by the
subjects given alcohol
(Guiora et al., 1972, 1980)

Ellis (1994) links aspects of personality with language learning as follows.

First, introversion reflects a passive student personality, while extroversion refers to a

personality that seems active in classroom interaction. Risk-taking behaviours indicate

encouragement to explore and experience the target language. Risk avoiding is

suggested to be the opposite of risk-taking in which students tend to avoid making

mistakes or errors in classroom interactions. Tolerance of ambiguity relates to a
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personality that does not search for specific explanation or clarification about
something (the topic), which may be unclear from the information giver. Empathy
reflects attempts to maintain good relations with others in interactions. Self-esteem
indicates belief about oneself as a part of a group in interactions. Inhibition relates to
attempts to control selfishness in interactions.

Several studies emphasise the importance of students’ risk-taking as an aspect
of the personality (Gass & Selinker, 1994:262; Todd, 1999:66). Gass and Selinker
(1994:262), for example, indicate that certain students tend to take risks in ways such
as using particular grammatical structures, volunteered amount of information, and
provided amount of talk. This behaviour encourages use of the target language and
this can lead to development of students’ language. On the other hand, risk-avoiding
behaviours may disappoint students in their language learning efforts.

Septy (1996a) did not specifically address whether or not factors that made
students ask questions in classroom interactions were related to students’ personality.
The study focused on linguistic problems (e.g. pronunciation, appropriateness of
vocabulary choice, sentence construction, interpretation of meaning, expression of
utterances, and voice variation), classroom management (e.g. examples and
evaluation), and assignments (e.g. topic and the use of presentation aids) as causes of
students’ questions (Septy, 1996a). Consequently, further studies need to identify how
students’ responses occurring in the classroom interaction context reflect their
personality.

Students’ risk-taking behaviours in the language teaching and learning process
can be affected by teachers’ classroom management. Todd (1999:66) believes that
risk-taking may be influenced by the teachers’ role encouraging students through
classroom management strategies, for example, using questioning techniques. If
teachers can employ certain effective strategies in the classroom teaching and learning
process, students may take risks to explore and experience the target language.
However, special study of which teaching techniques or methods trigger such student

behaviour in the classroom is required.
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2.5.2 Students’ learning strategies

Apart from their personalities, students’ responses in classroom interactions
may also reflect strategies that students employ as an attempt to succeed in the
language learning process. Ellis (1994:351) identifies approaches, behaviours,
techniques, attempts, and actions that students use in the learning process, shown in
Table 2.8. It suggests how students represent their attempts to work out the meaning
and uses of words, grammatical rules, and other aspects of a language.

Success of the language teaching and learning process does not only rely on
teachers, although teachers play a dominant role in the classroom, but also depends on
students themselves. The students are learners who have responsibility for their own
learning. Even unsuccessful learners considered inactive still reflect remarkable

attempts to utilize active strategy (Vann & Abraham, 1990:90).

Table 2.8: Definition of learning strategies (Source: Ellis, 1994:351)

Source Definition of the learning strategy
Stern (1983) is best reserved for general tendencies or overall characteristics of the approach
employed by the language learner, leaving techniques as the term to refer to
particular forms of observable learning behaviour
Weinstein & is the behaviours and thoughts that a learner engages in during learning that are
Mayer (1986) intended to influence the learner’s encoding process
Chamot (1987) | is techniques, approaches or deliberate actions that students take to facilitate the
learning, recall or both linguistic and content area information
Rubin (1987) is strategy which contributes to the development of the language system which
the learner constructs and affects learning directly
Oxford (1989) | is behaviours or actions which learners use to make language learning more
useful, self-directed and enjoyable

Griffiths and Parr’s study (2001:247-253) indicated how students work out a
target language, to identify students’ learning strategies. The students’ preference to
cooperate with their peers in the learning process—called social strategies—was
identified as the strategy most employed in their language learning process. On the
other hand, teachers identified that students mainly employed memory strategies, that
is, used memory to compensate for learning difficulties. These learning strategies are
illustrated in Table 2.9.
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Table 2.9: Students’ and teacher’s perception of learning strategies (Source: Griffiths & Parr, 2001)

Type of strategies Rank ordering of Rank ordering of
students’ report teacher’s perception
Social 6 (most freq.) 4
Meta-cognitive 5 3
Compensation 4 2
Cognitive 3 5
Affective 2 1 (least freq.)
Memory 1 (least freq.) 6 (most freq.)

The students’ learning strategies can be classified as good, very useful and
fairly useful, plus some classifications of learners. For instance, Rubin and Thomson
categorise good language learners’ strategies into 13 characteristics (Brown,
2000:122-3; Rubin & Thomson, 1994). To compare, Oxford and Crookal (1988)
categorise independent language learners’ strategies as ‘very useful strategies’ (14
characteristics) and ‘fairly useful strategies’ (7 characteristics). These characteristics
and categories are presented in the Table 2.10.

Chamot and Nunan consider students’ learning strategies in terms of strategy
taxonomy and types of learners respectively. Chamot (in Wenden & Rubin, 1988)
categorises students’ strategies into meta-cognitive, cognitive, and social affective
strategies. Meta-cognitive strategies that students demonstrate include advanced
organisers, directed attention, selective attention, self-management, advance
preparation, self-monitoring, delayed production, and self-evaluation. Cognitive
strategies that students reveal include repetition, resourcing, directed physical
response, translation, grouping, note-taking, deduction, recombination, imagination,
auditory representation, key words, contextualization, elaboration, transfer, and
inference in classroom interaction. Social affective strategies that students exhibit
include cooperation and questioning for clarification. Each of these taxonomies are

outlined in Table 2.11.
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Table 2.10: Characteristics of learning strategies

Rubin and Thomson’s

Good learner characteristics (1994)

¢ Finding their own way

e Organising information about language

e Being creative and experiment with language

e Making their own opportunities, and finding strategies for getting practice in using
the language inside and outside the classroom

¢ Learning to live with uncertainty and developing strategies for making sense of the
target word

¢ Using mnemonics (rhymes, word associations, etc. to recall what has been learned)

e Making errors work

¢ Using linguistic knowledge, including knowledge of their first language in
mastering a second language

¢ Letting the context (extra-linguistics knowledge and knowledge of the world) help
them in comprehension

e Learning to make intelligent guesses

e Learning chunks of language as wholes and formalize routines to help them perform
‘beyond their competence’

¢ Learning production techniques (e.g. techniques for keeping conversation going)

® Having different styles of speech and writing and learn to vary their language
according to the formality of the situation

(1988)

Oxford and Crookal

Fairly good

strategies

» Taking notes

e Highlighting

¢ Rule learning

¢ Reasoning

o A variety of additional memory strategies
o Goal setting

® Planning

Very good strategies

¢ Communication practice

* Developing routines

¢ Imitating native speakers

¢ Using every clue to get the meaning
¢ Reading purposefully

¢ Using all available resources

e Selective attention

o Asking questions

e Keeping the communication going
¢ Elaboration

e Silent rehearsal

¢ Lowering anxiety

o Self-encouragement

® Self-evaluation
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Table 2.11: Chamot’s elaboration of strategies

Meta-cognitive strategies

® Advance organisers_(making a general but comprehensive preview of concept or principle
in an anticipated learning activity)

Directed attention (deciding in advance to attend in general to learning task and to ignore
irrelevant distractors)

Selective attention (deciding in advance to attend to a specific aspect of language input or
situational details that will cue the retention of the language input)

Self-management (understanding the conditions that help one learn and arranging the
presence of those conditions)

 Advance preparation (planning for and rehearsing linguistic component necessary to carry
out an upcoming language task)

Self-monitoring (correcting one's speech for accuracy in pronunciation, grammar,
vocabulary, or for appropriateness related to the setting or to the people who are present)
Delayed Production (consciously deciding to postpone speaking to learn initially through
listening comprehension)

Self-evaluation (checking the outcomes of one's own language learning against an internal
measure of completeness or accuracy)

Cognitive strategies

® Repetition (imitating a language model, including overt practice and silent rehearsal)

Resourcing (refining or expanding a definition of a word or concept through the use of

target language reference materials)

Directed physical response (relating new information to physical actions, as with

directives)

Translation (using the first language as a base for understanding and/or producing the

second language)

¢ Grouping (recording or classifying and perhaps labeling the materials to be learned, based

on common attributes)

Note-taking (writing down the main idea, important points, outline, or summary of

information presented orally or in writing)

¢ Deduction (consciously applying rules to produce or understand the second language)

® Recombination (constructing a meaningful sentence or larger language sequence by
combining known elements in a new way)

o Imaginary (relating new information to visual concepts in memory via familiar retrievable
visualization, phrases, or location)

» Auditory representation (retention of the sound or similar sound for a word, phrase, or
longer language sequence)

¢ Key word (remembering a new word in second language by (a) identifying a familiar word
in the first language that sounds like or otherwise resembles the new word, and (b)
generating easily recalled images with some relationship to the new word)

» Contextualization (placing a word or phrase in a meaningful language sequence)

¢ Elaboration (relating new information to other concepts in memory)

¢ Transfer (using previously required linguistic and/or conceptual knowledge to facilitate a
new language learning task)

o Inferencing (using available information to guess the meaning of new items, predict
outcomes, or fill in missing information)

Social-

affective

e Cooperation (working with one or more peers to obtain feedback, pool information, or
model a language activity)

o Question for clarification (asking a teacher or other native speaker for repetition,
paraphrasing, explanation and/or examples)
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Nunan (1995:170) characterises student strategy use in language learning into
four types of students: concrete, analytic, communicative, and auto route-oriented
students. According to Nunan, concrete students like games, pictures, film, video,
using cassettes, talking in pairs and practising English outside the classroom. Analytic
students like studying grammar, English books, reading newspapers, finding their own
mistakes and the like. Communicative students like to learn by doing/using English as
a means of communication. Auto route-oriented students prefer the teacher to explain

everything, study from the textbook and copy everything into a notebook.

2.5.3 Language development and acquisition

Students’ responses in classroom interactions, reflected in student talk—a
language type that students express in the context of language learning in which they
are non-native speakers (Gass & Selinker, 1994:333; Selinker, 1974)—may relate to
their language development and acquisition process. In this instance, students produce
some kind of language (verbal or non-verbal) forms in their responses to teacher or
peers in classroom teaching and learning activities. This could be regarded as their
language development and acquisition process. This is indicated as predictable steps
in a series of interlocking systems characterising language acquisition. The
interlocking systems may be observed as a single stage of development in the
particular L1/L2 combination (Ellis, 1994:710).

Clark and Clark specifically focus on several steps indicating students’
language development process. These steps can be described as a number of principles

by which children operate (Clark & Clark, 1977):

Once children have started to map ideas onto propositions, they can start on the
arduous task of working out rules form-combining words into sentences.... At the
same time, they have to work on finding out the rules for carrying on conversations,
figure out which linguistic devices best convey different speech acts and what
conditions should apply when one asserts, requests or promises something and
convey thematic information and identify the devices for indicating given and new
information ... (p. 296).

Clark and Clark (1977:296-299) believe that children’s idea mapping is a
basis for developing language competence in which children try to produce

meaningful utterances based on their ideas. Referring to some operational principles
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developed by Slobin, Clark and Clark (1977:339-340) indicate two ways in which
children express their language when mapping their ideas: semantic coherence and

surface forms (see Table 2.12).

Table 2.12 : Operational principles in children’s language development

a. Looking for systemic modifications in the forms of words.
b. Looking for grammatical markers that indicate underlying
Semantic distinctions clearly and make semantic sense.

c. Avoiding exceptions.

Semantic
coherence

d. Paying attention to the ends of the words.
e. Paying attention to the order of words, prefixes and suffixes.
f. Avoiding interruption or rearrangement of linguistic units.

Surface
structure

Children operate with these principles, for example, in semantic coherence,
children use their ideas and general knowledge to express meaningful utterances (as
their communication strategy). Then their sentence construction including
grammatical markers will appear as their surface structure. This would suggest that
there are orders of children’s language development, as the children do not jump from
one stage to the next without gradually progressing from one language pattern to
another.

The students’ responses in classroom interactions, student talk, can also be
reflected in patterns of language development. Of course, patterns of second language
(L2) development differ from patterns of first language (L.1) development, but several
studies of L1 development patterns may be taken into account when examining L2
development patterns. For example, in L1 development, children begin with one-word
utterances that are followed by two-, three-, and four-word utterances, and so forth,
that appear to follow a well-defined pattern (Ellis, 1994:77).

Ellis (1994:82-110) believes that there may be at least three stages often taken
into account in L2 development patterns. The first stage is so-called early L2
acquisition. Then there is the acquisition of morpheme. Next is the acquisition of

syntactic patterns. These stages are presented in Table 2.13.
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Table 2.13: Stages of L2 development adapted from Ellis (1994:82-110)

Stage Description
Early L2 acquisition a. Silent period
b. Formulas use
c. Structural/semantic simplification
Morpheme acquisition Order and sequence
The use of pronouns
Syntactic pattern acquisition | Defined sequence of syntactic structure

In practice, the student talk often relates to various types of language error.
This type of language error is called interlingual error. Several processes cause
students’ errors in their language learning process. First, students use or borrow the
patterns of their mother tongue in the performance of the target language. Such
borrowing patterns are called language transfer. Second, students extend patterns from
the target language. This extended pattern is called overgeneralization. Third, students
express meaning by using words or grammar that they know. This meaning expression
is called communication strategy (Faerch & Kasper, 1983; Selinker, 1974:114).

In short, students’ responses in classroom interactions are a form of student
talk, and indicate the students’ language profile and process of their language
development and acquisition. Student talk is characterised by the occurrence of
language systems such as interlanguage (following particular routes of development)
and language error such as interlingual errors. Student talk is an instrument to help
students develop their communicative competence. In the context of teaching and
learning activities, the teacher’s role is to optimise such student talk in classroom
interactions. Therefore, this research has application as a reference for teachers when

designing and employing effective strategies for managing their classrooms.

2.5.4 Summary

Students’ responses in classroom interactions may reflect their personalities,
learning strategies, and language development and acquisition processes while also
reflecting the effectiveness of their teachers’ classroom management. Students’

responses in relation to their background should be examined further. Students’
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responses appear in many verbal and non-verbal ways. The most common verbal
responses include student-initiated questions, student explanation, student
understanding, and student interest.

Students’ responses may indicate personality characteristics such as
introversion—extroversion, risk-taking and risk-avoiding, tolerance of ambiguity,
empathy, self-esteem, and inhibition. In terms of learning strategies, students’
responses may reflect the category in which the students are grouped. In the language
development and acquisition process, students’ responses may suggest routes and
patterns that students could follow to develop communicative competence and

performance.

2.6 Conclusion

This chapter has discussed factors related to teachers’ strategies for resource
use. It provides insights into teachers’ views and actions, as reflected in their
classroom teaching and learning management, as well as students’ responses in
classroom interactions, which could identify how teachers play their role in
facilitating their students’ English language learning. Further discussion in Chapter 7
will determine whether teachers have undertaken effective strategies for using English
teaching and learning resources, and how.

As to how teachers undertake the strategies, teacher’s views reflect to what
extent they are aware of a number of factors influencing the teaching and learning
process. Teachers may particularly emphasise a number of factors in their decision-
making process in accordance with the classroom situation they encounter. These
aspects may relate to socio-cultural factors, curriculum, and teaching experiences.

Teachers’ actions relate to various teaching methods that they employ to
manage the classroom. These include the way teachers address their instructions, how
trends and patterns of classroom interaction occur, and how the classroom is organised
to offer opportunities to students to develop their language competence through
communication and experiment in their target language. How teachers conduct
classroom management is revealed by (a) teacher talk, (b) patterns of classroom

interaction, and (c) classroom organisation.
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As to how effectively teachers manage the strategies, students’ responses in
classroom interactions may reflect their personalities, learning strategies, and
language development and acquisition processes, as well as the effectiveness of the
teacher’s classroom management. The students’ responses may appear in many verbal
and non-verbal ways such as student-initiated questions, student explanation, student
understanding, and student interest; the most common verbal responses. The
implications that the teachers draw from the students’ responses can contribute to the
development of better strategies for managing the classroom to suit classroom

teaching and learning situations.
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CHAPTER 3
METHODOLOGY

3.1 Introduction

This chapter explains the procedures and methods that were carried out to
undertake this study. It covers the nature of and the data used in the “study, the
techniques of data collection, the pilot study, the period of the study, the instruments,
the settings, and the participants in the study. This section also includes the data
analysis methods, the issues of validity and reliability, and the ethical approval.

The methods and procedures employed were related to the aim and objectives
of this study. As this study is primarily aimed at investigating strategies used by
Indonesian teachers in selecting and using teaching and learning resources to facilitate
students’ English language learning at primary school levels, three main objectives
attempted to find out: (a) how primary school teachers in West Sumatra view their
strategies for selecting and using teaching and learning resources to facilitate their
students’ English language learning; (b) how primary school teachers in West Sumatra
organise and make use of the resources for teaching and learning activities, and; (c)
how students of primary schools in West Sumatra respond to their teachers’ teaching

strategies in relation to the use of resources in the classroom.

3.2 Nature of the study

This study could be categorised as applied research (University of Tasmania,
2002), as it is an attempt to acquire knowledge with a specific application in
classroom process. In particular, this study constituted an investigation of how an
English teaching and learning process occurred in primary school classrooms in order
to contribute to a framework for understanding teachers’ decision making and, in a
formative evaluative sense, to develop and appraise the introduction of English as an
elective subject in primary schools in West Sumatra. As van Lier (1988:71-72),
Baradja (1992), and Tuckman (1994) also indicated, findings of classroom process

research would reflect, for example, what determined the success or failure of
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teaching and learning; the phenomena related to beliefs, ideas, theories about language
learning and teaching; classroom interaction characteristics; as well as how teaching

was carried out.

Moreover, as classroom-focused research, this study could build an
understanding of how social events in the language classroom affect teaching by
considering detailed and ethnographic observation of classroom behaviour (Nunan,
1992:93). In this regard, this study attempted to build a conception, based on an
integrated and continuous pattern of a teaching and learning process in the classroom,
about how teachers’ views and actions were reflected in their use of English teaching
and learning resources. How their students responded to their teaching as a reflection
of the effectiveness of the teachers’ teaching strategies of classroom resources was
also considered.

To achieve these objectives, both quantitative and qualitative approaches were
applied in this study. The quantitative approach was applied in interpreting the
statistical information regarding teachers’ use of English teaching and learning
resources, obtained through questionnaire and observations of classroom activities.
The qualitative approach was applied to interpreting details of the teachers’ views on
and actions relating to resource use obtained through paper-based notes of interview
and classroom observation field notes. In the interview sessions, the data were studied
while referring to the interview transcripts. In the classroom observation sessions, the
data were studied in relation to field notes in the classroom, which were then reviewed
from the video-recording tapes. Combination of these approaches enabled
development of understanding of the application of the teaching and learning process
of English as a foreign language and as an elective subject in Indonesian primary

schools.

3.3 Data of the study

The data of this study was derived from teachers’ views and observable
classroom events relating to the objectives of the study. Teachers’ views were
obtained through questionnaire administration and interview sessions. The teachers’

views related to their conceptions about the use of the English teaching and learning
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resources and some associated factors such as socio-culture, local-based curriculum,
and teaching experiences. The data related to the classroom events were collected
through in-depth classroom observation sessions of observable phenomena relating to
the teachers’ actions and the students’ responses to teaching and learning activities. In

Table 3.1, sources of data corresponding to the foci of this study are presented.

Table 3.1: Data of the study

Related Method/source of data collected
aims/questions | Questionnaire | Interview Observation
1/1a, 1b, 1c X X
2/2 X X
33 X X
3.4 Setting of the study

This study was undertaken in primary schools (private and public) in Padang,
the capital of West Sumatra province, Indonesia, and in its surrounding cities, mainly
in Bukittinggi and Batusangkar (West Sumatra has 14 cities/towns at the time of this
study). These cities pioneered the inclusion of an English teaching program in the
school curriculum. The choice of schools from these cities was also related to some
economic and cultural considerations.

In Padang City, for instance, based on a preliminary survey in 1998, there
were approximately 11 public primary schools, designated as project schools, and
approximately 15 private schools pioneering the introduction of English. In
Bukittinggi and Batusangkar, English for primary school was introduced in a 1998 in-
service coaching program officially organised by the provincial Educational
Authority.

Economically, these cities were considered to represent the industrial activities
of West Sumatra province. Padang, the capital of the province, is the centre of various
growing industries. Bukittingi, the second largest city in the province, is a popular
tourist destination that is rich in natural scenery. Batusangkar is also popular for
tourists and has a rich variety of cultural attractions derived from its Minangbakau

cultural heritage. Besides considering the economic opportunities, the provincial
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authority also targeted a number of primary schools to include an English program in
the school curriculum as a local-content elective subject especially undertaken in the
1996-1998 period. Culturally, these cities represent the cultural and ethnic heritage of
the Minangkabau group, which is a widely-renowned matrilineal ethnic group in

Indonesia.

3.5 Participants

The main participants in this study were teachers who taught English in private
and public primary schools in Padang and the surrounding cities of Bukittinggi and
Batusangkar, in West Sumatra province, Indonesia. The numbers of participants
varied purposively. Students of the respective observed participants were studied
regarding their responses to the participants’ classroom management, to complement

the focused aspects of this study.

a. Participants in the questionnaire administration

The number of participants was 147, based on the teachers who completed and
returned the questionnaire. Based on information provided by the authorities in the
local Department of Education, which advised the number of schools and teachers
teaching English, around 350 teachers were initially invited to participate in the
questionnaire administration. The numbers of participants approached and responding
is compared in Table 3.2.

With regard to participant demographics, most of the teachers were female
(77.6%). Male teachers represented less than one-quarter of the total (22.4%). Table
3.3 presents gender, number and percentage of teachers participating in the
questionnaire administration. Most of the female teachers ranged from 20 to 40 years
old. Most male teachers were in the range from 31 to 40 years of age. Few of the
teachers were aged over 50 years (see Table 3.4).

The participants’ educational qualification background varied from Teacher
College to postgraduate. However, most of the teachers had already obtained some
university training, as most (65) had received the Diploma of Teaching and a

university degree (67, plus 3) (see Table 3.5).
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Table 3.2: Participants approached and number responding

Action Quantity

Questionnaires mailed (inviting teachers to 350
participate)

Questionnaires returned 200

Questionnaires returned * (empty or 53
incomplete)

Questionnaires returned (completed) 147

* In some instance, English teachers were not available, or English was not yet
be offered in the school curriculum.

Table 3.3: Participants, based on gender

Frequency %o Valid % | Cumulative
%
Male 33 224 224 22.4
Gender | Female 114] 71.6 77.6 100.0:
Total 147 100.0 100.0

Table 3.4: Participants’ age groups, based on gender

Sex Total
Male |Female

20-30 years 5 48 53
3140 years 24 41 65
Age | 41-50 years 2 21 23
Over 50 years 2 3 5
Not given 0 1 1
Total 33 114 147

Table 3.5: Participants’ educational background, based on gender

Sex Total
Male | Female

Teacher college 4 8 12

Educational| University 11 54 65
qualification diploma

Bachelor 18 49 67

Masters 3 3

Total 33 114 147

In terms of length of service, the participants could be considered to have
adequate experience of teaching English because most of them have been in service

for over 2 years (assigned to primary schools as English teachers or classroom
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teachers teaching English, see Table 3.6 for details). A significant number was
identified to have been in service for over 10 years (most of whom were female). A
significant number of male teachers who have been in service for 2 to 5 years and

over 10 years (16 and 10 teachers respectively) were also identified.

Table 3.6: Participants’ length of service, based on gender

Sex Total
Male |Female

Less than 2 years 3 30 33
2-5 years 16 19, 35
Service 5-10 years 4 9 13
Overl0 years 10 53 63
Not given 3 3
Total 33 114 147,

b. Participants in interview and observation sessions

From among the participants who completed the questionnaire, fourteen
teachers were interviewed and observed. Fifteen were initially invited, however one
teacher withdrew for personal reasons. This number was about 10% of the overall
questionnaire respondents.

The number of teachers who participated in the interview and observation
sessions was not meant to represent the total number of the studied participants, but
they were selected for the purpose of an in-depth exploration of their views and
actions to identify their strategies for managing the use of the teaching and learning
resources in the classroom context. As suggested by Miles and Huberman (1984), an
in-depth observation ideally selects a sub-set of participants.

With regard to participants’ demographics, more female than male teachers
were interviewed and observed (see Table 3.7 for detail). There were three male
teachers and eleven female teachers in this study. This was the number who consented
to participate in both interview and observation sessions. Decisions about the primary
school teachers to be studied were also based on some preliminary surveys sent to
several private and public primary schools as well as the information and
recommendations given by the office of the Provincial Education Department and

their respective school principals.
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Table 3.7: Demographic data of the teachers participating in the interview and observation sessions

Teacher] Sex Education Service length Language Age No. Gr. Ob
Code | M| F | TC| UD| Bc | MA}| < | 2-5]5-10] >10 | MK |[NMKR0-30314(41-50 >50] 4 | 5
T1 X X X X X 3
T2 X X 3
T3 X X X X 4
T4 X X 1 2 1
T5 X X X X X 4
T6 X X X X 5
7 X X X X 3
T8 X X X X X 4
9 x| x x| x X 4
TI10 X X X X 4
TI11 X X X 4
T12 X X X X 4
T13 X X X X 3
T14 X X X 3
Total | 3|11 1| 4190 3]82]|]1]14]0} 7] 6 1 0| 24]16] 15
Notes:
M=Male TC =Teacher College MK = Minangkabau native
F=Female UD = Uni. Diploma NMK = Non-Minangkabau native
Bc =Bachelor Degree No. Gr. Gb = Number of respective grade to be observed
MA = Masters Degree T =Teacher/participant code (i.e., T1, T2, T3, ..., Tn)

In particular, all of the participants were Minangkabau native speakers (non-
native speakers of English). Their educational qualification background ranged from
Teacher College to a university degree in education majoring in English language
teaching. Only one had a Teacher College qualification, four had a university diploma
in teaching (Diploma 2~year or Diploma 3—year), and nine teachers had a Bachelor of
Education degree. Their lengths of service varied from less than two years up to more
than ten years. Their ages varied from 20 to 50 years. Seven were aged between 20
and 30 years, six were aged between 31 and 40, and only one was ranged between 41
and 50 years. In terms of service rank, most of the participants were non-government
appointed teachers (school recruited teachers), and so had no rank to indicate.
Government-appointed teachers (civil staff) whose ranks are normally indicated
seemed reluctant to disclose them, considering it unnecessary in the context of the

study.
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3.6 Period of the study

Field study (data collection) was conducted over eight months, or two school
terms, in primary schools in the three cities of West Sumatra province, Indonesia. One
school term lasts approximately four months. The first term of this study started in
mid-March and went until mid-July 2001. The second term started in July and went
until near the end of November 2001.

In the first term, some administrative preparations, a series of pilot studies
(pilot questionnaire, interview questions and observations), the questionnaire
administration, and the interview sessions with the sub-set of selected teachers were
the main fieldwork activities. Then, classroom observation sessions of the selected
teachers were the main focused activities in the second term. In this period, the
researcher observed the English classroom teaching and learning activities after
having obtained some confirmation from the teachers about their readiness, time and
the grade to be observed in these two terms.

Moreover, in the second term of fieldwork activities, a review of the video-
camera recordings of the classroom observations was also carried out while
transferring them into computer readable .avi and/or .mpg files, and onto CDs in order
to facilitate review for later data analysis purposes. These activities lasted until mid-
December 2001. Overall, the field study was concluded by the end of 2001. Also,
some brief informal discussions with the teachers were also carried out before or after
classroom observation sessions. These discussions were aimed at elaborating their
opinions about teaching, feelings about being observed, actions and their students’
responses to their teaching actions, as well as building a social relationship, so that

they could feel relaxed about the observer’s attendance in their classrooms.

3.7 Ethical issues

As data of this study were collected from human participants (teachers
teaching English as an elective subject in the primary school classrooms in West
Sumatra, Indonesia), ethical issues have been seriously considered in this study. The

issues mainly relate to approaches to the teachers to participate and treatment of the
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information the participants provided. According to Gall, Borg, and Gall (1996:83),
protecting human rights from unethical research practice is a concern in social studies.

Although this study did not result in physical, psychological or social harm
risks to the participants, careful treatment of the data was employed. The handling of
this study did not breach legislation in the context of study. Formal recommendations
under the authority of Department of Education and the school principals were also
obtained.

As required by the University of Tasmania, ethical approval was first sought
and obtained from the Ethics Committee at the University of Tasmania prior to the
data collection phase in the field (see Appendix F for University of Tasmania Ethics
Committee approval number H6061). Then, in the field of study, as the Ethics
Committee recommended, several ethical procedures were undertaken. First, the study
participants were given sufficient information about the purpose of the study and the
way in which data would be collected and treated. This information was printed on the
cover information in the questionnaire. As participants were to remain anonymous, no
names were written on the questionnaire. Information that could be damaging to the
participants if revealed publicly was not used.

The participants were also informed about the study and the ways in which the
data would be treated before the interview and observation sessions took place. Their
consent to voluntarily participate in the interview and observation sessions was also
obtained. In addition, they were also informed about the confidentiality and data
storage procedures. During all these processes, the participants were approached in a

socially and culturally sensitive manner.

3.8 Pilot study

A pilot study was undertaken prior to the main data collection phases. The
main aim of the pilot study was to ensure that the instruments used were appropriate
to collect the desired information in a reliable way, as well as to adjust related aspects
of the study such as the procedure of data collection and question items. This included
testing the questionnaire questions, interview questions, and observational schedules.

As noted by Burns (1997:334), a pilot study is significant to pre-test aspects of the
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proposed study before the actual study—in this sense the data collection process—is
conducted. Burns further stated that the aim of these pilot activities is to learn whether
all the procedures used are clear and appropriate for the respondents.

The pilot study was undertaken over about two months, in the third term of the
school calendar in 2000-2001. It included activities such as a pilot questionnaire, pilot
interviews and a pilot observation, but the information gathered was not included in
the final presentation. The pilot study was also carried out in a context closely related
to the study.

In the pilot, a teacher colleague from the Indonesian Department in the Faculty
of Teacher Training and Education at Bung Hatta University, Padang was invited to
proofread the Indonesian translation version of the questionnaire after close
consultation with a research supervisor and discussions with a fellow research student
at the University of Tasmania. After that, some slight revision and refinement was
made to clarify some meanings. Then, a number of teacher colleagues at Bung Hatta
University were invited to attend a seminar intended to pilot the questionnaire. Some
comments and suggestions were taken into account to ensure that all items in the
questionnaire were clear. Also, a group of primary school teachers who were not
involved in this study were invited to participate in a workshop that was intended to
pilot the questionnaire as well. They were also encouraged to write marginal
comments on the questionnaires. As a result, the researcher was able to refine and
clarify the procedures and question items, as some explanation of the procedures may
have been unclear and/or inappropriate (e.g. ambiguous instruction, unclear question
wording, and the like) according to the primary school teachers’ perspectives.

Some pilot interviews were also undertaken with the same groups of primary
school teachers. Pilot observations were conducted prior to actual classroom
observations with the study participants. Overall, the results of the pilot study assured
the researcher of the appropriateness of the data collection procedures and instruments

used.
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3.9 Procedure of data collection and analysis
In relation to the objectives of this study, the questionnaire, interview, and
classroom observation were applied as the main procedures for the data collection and

analysis. Figure 3.1 illustrates the mechanism of the data collection and analysis.

DATA L .
Questionnaire Interview Classroom
COLLECTION /D<°bservalion
v What views do the How do th How do the students
teachers have about O“I,1 o zk respond to the
DATA ANALYSIS their strategies for “:,a‘;) e;as ml : use teachers’ use of
the use of English oft e oS ‘j English teaching and
teaching and ;eac "ng an learning resources?
Jeamning resources? learning resources
in the classroom? L
l ‘ '
v The teachers’ The ways in The ways in
views about their which the which the students
RESULTS strategies in the teachers make use respond to the
use of English of the English teachers’ use of
teaching and teaching and English teaching
learning resources learning resources and learning
in the classroom resources
INTERPRETATION Teachers’ strategies in the use of English teaching and
(DISCUSSION) learning resources to facilitate students’ English Janguage
learning: a focus in West Sumatran primary schools
IMPLICATIONS To confribute to a more comprehensive framework for

understanding teachers’ decision making that includes
contextual factors as well ag teaching practice issues,
and to enhance primary school English programs

Figure 3.1: Mechanism of data collection and analysis of the study

The questionnaire was administered to identify the participants’ views about
the use of English teaching and learning resources in relation to issues of socio-
culture, curriculum practice, and teaching experience, according to research question
1, part a, b, and c. The interview sessions were then carried out with a sub-set group of
the participating teachers specifically to identify details and confirm the participants’

views about the use of English teaching and learning resources as well as to obtain

68



some overviews about how the teachers made use of the resources in the classroom
teaching and learning activities. The classroom observation sessions were conducted
to identify how the teachers managed the English teaching and learning resources and
how the students responded to the teachers in the classroom activities according to
research questions 2 and 3. The following sections present the mechanism of the data

collection and analysis.

3.9.1 Questionnaire
3.9.1.1 Questionnaire administration

The questionnaire was administered in relation to research question 1 which
aimed at identifying the teachers’ views when selecting and using English teaching
and learning resources for their young learners, according to some focused factors
grouped as socio-cultural, curricular, and teaching experiences. In this regard,
according to Larsen-Freeman and Long (1991:35), such questionnaire may be used to
obtain teachers’ personal thoughts, such as how the factors focused upon in this study
were related to their teaching. The teachers’ responses to the questionnaire could
reflect the degree to which they considered the importance of the aspects in
undertaking their strategies for using teaching and learning resources to facilitate
students’ English language learning.

As previously mentioned, 350 primary school teachers (excluding those who
participated in the pilot study) in Padang and the surrounding cities were initially
invited to participate in the questionnaire administration. An information sheet, a letter
of invitation, a letter from the Education Department to school principals requesting
teachers to participate, and a return envelope were attached to the questionnaire. An
expected date for return of the questionnaire was also established (two months before
the school term ended in mid-June 2001).

In order to have an optimal number of questionnaires returned, two methods of
reminding respondents were carried out. First, a reminder was mailed to the teachers
via their principals. The reminder informed the teachers about the time for returning
the questionnaire, which was extended until the new school term began in mid-July

2001. It also informed the teachers that if English was not taught in the school, the
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empty questionnaires should be returned, so that the number of teachers and schools
introducing English as an elective subject could be identified.

Second, a reminder was also given to the primary school principals when the
researcher attended principals’ monthly meetings held in the Department of Education
districts. On these occasions, some information was also obtained regarding the
unavailability of English teaching programs and English teachers at their schools,
which prevented the questionnaire from being completed. The principals’ assistance in
reminding their teachers to return the questionnaire accordingly was acknowledged. A
number of questionnaires were returned incomplete, therefore, only the 147 that were
returned completed were studied.

The questionnaire was designed using the Likert scale, a model intended for
and applicable to exploring participants’ general attitudes or eliciting participants’
opinions (Burns, 1997:337; Gall, Borg, & Gall, 1996:297; McDonough &
McDonough, 1997:176). It contained a set of agreement or disagreement statements
ranging from °‘strongly agree’ to ‘strongly disagree’ and a set of frequency statements
that consisted of ‘always’, ‘often’, ‘sometimes/occasionally’, ‘rarely’, and ‘never’,
coded with numbers from one to five respectively. The numbers were not meant to
judge the quality of responses (that is, the best or the worse statement); the statements
provided by the participants were merely treated as information that would reflect
how they regarded these aspects in their use of English teaching and learning
resources. In addition, the teachers were also encouraged to add any further
information they felt necessary on any space available on the questionnaire. The
questionnaire was written in Indonesian after translation from the initial English
version (see Appendix B for both versions).

The questionnaire was developed to include three sections of importance to
this study. In the first section, teachers’ demographic information was elaborated
upon. The teachers were asked to complete a category for their gender, age, ethnic
origin, native language, educational background, number of years of teaching service,
rank of in-service, and subjects and grade(s) taught in primary schools. In the second

and third sections, the teachers’ perspectives regarding the resources that they used in
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their teaching and a number of focused aspects considered and reflected upon in the
use of teaching and learning resources in teaching were identified.

The teachers were asked to describe which resources they used and how
frequently. The teaching and learning resources were categorised into printed
materials, audio-visual materials, people around the school, materials and artefacts,
and work on arts and culture relevant to their teaching practices. In relation to the
aspects included in socio-culture, curriculum practice, and teaching experience that
could be reflected in the use of the resources, the teachers were asked about which
aspects they took into account in using the teaching and learning resources. Overall,
indicators of the items, the number of questions related to the indicators and the item

number are presented in Table 3.8.

Table 3.8: Indicators and distribution of items in questionnaire

Factors/Indicators Number of Number in
questions/items questionnaire
related
Section I
Teachers describe the types of resources they use and
how these are used to facilitate their students’ English
language learning. The resources include:
a. Printed materials, 11 A9,10, 11, 12, 13, 14,
15, 16, 17, 18, 19.
b. Audio-visual materials, 8 B20, 21, 22, 23, 24, 25,
26, 27.
¢. People around the school, 4 C28,29, 30, 31.
d. Materials and artefacts, 6 D32, 33, 34, 35, 36, 37.
e. Work on arts and culture. 5 F38, 39, 40, 41, 42.
Section III
A. Teachers describe how aspects of socio-culture are
considered in the strategy for selection and use of the
teaching resources to facilitate their students’ English
language learning:
a. Students’ characteristics 8 GA43, 44, 45, 46, 47, 48,
49, 50.
b. Students’ nature 4 G51, 52, 53, 54.
c. Students’ social background 2 G355, 56.
d. Context of teaching 5 H57, 58, 59, 60, 61.
e. Social and cultural organisation 3 H62, 63, 64.
f. Social classes in society 1 H65.
g. Economic and political condition 2 H66, 67.
h. Institutional factors 6 He68, 69, 70, 71, 72, 73.
i. Technological development 1 H74.
j- Teachers’ thoughts/beliefs/preferences 3 175,76, 717.
k. Teachers’ characteristics 7 178, 79, 80, 81, 82, 83,
84. (cont.)
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B. Teachers describe how components of curriculum are
considered in the strategy for the selection and use of
teaching and learning resources to facilitate their
students’ English language learning:

a. Orientation of ELT in primary schools 2 185, 86.

b. Instructional objectives of ELT in primary schools 2 187, 88.

c. Language skills focus of ELT in primary schools 4 K89, 90, 91, 92,

d. Content or materials of ELT in primary schools 3 K93, 94, 95

e. Teaching methods of ELT in primary schools 4 L96, 97, 98, 99

f. Teaching and learning activities of ELT in primary 5 L100, 101, 102, 103,
schools 104

g. Teaching and learning interaction of ELT in primary 8
schools L10s5, 106, 107, 108,

h. Timetable of ELT in primary schools 1 109, 110, 111, 112

i. Evaluation system of ELT in primary schools 2 L113

L114,115

C. Teachers describe how their experiences of aspects of
socio-culture and curriculum determined their strategy 4 M116, 117, 118, 119.
for the selection and use of teaching resources to
facilitate their students’ English language learning.

Total 111

3.9.1.2 Questionnaire data analysis

Analysis of the questionnaire data was based on the quantitative (statistical)
information supplied through teachers’ responses about their use of resources using
computer-assisted application programs. Two programs were used for this purpose:
Statistical Packages for the Social Sciences (SPSS) for Windows, and Microsoft Excel
Spreadsheet. First, teachers’ responses to the questionnaire (raw data) were entered
into SPSS, which could produce descriptive statistics of teachers’ use of English
teaching resources such as the mean score, frequency and percentage, thereby
describing the tendency of teachers’ views regarding what English teaching resources
were used and how. The results of this calculation—tabulated in Tables 1 to 8 and
presented in Appendix C— are discussed in Chapter 4.

Second, the results, such as the mean score, frequency and percentage, were
illustrated using Microsoft Excel Spreadsheet. Aspects included in the teachers’
responses were categorised and grouped according to the research questions answered.
The categorisation helped produce figures on the trends of types of resources and
various aspects reflected in the use of English teaching resources to indicate teachers’

strategies.
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Two methods of diagrammatic presentation were used to present the results of
the questionnaire analysis in this study: pie and timeline charts. The pie charts
represented the average percentage of teachers’ use of types of resources. The
timelines reflected the tendency of teacher’s choices in the use of resources. These
diagrams, Figures 4.1 to 4.20 in Chapter 4, became the basis for reporting the results

of the questionnaire data analysis.

3.9.2 Interview
3.9.2.1 Interview sessions

To elaborate the teachers’ views about use of English teaching and learning
resources in the classroom teaching and learning situation, interview sessions were
carried out after the questionnaire was returned. The interview was important in
complementing the information obtained through the questionnaire, the details of
which could not be traced from all respondents. Gall, Borg, and Gall (1996:307)
advised that a confirmation survey interview was intended to produce evidence to
confirm earlier findings.

In addition, the interview sessions were mainly significant in dealing with the
issues of validity and reliability. According to Hopkins (1993:124) and Burns
(1997:315), interview was considered an appropriate technique to discuss, confirm
and verify information that had been obtained and tentatively concluded. As
McDonough and McDonough (1997:181) also suggested, interviews can be used as a
checking mechanism to triangulate data that have already been gathered.

Socially, the interview sessions were useful to establish a relationship with the
teachers. As Silverman (1993:9) states, (a good) interview could be used as a means to
build a relationship with the participants. In this circumstance, the teachers felt free to
discuss with the researcher and to be observed, and familiar with the presence of the
researcher at the school. In addition, both Minangkabau language (a local language in
West Sumatra province) and Indonesian were used in the informal conversation of the
interviews. A few English words were used occasionally during these sessions.

The interview sessions were carried out with fourteen English teachers out of

the overall participating primary school teachers. Fifteen teachers were initially
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invited, one teacher withdrew due to personal reasons, and each teacher represented
their respective school. The interview took about an hour, and was held at a time and
place convenient to the teachers. All interview sessions were held at the teachers’
respective school offices before and after class.

Items within interview questions were developed around the theme of
teachers’ views in relation to strategies for selecting and using English teaching and
learning resources with primary school students, how the teachers made use of
English teaching and learning resources in the classroom, and how their students
responded to their use of the resources in the classroom teaching and learning
activities. The questions explored teachers’ use of the teaching and learning resources,
including their views on the significance of aspects of socio-culture, curriculum
practice, and teaching experiences. The interview questions were divided into three
divisions: (a) demographic information, (b) teaching and learning resources, and (c)
views on the factors in relation to the use of teaching and learning resources. Core

questions from which detailed interview questions were developed were presented as

follows.

1. Could you tell me, in general, how you usually teach English?

2. In your English teaching, what teaching and learning resources do you use?

3. Then how do you get the resources for your teaching? Please explain.

4. In general, why do you choose using the resources in your teaching? Please explain.

5. How do your students generally respond to or participate in your teaching in regard to your use of

the resources? Please explain

Could you tell me what socio-cultural factors you know and you encounter in your teaching?

Could you tell me about curriculum and curriculum components you know and you emphasise in

your teaching?

8. Could you tell me about your teaching experience, and factors you emphasise in your teaching?

9. Could you explain how you consider the aspects of students’ characteristics in your teaching,
including the use of English teaching and learning resources?

10. Could you explain how you consider the aspects of students’ nature in your teaching, including the
use of resources?

11. Could you explain how you consider the aspects of students’ social background in your teaching,
including the use of resources?

12. Could you explain how you consider the aspects of teaching contexts in your teaching, including
the use of resources?

13. Could you explain how you consider the aspects of social and cultural organisation in your
teaching, including the use of resources?

14. Could you explain how you consider the aspects of society and economic politic conditions in your
teaching, including the use of resources?

15. Could you explain how you consider the aspects of institutional factors and technology in your
teaching, including the use of resources?

16. Could you explain how you consider the aspects of your personal philosophy (i.e. thoughts, beliefs,

N o
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and preferences) in your teaching, including the use of resources?

17. Could you explain how you consider the aspects of your personal characteristics in your teaching,
including the use of resources?

18. Could you explain how you consider the aspects of orientation and objectives of ELT in your
teaching, including the use of resources?

19. Could you explain how you consider the aspects of language skills and content in your teaching,
including the use of resources?

20. Could you explain how you consider the aspects of teaching methods in your teaching, including
the use of resources?

21. Could you explain how you consider the aspects of teaching activities in your teaching, including
the use of resources?

22. Could you explain how you consider the aspects of teaching time and evaluation in your teaching,
including the use of resources?

23. In your experience, how do you emphasise the aspects of students on your use of the English
teaching and learning resources?

24. In your experience, how do you emphasise the aspects of social environment on your use of the
English teaching and learning resources?

25. In your experience, how do you emphasise your personal aspects on your use of the English
teaching and learning resources?

26. In your experience, how do you emphasise the aspects of curriculum on your use of the English
teaching and learning resources?

A semi-structured interview—a combination of closed (structured interview)
and open-ended questions (unstructured interview) using both yes/no and wh-
questions—was carried out in this study. This allowed the researcher to explore the
information around the focus of the study (the core questions). Also, collecting
additional data was made possible and discussions could be led from general issues up
to specific topics (Nunan, 1992:149-152). Moreover, discussions with the participants
become flexible, and richer information could be obtained (Burns, 1997:330;
McDonough & McDonough, 1997:183—4). Despite this, the interviewer retained
control of the questions and the direction of the focus.

The interview data were recorded using an audiotape recorder. The use of the
audiotape was intended to cope with possible loss of information noted when using
paper-based notes. Besides, the use of audiotape recording was based on an
assumption that relying only on the notetaking technique might still cause some
information loss, because the information flowed very quickly from one issue to
another, making note taking less effective.

Nunan (1992:153) compared some weaknesses and strengths of note-taking
and tape-recording techniques (see Table 3.9). On reflection, tape recordings as well
as paper-based note taking were considered appropriate in this study to overcome the

shortcomings of each method.
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Table 3.9: Strengths and weaknesses of tape-recording and note-taking (Source: Nunan, 1992:153)

Instruments Strengths Weaknesses

Tape-recording | Preserves actual language Possibility of data overload
Naturalistic Time-consuming to transcribe
Objective record Context not recorded
Interviewer contribution Presence of machine off-putting
Data can be re-analysed after | Core issues masked by irrelevancies
the event

Note-taking Central issues or facts recorded | Recorder bias
Context can be recorded Actual linguistic data not recorded
Economical Encoding may interfere with
Off-record statements recorded | interview

Status of data may be questioned

3.9.2.2 Interview data analysis

In analysing the interview data, the information recorded in the tapes was first
transcribed. Then, particulars of the teachers’ views were highlighted, categorised and
organised according to the study focus aspects, such as the types of resources, and
aspects of socio-culture, curriculum, and teaching experience (see Appendix D for
sample of an interview transcript). This procedure enabled interpretation of the
information as well as giving a picture of how the teachers considered that the use of
the English resources, including the classroom interactions of English teaching and
learning activities, reflected their strategies in facilitating students’ English language

learning. The results are presented in Chapter 5.

3.9.3 Observation
3.9.3.1 Observation procedure

Observations of the fourteen interviewed teachers from the participating
schools were undertaken as a technique for data collection, to identify details of
classroom interaction demonstrating how the teachers managed (and made use of)
resources in their teaching, and how students got involved in teaching and learning
interaction, in relation to research questions 2 and 3. It was considered that
observation enabled a better understanding of the classroom phenomena being studied
in its real context; also focus behaviours could be identified and studied in order to

describe them objectively. As proposed by Nunan (1989:78), researchers need to
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spend time looking at classrooms to enrich understanding of language learning and
teaching.

Classroom observation could be considered naturalistic observation, as this
study attempted to identify the detailed occurrences of focused events in natural
settings in the classroom. In this situation, the researcher should not be involved in the
classroom activities (non-participant observation) (Burns, 1997:318; Gay, 1996:265;
Larsen-Freeman & Long, 1991:516-7). During this study, ongoing activities
proceeded naturally, and the details of classroom events occurred without intervention

of the researcher’s attendance. As Gay notes:

Certain kinds of behaviours can only/best be observed as they occur
naturally. In such a situation, the observer purposely controls or manipulates
nothing, and in fact works very hard at not affecting the observed situation in
anyway. The intent is to record and study behaviour as it normally occurs ...
(Gay, 1996:265).

To help undertake the naturalistic observation, a video camera was used with
the awareness of the participating class (teacher and students) and placed in a fixed
position to minimise classroom intrusion. Along with the video-camera recording,
observation checklists and paper-based notes were also used to record occurrences of
the focused teaching and learning interaction events, including their contexts. Some
margin notes were written concerning particular aspects such as topics, classroom
organisation, and activities. This method could be categorised as semi-structured
observation, because the observation did not simply count the frequency of the
occurrences of the events onto the checklist, but also included contexts that could
allow the researcher to identify meaning behind these events (Hopkins, 1993:100).
The paper-based notes were used simultaneously, in an attempt to give a general
picture of the classroom events.

The checklist—Flanders’ Interaction Analysis Categories (FIAC) (Allwright &
Bailey, 1991:202-3; Flanders, 1970; Stern, 1994:492)—was adapted to suit the
purpose of the study (see Appendix E for sample of checklist form). The use of the
adapted FIAC related to the focus of the study that mainly investigated what strategies
were used and how teachers reflect these strategies in the use of English teaching and

learning resources in the classroom. It could provide information regarding trends and

77



patterns of classroom interaction in which teachers managed their strategies in the use
of English teaching and learning resources in classroom teaching and learning
activities.

The FIAC, developed by Flanders (1970), was the first known coding system
for observing classroom interaction and was useful to code teaching patterns in a
formal teaching situation. A model introduced by Moskowitz, called Foreign
Language Interaction (FLINT) (Brown, 1994:162-4), was originally adapted from the
FIAC and incorporated several of its components. Similar studies could be undertaken
using the FLINT to see how this model portrays teachers teaching.

In the researcher-adapted FIAC used, ten aspects of the FIAC analysis
categories were used to indicate classroom interaction events: teacher talk, student
talk, and silence period (Allwright & Bailey, 1991:202-3; Stern, 1994:492). How
teachers managed English teaching and learning resource use and how students

responded to the teachers are reflected as follows:

TEACHER TALK

Teacher’s indirect influence

1. Accept feelings (accepting what the students feel and think regarding their responses/talk by
clarifying or recalling in the context of using the English teaching and learning resources).

2.  Praises/encourages (allowing students’ behaviours or actions, using some verbal or non-verbal
expressions in relation to their responses to the teacher’s use of the English teaching and learning
resources)

3. Accepts/uses students’ ideas (building or developing students’ thoughts as a response to the
teacher’s use of English teaching and learning resources by using some verbal/non-verbal
expressions, for example: yes, OK, hm, all right, agree, etc.)

4. Asks questions (using yes/no question or wh-questions or intonation (questions) to elicit students’
answers/responses about the contents or procedures of the subject being learned in the context of
using English teaching and learning resources)

Teacher’s direct influence

5. Lecturing (delivering information or contents of the subject by using/showing the English teaching
and learning resources)

6. Gives directions (give commands or instructions or orders indicating what the students have to do
with the English teaching and learning resources being used, in the context of the student’s
English language learning, e.g. repeating after the teacher, doing exercise, writing/copying
exercise, etc.)

7.  Criticise/justify authority (changing, controlling or driving the students’ behaviours or responses,
by drilling practices, correcting mistakes, calming down or walking around the room, in the
context of using the English teaching and learning resources in the classroom teaching and
learning activities)

STUDENT TALK

8. Students’ responding (to the teacher, or to other classroom members with some verbal/non-verbal
expressions in relation to the use of English teaching and learning resources)

9.  Students’ initiating talk (students ask questions or give comments in relation to the teacher talk, in
the context of the English teaching and learning resources)
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SILENCE/CONFUSION

10. Period of pause or silence or confusion (when there is no talk/responding activity at all in the
classroom context of using the resources, e.g. the class is noisy due to other activities or the
students doing the exercise/copying/note-taking and the teacher’s sitting or copying the materials
onto the board).

(Adapted from Flanders, 1970)

Based on these categories, the teacher’s use of English teaching and learning
resources might occur in relation to the category coded as 1, 2, 3, 4, 5, 6, or 7 (the
teacher talk). Then, students’ responses to the teacher could be coded as category 8 or
9 (student talk). Neither teacher nor student talk occurring was labeled as 10.

To record the context of the classroom interaction, some additional notes were
taken along with the checklist completion. These classroom notes included: (a) types
of resources (brief descriptions of the resources being used), (b) forms of classroom
organisation (class-work, group-work, pair-work, or individualised instruction), (c)
topics of lesson (brief description of the lesson focus in the classroom activities), and
(d) activities in the classroom (particular actions of teacher and students in classroom
teaching and learning activities regarding the use of the resources).

Overall, the following procedure of the classroom observation was employed:

1. Classroom activities and events were recorded using a video camera placed
at a fixed position in the classroom with the awareness of the classroom
members (the observer/researcher was present or absent in the classroom
depending upon how the class had become used to his attendance).

2. Occurrences of the focused classroom events (i.e. the teacher’s use of
English teaching resources and students’ responses to the classroom
activities) were recorded on paper, indicating when and under what
circumstance the events likely occurred, who was involved and what was
done, plus some observer’s comments on the events. These paper—based
notes portrayed classroom activities every 5 minutes.

3. Occurrences of the focus classroom events were recorded, using the
adapted FIAC (Flanders Interaction Analysis Categories) checklist at every

single minute, to indicate how the teachers made use of English teaching
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and learning resources, as well as students’ responses to classroom
teaching and learning activities. The observable behaviours were marked
under respective categories to provide a picture of the frequency of
occurrence of the behaviours as well as to portray the tendency of patterns
of classroom activities. For example, the use of resources tends to include
the teacher’s indirect influence (i.e. accept feelings, praise or encourage,
accept or use students’ ideas, and/or ask questions) or the teacher’s direct
influence (i.e. lecturing, giving direction, and/or criticizing or justifying
authority), or the student talk (i.e. response and/or initiate), or indicated the
periods of silence and/or confusion. Some brief margin notes were also
added to the adapted FIAC format to indicate particular resource use,
classroom organisations in which the resources were used, and topics of
the lesson and activities in which the resources were used.

4. The video-camera recordings of the classroom activities were reviewed,
assuring that the paper-based notes and the adapted FIAC observation
notes had captured the necessary information and given comprehensive
pictures of the classroom discourse, including the teacher’s use of English

teaching resources and the students’ responses in the classroom activities.

-3.9.3.2 Observation sessions
Over 50 observation sessions were conducted in the classes taught by the
observed teachers (see Table 3.10 for detailed sessions). On average, every teacher
was observed at least three times during observation sessions. This included a session
for the pilot observation. Each of the observation sessions lasted approximately 50 to
80 minutes. The variation was due to the teachers’ availability, the nature of the topic

taught, and the school timetable.
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Table 3.10: Overall observation sessions

Participants

Date

T1

T2

T3

T4

TS

T6

T7 ¢ T8

T9

T10

T11

T12

T13

T14

25/07/2001

(S)ab

27/07/2001

(5)abc

30/07/2001

(5+6)ab

(5)ab

2/08/2001

(5)ab

3/08/2001

(5)ab

6/08/2001

(4)ab

7/08/2001

(4)ab

9/08/2001

(5)ab

13/08/2001

(4+5)ab

(5)ab

14/08/2001

(6)ab

15/08/2001

(5)ab

16/08/2001

(4ab

3)

20/08/2001

(6)ab

(4)ab

21/08/2001

(4)ab

22/08/2001

(5)abe

23/08/2001

(4)ab

(6)abc

24/08/2001

(5)ab

27/08/2001

(6)ab

28/08/2001

(4)ab

29/08/2001

(4+6)ab

(4)ab

30/08/2001

(6)abc

3/09/2001

(4)ab

5/09/2001

(4+6)ab

(4)ab

11/09/2001

(6)ab

13/09/2001

(4)abe

14/09/2001

(4ab

18/09/2001

(6)ab

19/09/2001

(4+6)ab

(4)ab

20/09/2001

(4)ab

21/09/2001

(4)ab

24/09/2001

(6)ab

(5)ab

25/09/2001

(4)ab

(6)ab

28/09/2001

(5)ab

(4)ab

29/09/2001

(5)ab

1/10/2001

(6)ab

(4)ab

(6)ab

5/10/2001

(4)ab

8/10/2001

(4)ab

16/10/2001

exams period start

24/10/2001

school break start

10/11/2001

fasting month break start

No. Obsy.

3

6

4

4

4

5

3 4

4

4

4

4

3

Average Min

50

60

80

50

70

65

60 i 70

55

70

70

60

55

65

Note:

4 5 6 = Grades to be observed ab ¢ =CD data codes

Bold = Data to study

To limit the bulk classroom observation sessions to study, data to study were

mainly focused on one of the last classroom observation sessions. In other words, data
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analysis was not undertaken with the data of all the different sessions. This decision
was related to the researcher’s consideration that the first or earlier observation
sessions could be intrusive, and that the observer/researcher’s presence in classroom
teaching and learning activities influenced normal classroom behaviour. In addition,
the earlier (first) observation was also intended for undertaking some pilot
observations as well as being the observer’s attempt to become familiar with the
classroom situation and activities and the classroom members.

Although several teachers said they were not disturbed by the observer’s
presence, the students may have felt alienated by the observation in the classroom-
learning context. This was confirmed after several observation sessions when the
teachers and students became familiar with the observer’s presence and their
behaviour in the classroom teaching and learning activities appeared normal.
Therefore, the observational data studied were mostly taken from the last observation
session. The data of the focused and examined observation is indicated in bold in

Table 3.10. The distribution of the participants and grades studied is presented in
Table 3.11.

Table 3.11: Teachers and grades focus in the observation sessions

Teacher Total
Grades 11213i4i5i6i7181:19:10:11:112:113:14
v X !X X X X 5
\ X X X X 4
VI X1 X X X i X 5
14

3.9.3.3 Classroom observation data analysis
Both quantitative and qualitative methods were used to study the observational

data. Using quantitative methods, the occurrences and patterns of the focused
classroom events were interpreted according to the frequency of the events. The
frequency was indicated by using the checklist of the adapted FIAC observation
format, and illustrated the tendency and patterns of how teachers seemed to make use

of English teaching and learning resources and how students responded to the teachers

82

o
i

=1
PN

SYL

A

/
/



in the classroom interaction, categorised as: teacher talk, student talk, and silent
period. The results are presented in Table 6.1 in Chapter 6.

Using the qualitative method, the trends of the classroom phenomena obtained
through the adapted FIAC were examined according to the information recorded in
the marginal space of the adapted FIAC checklist format and on some paper-based
observation notes. These notes gave specifications and details of the classroom
interaction patterns, which could help enrich the interpretation of the focused aspects
of this study. Identification of classroom events was also attempted by replaying the
video recordings, in an attempt to re-examine the classroom interaction and to attain a
more objective interpretation, so that a picture of how the focus classroom events
happened could be sketched accordingly. As a result, the classroom observation
analysis could suggest how teachers managed English teaching and learning resources

and how students responded to the teachers. These results are presented in Chapter 6.

3.10 Validity and reliability issues

Validity and reliability issues were a concern in this study. Validity issues
were responded to through checking that the result information was described
precisely, in accordance with the focus of the study. The reliability issues were
responded to by double-checking the consistency of the information obtained, so that
conclusions could be drawn accordingly (Chaudron, 1988; McDonough &
McDonough, 1997:63-63).

First, to achieve accuracy of information (validity), instruments and
procedures used in this study were piloted prior to data collection, to ensure they
could be used to gather and describe the information precisely. The pilot study
included a pilot questionnaire, pilot interview, and pilot observation. Refinements and
clarifications were made to the questionnaire and interview, to procedures as well as
to question items.

In a further attempt to ensure accuracy of information about classroom
phenomena during the data collection phase, continuous data collection and
preliminary analysis during the researcher’s presence in the classroom were also

carried out (LeComte & Goetz in Nunan, 1992:62). In addition, the researcher’s
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presence in the field was also considered as a triangulation, as it was suggested as the
best way to check the accuracy of information (Hopkins, 1993:152).

Second, to arrive at consistent results of data interpretation in a given period of
time (the reliability issue), several steps were also undertaken in the data collection.
They included (a) objective observation, (b) mechanical recordings, and (c) use of

several techniques at the same time.

a. Objective observation

In the objective observation, descriptive data (details of classroom events as
they occurred naturally) and reflective data (comments, opinions, and suggestions on
the classroom activities) were differentiated. This differentiation could show how
controls in describing the objective information were taken into account (Bogdan &
Biklen, 1992:44). In addition, the results of tentative investigations were discussed
with fellow researchers and teaching colleagues in an attempt to present objective
observations (Hopkins, 1993:159-162; Miles & Huberman, 1984:21-23; Nunan,
1992:61).

b. Mechanical recordings

In terms of the mechanical recording, the audio-taped and video-camera
recordings were used to record related information and events. The use of these
mechanical recording instruments could help the researcher review the recorded data
and compare one set of data with another. Reviews of such mechanicaily recorded
data were relevant in terms of an intra-rater reliability procedure in which, in this
case, an intra-observer reliability procedure was carried out. The intra-rater or intra-
observer reliability was intended to optimise the objectivity and consistency of the
data interpreted at different periods of time (Chaudron, 1988:24). This method is
suggested to create consistency of the data description (Nunan, 1992:58—64).

c. Using several techniques together

Several techniques—note-taking and audio-taping in the interview, as well as

camera recording of the classroom activities—were used at the same time. These
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techniques were intended to optimise accurate data interpretation when describing the
focused phenomena regarding teachers’ strategies. These attempts were intended to

achieve reliability.

(1) Note-taking

During the interview and observation sessions, notes were taken to gather
relevant information expressed by teachers in classroom teaching and learning
contexts. Although this was rather difficult to do, especially to record information and
classroom events that occurred quickly and simultaneously, the researcher tried to
identify and record on paper where and when the information and events occurred.
Very brief notes and coding were often used, so that the information could be
reviewed and refined later. As suggested by Burns (1997:336), the coding and filing
data was intended to enable the researcher to sort and organise information that could

help the researcher easily review the information and the occurrence of the events.

(2) Audio-taped and video-camera recordings

To deal with the possible loss of information, especially in the interviews,
audio-tape recording was carried out in interview sessions. Video-camera recording
was carried out in the classroom observations. The use of audio-tape recording suited
the fieldwork situation, where relying only on the note-taking technique could risk
loss of information because the information flowed very quickly from one topic to
another. This made note-taking a less effective method of recording necessary
information. A similar situation could occur in the context of classroom activities
unless video-camera recordings were used. Therefore, combining the data recordings,
that is, the paper-based notes and audio-taped recording or the paper-based notes and
video-camera recording, could provide a comparison to give a comprehensive picture
of the teaching and learning activities (Baradja, 1992; Hopkins, 1993; Nunan, 1992).
Moreover, such recording techniques were also useful when the data were reviewed.
As Gall, Borg, and Gall (1996:337) noted, the occurrence of behaviours could be

replayed several times for careful study.
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3.11 Conclusion

This chapter describes how the procedures and methods of the study were
carried out. It includes the nature and data of the study, techniques of data collection,
pilot study, period of the study, instrument used, settings, and participants of the
study. Techniques used in data analysis, approaches to issues of validity and
reliability, and ethical approval were also explained.

This study could be categorised as an applied research that focused on
describing the classroom teaching and learning process. It employed both quantitative
and qualitative approaches to describe how teachers reflect their strategies in their
selection and use of English teaching and learning resources to facilitate students’
English language learning in the classroom teaching and learning process, and how
the students respond to the teachers. For this purpose, questionnaire, interview and
classroom observation sessions were carried out, after obtaining ethical consent and
undertaking a series of pilot studies. In the questionnaire administration, 147 teachers
participated, which was equal to the number of schools with English as an elective
subject in the school curriculum, as well as the available number of English teachers
in Padang and the surrounding cities such as Bukittinggi and Batusangkar in West
Sumatra, Indonesia in 2001. Fourteen of the participating teachers were invited to
interview and classroom observation sessions to elaborate their views and the ways
they used English teaching and learning resource to facilitate students’ English
language learning in the classroom. All these activities were undertaken during a 9-
month period (approximately two school terms).

To interpret the data, the frequency of the teachers’ responses based on the
Likert scale in the questionnaire were examined, using the computer-assisted SPSS
and Microsoft Spreadsheet, to indicate initial information about the teachers’ use of
the resources. Then, specific information and events related to the focus of the study
were carefully studied through the interview transcripts and classroom observation
sessions. Overall, the results of the questionnaire, interview, and classroom

observation data analyses are presented in Chapters 4, 5, and 6 respectively.
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CHAPTER 4
RESULTS OF THE QUESTIONNAIRE DATA ANALYSIS

4.1 Introduction

This chapter reports the results of the questionnaire data analysis. It contains
the statistical information about the teachers’ views on the use of English teaching and
learning resources. It first presents the results as identified by the teachers on the types
of resources used in their tcaching. It then describes those aspects that the teachers
considered significant when selecting and using English teaching and learning
resources (i.e. socio-culture, curriculum practice, and teaching experiences) according
to research question 1.

The data from the questionnaire responses of 147 participating teachers were
examined. Results were obtained through SPSS for Windows to identify mean score,
frequency, and percentage of teachers’ views on focus aspects. The data are presented
in Appendix C (Tables 1 and 2: data regarding teachers’ views about the resources;
Tables 3 and 4: data regarding teachers’ views about socio-cultural factors; Tables 5
and 6: data regarding teachers’ views about curriculum; Tables 7 and 8: data regarding
teachers’ views about their teaching experiences).

Microsoft Spreadsheet was applied to help illustrate—using both pie and
timeline charts—teachers’ views about the aspects of socio-culture, curriculum, and
teaching experiences, as reflected in their strategies in selecting and using English
teaching and learning resources to facilitate students’ English language learning.
Charts illustrating teachers’ resource type use are presented in Figures 4.1 to 4.5.
Charts illustrating teachers’ views about aspects of socio-culture are presented in
Figures 4.6 to 4.14. Charts illustrating teachers’ views about curriculum are presented
in Figures 4.15 to 4.19. Charts illustrating teachers’ views about their teaching

experiences are presented in Figure 4.20.
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4.2 English teaching and learning resources

The English teaching and learning resources that teachers used were grouped
into (a) printed materials, (b) audio-visual materials, (c) people around the school, (d)
materials and artefacts, and (e¢) work on arts and culture. Each of categories listed
several types of resources that the teachers identified and described to be used in their
teaching. The teachers’ choice of resources for teaching their primary school
students—illustrated in Figures 4.1 to 4.5—is examined through frequency,
percentage, and mean score, as presented in Tables 1 and 2 in Appendix C, and
explained in the following sections.

The results refer to the teachers’ responses coded according to a Likert-type
scale, that is, 1 = always, 2 = often, 3 = sometimes, 4 = rarely, and 5 = never,
indicating the degree of frequency of use of the teaching resource types. The degree of
frequency was then used to identify the mean score, frequency and percentage to
indicate the tendency of the teachers to use the English teaching and learning
resources.

The pie charts were used to illustrate the average percentages of teachers
choosing and using the listed types of resources in teaching. The timelines illustrated
the mean scores of teachers’ responses, reflecting the tendency to use the listed types
of resources in teaching. By comparing the presentation of these charts, this study

attempts to present information-rich results of the data analysis.

4.2.1 Printed materials

Types of English teaching and learning resources categorised as printed
materials included (a) textbooks, (b) reference books, (c) project kits, (d) pamphlets or
brochures, (e) posters or banners, (f) simulation games, (g) maps, (h) cards, (i) a
dictionary, (j) composition books, and (k) literary texts. In this category, textbooks
were indicated as the most chosen and frequently used teaching and learning
resources. The pie chart, Figure 4.1(a), shows that textbooks were indicated by most
of the teachers (41%), reference books and a dictionary were referred to by 13%, and

12% indicated project kits. Very few used the rest of the printed material resources.
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Figure 4.1(b): Printed materials as resources

In the Figure 4.1(b) timeline, textbooks and reference books (mean scores 1.60
and 2.35 respectively) were identified as close to 2. This indicates that both textbooks
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and reference books were often used in teaching. Other types of resources such as
project kits, a dictionary, and literary texts (mean score 3.09, 2.73, and 2.73
respectively), close to 3, were sometimes used. The rest of the resources—pampbhlets
or brochures (mean score 4.09), posters or banners (3.80), simulation games (3.77),
maps (4.01), cards (3.68), and composition books (3.93)—for which the mean scores
were close to 4, were rarely used in classroom English teaching and learning
activities.

Among the printed materials, textbooks were indicated as the first choice of
most teachers to facilitate students’ English language learning, categorised as often
use (41%). Other types of printed resources, such as reference books, a dictionary and
project kits were sometimes considered for use by a few teachers, while very few
teachers used pamphlets or brochures, posters or banners, simulation games, maps,
cards, composition books, and literary texts, categorising their use as rarely or never

when teaching English to the young learners.

4.2.2 Audio-visual materials

The English teaching and learning resources categorised as audio-visual
materials included: (a) multimedia or microcomputers, (b) television, (c) film, (d)
radio, (e) video, (f) slides and filmstrips, (g) overhead projector, and (h) poster
pictures. The category of these types of resource use is illustrated in the pie and
timeline charts presented in Figure 4.2(a) and (b) respectively. Comparing both charts,
poster pictures were indicated as the teachers’ major choice of type of teaching
resource, but these resources were used only sometimes in the classroom.

The average percentage of teachers using this category of resources in teaching
is illustrated in Figure 4.2(a). As indicated, poster pictures have the majority of
teacher representation and became the teachers’ major choice for teaching English as

an elective subject in primary schools in West Sumatra, Indonesia.
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However, according to the timeline in Figure 4.2(b), poster pictures tended to
be only sometimes used in teaching, with a mean score of 3.31 (close to 3 according
to the Likert scale). The timeline indicated that some other types of resources were not
used in teaching. For example, the mean score of radio, 4.16, close to 4, indicated that
radio was rarely used in teaching. The other types of resources—multimedia or
microcomputers, television, film, radio, video, slides and filmstrips, and the overhead
projector, which had scores of 4.86, 4.69, 4.71, 4.79, 4.88, and 4.87 respectively
(close to 5)—were indicated as being never used in teaching primary school students
English.

In summary, from a comparison of both charts, the study identified that poster
pictures were teachers’ primary choice as teaching and learning resources in the
audio-visual materials category. Other types of resources such as radio were rarely
used, and multimedia or microcomputers, television, film, video, slides and filmstrips,

and overhead projector were never used.

4.2.3 People around the school

Categorised in this study as people around the school were (a) persons in
specific occupations, (b) retired persons, (c) groups, associations, or organisations,
and (d) native speakers or tourists who may be available. These human resources
could be invited to the classroom and used as teaching and learning resources.

As presented in Figure 4.3(a), the pie chart shows that persons in specific
occupations were a popular choice (66%) as a teaching and learning resource. Within
this category, teachers also considered native speakers or tourists to be teaching and
learning resources (27%) while others—retired persons and groups (7%), associations,
or organisations (0%)—were a minor consideration for teachers.

Although the persons in specific occupations, including native speakers or
tourists, were indicated to be the choice of most teachers, all types of resources in this
category, including retired persons and groups, associations, or organisations were
rarely used in teaching according to the timeline in Figure 4.3(b). The tendency not to
use these human resources was indicated by mean scores that were close to 4 for the

persons in specific occupations (3.76), and close to 5 for the retired persons, groups,
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associations, or organisations, and native speakers or tourists available around the

school (the respective mean scores are 3.75, 4.50, 4.25, and 4.36).
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Figure 4.3(b): People around the school as resources

93



4.2.4 Materials and artefacts

The types of resources categorised as materials and artefacts were (a)
newspapers, (b) documents and reports, (c) photographs, (d) clippings, (e)
conversation or interview recordings, and (f) miscellaneous personal items such as
wallet, handicrafts, wristwatch, ring, etc. However, among these types, the
miscellaneous personal items tended to be most teachers’ preference for occasional
use in teaching. This resource type was indicated by the average percentage in the pie
chart Figure 4.4(a) and the position of the mean score reflected in the timeline chart
Figure 4.4(b).

In the pie chart, miscellaneous personal items scored the major percentage of
teachers’ responses (76%). This means that the majority of teachers used
miscellaneous personal items as teaching resources. Other types of resources such as
newspapers, documents and reports, photographs, clippings, and conversation or
interview recordings were not main choices, as indicated by low percentages: 5%, 5%,
10%, 2% and 2% respectively.

In spite of teachers indicating miscellaneous personal items as a preferred
resource, the timeline chart indicated, by the mean score of 2.52 (close to 3), that they
tended to be used only occasionally as a teaching and learning resource in practice.
Other types of resources in this category—newspapers, documents and reports,
photographs, clippings and conversation or interview recordings, with mean scores of
3.82, 4.23, 3.93, 4.10, and 4.31 respectively (close to 4)—reflected rarely use as
resources in teaching English.

To conclude, miscellaneous personal items were indicated by most of the
teachers as their preferred resources in this category, although they seemed to be used
only sometimes in classroom practice. The preference for this type of resource could
be due to the practicality of finding such items in and around the classroom, so that
teachers might not need special preparation to bring them into the classroom. The

other types of teaching resources listed in this category were used rarely in teaching.
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4.2.5 Work on arts and culture

The teaching and learning resources categorised into work on arts and culture
included (a) statues, (b) paintings, (c) poetry collections, (d) songs, and (e) interactive
(traditional) games, involving simulation, role-play, and drama. Amongst these types
of resources, as indicated in the pie chart, songs tended to be the most popular choice
for teaching young learners. In the pie chart Figure 4.5(a), songs occupied the largest
proportion, reflecting that most of the teachers (64%) used songs in teaching.
Interactive games were also preferred (30%). Other types of arts and culture-based
resources seemed to be less popular as very few of the teachers considered using them

in the teaching and learning process (3%, 0%, and 3% respectively).

Paintings
Statues 0%
Poetry
collections
Interactive 3%
games
30%
Songs
64%

Figure 4.5(a): Work on arts and culture as resources

The tendency for songs and interactive games to be the most popular choice of
teachers for use sometimes in teaching was indicated by the mean scores of 2.84 and
3.29 respectively (close to 3). The other types of resource—statues, paintings, and
poetry collections, with mean scores of 4.65, 4.24, and 4.31 respectively (close to 4)—

were used rarely by the teachers, as shown in Figure 4.5(b).
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In short, songs and interactive games tended to be the preferred choice for the
majority of teachers, and these types of resources seemed to be used sometimes in
teaching practices. Statues, paintings, and poetry collections, which were not included

by the majority of teachers, were rarely used in the classroom.

4.3 Aspects reflected as significant in selection and use of resources

The factors considered significant by primary school teachers when selecting
and using English teaching and learning resources are presented according to the
criteria in research question 1. As there were three categories of criteria—socio-
culture, curriculum, and teaching experience—the results present descriptions of
teachers’ views about (a) the socio-cultural aspects, (b) the curriculum, and (c) their
teaching experience, in selecting and using English teaching resources.

To describe teachers’ views, the results of statistical analysis were studied by
examining the teachers’ responses to the questionnaire. The teachers’ responses were
coded by numbers to indicate their degree of agreement according to the Likert scale,
using 1 for strongly agree, 2 for agree, 3 for uncertain/unavailable, 4 for disagree, and

5 for strongly disagree. As a result, the frequency, percentage, and mean scores could
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be calculated to indicate the degree to which the factors tend to have influenced their

use of teaching and learning resources.

4.3.1 Aspects of socio-culture reflected as significant in teachers’ resource use

Socio-cultural aspects were categorised into ten areas. They were (a) students’
characteristics, (b) students’ nature, (c) students’ social background, (d) context of
teaching, (e) socio-cultural organisation influence, (f) social class in society, (g)
economic and political situation, (h) institutional factors and technology development,
(1) teachers’ thoughts, beliefs, and preferences, and (j) teachers’ characteristics. These
aspects were incorporated into the teachers’ strategy because they could influence
teachers’ decisions about their teaching, including the use of resources.

To identify the degree to which teachers were aware of these influences, the
descriptive statistics—mainly frequency, percentage, and mean score—were used to
reflect how these aspects were considered in the use of resources to facilitate the
primary school students’ English language learning. The results are presented in
Appendix C (Tables 3 and 4). To illustrate the results, pie and timeline charts are used

to reflect the factors and how they were taken into account (see Figures 4.6 to 4.14).

4.3.1.1 Teachers’ views on the significance of students’ characteristics

Aspects of students’ characteristics included (a) age, (b) gender, (c)
proficiency level, (d) linguistic background, (e¢) linguistic aptitude, (f) language
learning experience, (g) ethnicity, and (h) physical (dis)ability. From these aspects,
students’ age was the main consideration of teachers in decisions on the choice and
use of English teaching and learning resources.

The pie chart in Figure 4.6(a) indicates average percentages recording
teachers’ views of the significance of aspects of students’ characteristics. Students’
age is indicated as a prominent factor which teachers consider in relation to their use
of English teaching resources. The percentage of teachers who considered this aspect
was 27%. About one-third of teachers considered students’ proficiency level and

students’ linguistic aptitudes, indicating 19% and 16% respectively.
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A minor percentage of teachers were indicated to consider aspects of students’
language learning experience (12%) and students’ gender (11%). Very few teachers
considered students’ linguistic background (9%), students’ ethnicity (2%), and
students’ physical (dis)ability (4%) when selecting and using the resources.

The timeline chart in Figure 4.6(b) indicates the trends of the teachers’
responses when considering the significance of aspects of students’ characteristics in
their choice of English teaching and learning resources. In this chart, the aspects of
students’ age, students’ proficiency level, students’ linguistic background, students’
linguistic aptitude and students’ learning experience had mean scores of 1.65, 1.93,
2.31, 1.91 and 2.22 respectively (close to 2). This reflects that teachers agreed that
these factors were taken into account in their use of the resources.

Teachers indicated uncertainty about whether other aspects such as students’
gender and students’ physical (dis)ability were considered in their choice of teaching
resources. The mean scores of these two aspects were 2.71 and 3.01 respectively
(close to 3). On the other hand, students’ ethnicity did not seem to be considered by
teachers, as the mean score of 3.54 is close to 4, reflecting disagreement with
influence of this characteristic aspect.

In sum, three aspects of students’ characteristics were most frequently
indicated as significant when teachers selected and used English teaching resources:
students’ age, students’ proficiency level and students’ linguistic aptitude. In

particular, students’ age was considered significant by nearly one-third of teachers.

4.3.1.2 Teachers’ views on the significance of students’ nature

Students’ nature includes a number of aspects: (a) students’ needs, (b)
students’ preferences, (c) students’ personalities, and (d) students’ learning
strategies/styles. Teachers’ consideration of these aspects when selecting and using
English teaching resources in the primary school classroom teaching and learning
processes were examined. The results presented in the charts in Figure 4.7 reflect how

these factors were taken into account in teachers’ use of resources.
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As presented in the pie chart in Figure 4.7(a), approximately one-third of

teachers (31%) responded that they considered their students’ preferences in their

selection and use of English teaching resources. Slightly lower than one-third (28%)

responded that they took their students’ needs into account in their resource use. Less
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than a quarter of teachers nominated the aspects of students’ learning strategies/styles
(23%), and students’ personality (18%), in their use of resources.

The timeline chart in Figure 4.7(b) shows the level of teachers’ agreement
about their consideration of students’ nature as reflected in their use of resources. As
indicated, the mean scores of all these aspects were close to 2. The mean scores of
students’ needs, students’ preferences, students’ personalities, and students’ learning
strategies/styles were 1.87, 1.83, 2.20, and 2.01 respectively. These scores reflect
teachers’ agreement that aspects of students’ nature were important in relation to the

use the teaching resources. The difference between each aspect seems relatively small.

4.3.1.3 Teachers’ views on the significance of students’ social background

Aspects in this category included (a) students’ parental background and (b)
students’ social status. These aspects could also be considered significant by the
teachers when indicating their strategy to select and use the English teaching
resources.

The pie chart in Figure 4.8(a) indicated that a large number of teachers (54%)
were uncertain about whether the aspect of students’ parental background was a
consideration in their strategy in selecting and using the resources. Nearly half (46%)
had a similar response to the aspect of students’ parental background. However, the
information in this figure indicates that the students’ social background might not be a
consideration for teachers in their use of English teaching and learning resources to
facilitate students’ English language learning. As indicated in Figure 4.8(b), teachers’
responses reflected uncertainty or unavailability about the significance of these
aspects in selection and use of English teaching resources. In the timeline chart, the
mean scores were identified as close to 3 (2.99 for students’ parental background and
3.14 for students’ social status), indicating teachers’ uncertainty or unwillingness to

comment on these aspects.
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4.3.1.4 Teachers’ views on the significance of context of teaching
The context of teaching could also be a factor that teachers considered

significant in their strategy when selecting and using English teaching resources in
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primary school teaching. This factor included aspects such as (a) school location, (b)
school status, (c¢) major language in the local society, (d) major ethnicity in the local

society, and (e) major religion in the local society.
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Figure 4.9(a): Context of teaching considered when using teaching resources

School ~ School status ~ Major Major Major
location language in ethnicityin  religion in
society society society

Context of Teachin,
Strongly Agree =1 Agree=2 e S

Uncertain/Unavailable = 3
Disagree =4 Strongly Disagree =5

Figure 4.9(b): Context of teaching considered when using teaching resources
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Within this category, as shown in the pie chart in Figure 4.9(a), the aspect of
school location received the highest responses (43%), reflecting teachers’
consideration of this factor in their use of English teaching and learning resources.
This indicates that school location tended to be considered by teachers when selecting
and using resources. Another aspect responded to by approximately one-third of
teachers (30%), was school status. The other aspects of major language, major ethnic
group, and major religion in the local society occupied 13%, 7%, and 7% respectively
of the pie chart, and thus seemed to be considered less by a minority of teachers.

As illustrated in the timeline chart in Figure 4.9(b), teachers’ responses indicated
their agreement on the importance of school location. Nearly half of the teachers
agreed that school location is taken into account in their use of English teaching
resources. The mean score of this aspect was 2.02 (close to 2).

On the other hand, responses to the influence of school status, major language
in society, and major religion in society on resource use were unavailable or uncertain.
The mean scores of each were 2.69, 2.85, 3.25, and 3.32 respectively (close to 3). This
suggests that these aspects might not be included in teachers’ decisions when selecting
and using teaching resources. Therefore, further confirmation of these aspects is

needed.

4.3.1.5 Teachers’ views on the significance of social and cultural organisations

Social and cuitural organisations could influence teachers’ decisions about use
of English teaching and learning resources. Such influence might come from (a)
religious groups in the local society, (b) ethnic groups in the local society, and (c)
occupational groups in the local society.

The pie chart in Figure 4.10(a) indicates the percentage of teachers giving
responses to specific categories. For example, the influence of religious groups was
acknowledged by 37% of teachers, 36% responded on the influence of ethnic groups,

and 27% gave a response on the influence of occupational groups.
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Figure 4.10(b): Social and cultural organisation influence considered when using teaching resources

However, as indicated in the timeline chart in Figure 4.10(b), teachers’
responses on these aspects indicate some uncertainty or unavailability, as the mean
scores of each were close to 3, according to the scale. As indicated, the mean scores

regarding religious groups, ethnic groups, and occupational groups, which were 3.37,
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3.46, and 3.24 respectively, categorised uncertainty or unavailability of teachers’
responses to these aspects. In other words, a majority of teachers was not certain
whether or not these factors influenced their decisions in the use of English teaching

and learning resources.

4.3.1.6 Teachers’ views on the significance of social class and economic and
political conditions

Aspects of social class and economic and political conditions could also have
an effect on teachers’ use of English teaching and learning resources. To analyse this
category, (a) the social classes in society, (b) economic conditions, and (c) the
political situation were examined, to identify how these aspects were included in
teachers’ decision making in regard to the use of resources.

As indicated in the pie chart in Figure 4.11(a), teachers’ responses to these
aspects varied. For example, 44% of teachers indicated that economic conditions were
not available for their consideration when deciding on the use of teaching resources.
This response is illustrated the timeline chart, where the mean score of economic
condition, 2.88, was close to 3.

Of the teachers surveyed, 39% responded that information on social class in
society was not available and was not considered by them in their use of resources.
The response given for this aspect had a mean score of 3.50 (close to 3). A minority of
teachers (17%) responded that political situation was not considered, or that
information about this aspect was unavailable. As indicated in Figure 4.11(b), the
mean score of this aspect was 3.44, close to 3.

Overall, based on the charts in Figure 4.11, the study identified that teachers
did not take into consideration aspects of social class in society, political situation, and
economic condition when making decisions about the use of English teaching
resources. The majority of responses related to the economic condition in society.

The least responses referred to the political situation.
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4.3.1.7 Teachers’ views on the significance of institutional factors and
technological development

Institutional factors and technology developments might influence teachers in
their strategy for the use of English teaching and learning resources. These categories
include a number of aspects such as (a) government policy/rule, (b) teacher
organisation policy/rule, (c) school principal policy/rule, (d) school policy/rule, (e)
classroom (physical) condition, (f) school finance situation, and (g) technology
development. In this study, how these aspects affected the way teachers teach was
examined. The results are illustrated in the pie and timeline charts in Figure 4.12.

As shown in the pie chart in Figure 4.12(a), the average percentages of
teachers giving their responses to these aspects varied. One-quarter of teachers (24%)
were identified as considering technology development in their use of resources. From
the timeline chart in Figure 4.12(b), the mean scores of teachers’ responses to the
aspect of technology development (close to 2) confirmed and reflected that this aspect
was taken into account in their resource use.

The other aspects in this category—government policy/rule, teacher
organisation policy/rule, school principal policy/rule, school policy/rule, classroom
(physical) condition, and school financial situation—were considered as indicated in
both pie and timeline charts. Although the average percentages varied, teachers agreed
that they considered that these aspects reflected their strategies in selecting and using
English teaching resources.

All aspects in the category of institutional factors and technology development
were included in teachers’ responses about their strategies for using English teaching
resources. Although the aspect of technology development was the main
consideration, the other aspects in this category (that is, the government policy/rule,
teacher organisation policy/rule, school principal policy/rule, school policy/rule,
classroom (physical) condition, school finance situation, and technology

development) were also taken into account by a minority of teachers.
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4.3.1.8 Teachers’ views on the significance of their personal thoughts and beliefs

Aspects of teachers’ personal thoughts, beliefs, and preferences were also
reflected in their strategies in determining teaching resources. These aspects were
considered by teachers when deciding what resources best suited their students. To
identify how these aspects were related to teachers’ choices, the teachers’ responses
were examined and the results are illustrated in the pie and timeline charts in Figure
4.13.

As indicated in the pie chart in Figure 4.13(a), half of the teachers (50%)
responded that they referred to their own ideas when determining the use of resources.
On the other hand, about one-quarter of teachers (28%) indicated that their beliefs
were considered in determining the type and use of resources. In this category, both
teachers’ thoughts and beliefs were indicated as influential aspects in their selection
and use of teaching and learning resources to facilitate students’ English language
learning in the classroom.

This conclusion was also reflected in the mean scores of both aspects. As
illustrated in the timeline chart in Figure 4.13(b), the aspects of thought and belief had
mean scores which were close to 2. This suggests that the aspects of teachers’
thoughts and beliefs were incorporated into parts of the teachers’ decision making in
determining their use of English teaching and learning resources in the classroom.

The aspect of teachers’ preferences was the response of fewer than one-quarter
of the teachers (22%). In addition, the mean score was far from the level of agreement
according to the scale, close to 3. This suggests that the minority of teachers were not
sure whether or not the aspect of preferences was related to their decision making
about using English teaching resources.

In sum, Figure 4.13 indicated that the aspect of teachers’ thoughts was the
aspect most considered by half of the teachers when deciding on English teaching
resources in primary school teaching. The aspect of beliefs was considered by more
than one-quarter of respondents. The aspect of preferences might not be taken into
account, especially when determining the best teaching resources, as some uncertainty

or unavailability is indicated.
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Figure 4.13(a): Teacher’s thoughts, beliefs, and preferences considered when using teaching resources
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Figure 4.13(b): Teacher’s thoughts, beliefs, and preferences considered when using teaching resources
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4.3.1.9 Teachers’ views on the significance of their personal characteristics

Teachers’ personal characteristics were indicated as a factor in teachers’
consideration in determining the selection and use of English teaching resources.
These aspects consisted of a number of elements, such as teachers’ (a) age, (b) gender,
(c) level/rank, (d) length of service, (e) linguistic background, (f) ethnic origin, and (g)
educational background. How these personal characteristics were included was
examined, and the results are illustrated in the timeline and pie charts in Figure 4.14.

According to the pie chart in Figure 4.14(a), aspects of educational
background and linguistic background produced a significant response from most of
the teachers. As indicated, 33% of the teachers gave positive responses to the aspect
of educational background. Also, 23% of teachers responded to the aspect of linguistic
background. This situation could reflect that both their educational background and
their linguistic background influenced teachers in determining their use of resources.
The other aspects of this category did not seem to be primary considerations. The
average percentages of teachers responding positively to the aspects of teachers’
gender, level/rank, and ethnic origin were 9%, 4%, and 7% respectively, while aspects
of teachers’ age and length of service occupied 9% and 15% respectively.

The results indicated in the pie chart were verified by the mean scores
illustrated in the timeline chart in Figure 4.14(b). In this instance, the aspect of
teachers’ educational background had a mean score close to 2, according to the scale.
This indicates that the aspect of teachers’ educational background was confirmed as
significant to their -decision making regarding resource use by the teachers. Other
aspects in this category had a mean score close to 3, which indicated that the aspects
were not available or that respondents were uncertain whether or not they were
incorporated into their considerations in determining the use of the resources to

facilitate students’ English language learning.

113



9%
Educational Gender
background 9%
33% Level/rank in
service
4%
Length of
service
Ethnic origin 15%
7%

Linguistic
background

23%

Figure 4.14(a): Teacher characteristics considered when using teaching resources
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Figure 4.14(b): Teacher characteristics considered when using teaching resources

This result indicated that, among the aspects included in teachers’
characteristics, educational background was the aspect most considered by the
majority of the teachers. This aspect was therefore reflected in the teachers’ use of
English teaching and learning resources. Other aspects such as teachers’ linguistic

background, age, gender, level/rank, length of service, and ethnic origin were not
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strongly indicated. In other words, they were not influencing teachers’ considerations

regarding resource selection and use.

4.3.2 Components of curriculum reflected as significant in teachers’ resource use

The practice of English language curriculum influenced teachers’ strategies.
The influence was reflected through the teachers’ considered views about what they
should teach and how, particularly in regard to the use of English teaching and
learning resources. To identify which components of the curriculum practice were
taken into account in presenting their teaching, and how, teachers’ responses to
components of the curriculum were examined. In this category, there were six related
components identified. The components were (a) orientation and objectives of English
language teaching in primary schools, (b) language skills and content, (c) teaching
methods, (d) teaching activities, (¢) teaching interaction, and (f) timetable and
evaluation. Each of these components consists of a number of aspects.

The teachers’ views about these aspects were examined through their degree of
(dis)agreement to the aspects. Using the Likert scale (i.e. 1 = strongly agree, 2 =
agree, 3 = uncertain/unavailable, 4 = disagree, and 5 = strongly disagree), the
frequency, percentage, and mean score of each aspect was identified to describe the
tendency of how the curriculum was taken into account, reflecting teachers’ strategies
in their resource use. The results are presented in Appendix C (Tables 5 and 6). To
illustrate the results, pie and timeline charts are used to reflect the aspects and how
they were taken into account (see Figures 4.15 to 4.20). The pie charts illustrate
average percentages of teachers responding to respective aspects. The timelines
illustrate trends of the teachers’ responses to the aspects indicating the degree to
which these aspects are agreed to by the teachers. The results are presented in

following sections.

4.3.2.1 Teachers’ views on the significance of orientation and objectives of ELT
Orientation and objectives of English language teaching as a component of
curriculum were considered significant and influenced teachers’ strategies. In this

study, this component consisted of four aspects: (a) the national role of ELT, (b) the
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local role of ELT, (c) the general objectives of ELT, and (d) the specific objectives of
ELT. The degree to which teachers were aware that these aspects were reflected in
their strategy for the use of English teaching resources was examined by checking
teachers’ responses to questionnaire items on this category. The results are illustrated

in the pie and timeline charts of Figure 4.15.

Specific
objectives of
ELT
21%
National role
of ELT
37%
General
objective of
ELT Local role of
21% ELT
21%

Figure 4.15(a): Orientation and objectives of ELT considered when using teaching resources
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Disagree =4  Strongly disagree = 5

Figure 4.15(b): Orientation and objectives of ELT considered when using teaching resources
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In the pie chart in Figure 4.15(a), the average percentage of teachers
responding to the aspects is reflected. More than one-third of teachers (37%) indicated
that the aspect of the national role of ELT affected their choice of resources.
Compared with other aspects, fewer than one-quarter of teachers (21%) gave
consideration to the local role of ELT, the general objectives of ELT, and the specific
objectives of ELT, when determining which English teaching and learning resources
to use.

However, all teachers agreed that aspects of orientation and objectives of ELT
were included in their consideration when deciding on English teaching and learning
resources. This was indicated by the timeline chart in Figure 4.15(b) illustrating the
mean score. The mean score of the aspect of the national role of ELT, 1.48, was close
to 1, which reflected a strong response of agreement. The mean scores of other
aspects—the local role of ELT (1.83), the general objectives of ELT (1.75), and the
specific objectives of ELT (1.74)—were close to 2, which also indicated the teachers’
agreement about the significance of these aspects on their use of English teaching
resources.

In short, the teachers responded that these four aspects concerning the
orientation and objectives of ELT in the curriculum were considered important in
determining the use of English teaching and learning resources. However, the aspect

of the national role of ELT was of greatest importance.

4.3.2.2 Teachers’ views on the significance of language skills and content
Language skills and content are components of the English language teaching
curriculum, and could affect teachers’ choices when determining resource use. The
seven aspects of this component listed are (a) listening skill focus, (b) speaking skill
focus, (c) reading skill focus, (d) writing skill focus, (e) pronunciation materials, (f)
vocabulary materials, and (g) sentence structure materials. How these aspects were
taken into account in teaching was also examined, after which the results were

illustrated in the pie and timeline charts in Figure 4.16.

117



Sentence
structure
Vocabulary ma;e;als Listening
materials X skill
14% 18%
Pronunciation
materials Speaking
15% skill
19%
Writing skill . .
11% Reading skill
14%

Figure 4.16(a): Language skills and content considered when using teaching resources
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Figure 4.16(b): Language skills and content considered when using teaching resources

As illustrated in the pie chart in Figure 4.16(a), the average percentage of
teachers giving a positive response to these aspects indicated that 19% of them rated
the aspect of speaking skill highly when deciding their use of resources. This

indication was also reflected in the timeline chart in Figure 4.16(b), demonstrating
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how teachers responded: the mean score was 1.69, which would correspond to 2
according to the scale. Also, 18% of teachers referred to listening skills as an aspect to
consider in their use of resources. From the timeline chart, the mean score of this
aspect, 1.76, was close to 2, indicating the level of teachers’ agreement as well.

In teachers’ responses to other aspects, 15% referred to the aspect of
pronunciation materials, 14% agreed with the aspects of reading skill and vocabulary
materials, 11% referred to writing skills, and 9% agreed that they took sentence
structure materials into account when determining the use of resources. Observing the
timeline chart, the mean scores of these aspects were close to 2, which confirmed the
significance of all the aspects in teachers’ use of teaching resources. The listening
skill focus, the speaking skill focus, the reading skill focus, the writing skill focus, the
pronunciation materials, vocabulary materials, and the sentence structure materials
were identified as 1.76, 1.69, 1.77, 1.88, 1.80, 1.78, and 2.07 respectively.

In short, this study identified that the teachers agreed that the component of
language skills and content was significant in relation to their strategies in the use of
English teaching resources. Most, however, indicated that the use of resources related

to both speaking and listening skills.

4.3.2.3 Teachers’ views on the significance of teaching methods
Teaching methods were also included as a component in the ELT curriculum
that teachers might consider when choosing their strategies for using English teaching
resources. Four aspects of this category were listed: (a) communicative teaching
method, (b) grammar translation method, (c) eclectic method, and (d) audio-lingual
method. To assess how these aspects were taken into account, the teachers’ responses
were examined, and the results illustrated in the pie and timeline charts in Figure 4.17.
The average percentages of teachers responding to each aspect are represented in
the pie chart in Figure 4.17(a). As identified, the majority of teachers (45%) referred
to the communicative teaching methods; that is, teachers agreed that they took
communicative teaching methods into account when choosing the resources to use in
their teaching. This trend was also confirmed, and is illustrated in the timeline chart,

which indicated a mean score, 1.69, close to 2, according to the scale.
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Figure 4.17(a): Teaching methods considered when using teaching resources
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Figure 4.17(b): Teaching methods considered when using teaching resources

The other aspects seemed to be agreed upon: the percentage of teachers
responding to each was fewer than one-quarter. For example, 22% of teachers related

to the grammar translation method, 18% responded to the eclectic method, and 15%
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referred to the audio-lingual method. The timeline chart in Figure 4.17(b) illustrated
the trends of these aspects, indicating mean scores that were close to 2. Teachers
agreed that the aspects of grammar translation method, eclectic method, and audio-
lingual method were included in their consideration of determining resource use.

In sum, the aspects of teaching methods were included in teachers’ considered
views of their use of resources in their teaching. Among these aspects, communicative
teaching was the strongest focus. This indicated that teachers observed the
significance of communicative teaching methods when managing their teaching,
which would be believed to make their teaching resources enjoyable for their young
students, despite considerations on audio-lingual, grammar translation, and eclectic

methods.

4.3.2.4 Teachers’ views on the significance of teaching activities

As a component of the ELT curriculum, teachers could also consider guided
teaching activities in their strategies for use of English teaching resources in teaching
English. How teachers explained their choice in this category was identified in five
aspects including (a) role-play activities, (b) game activities, (c) story telling
activities, (d) singing activities, and (e) excursion activities. The results are illustrated
through the pie and timeline charts in Figure 4.18.

The pie chart in Figure 4.18(a) illustrates the average percentages of teachers
responding to each aspect. About one-third of teachers (32%) responded that singing
activities were taken into account in their use of resources, confirming singing
activities as a part of their strategies. According to the timeline chart in Figure 4.18(b),
the mean score was close to 2. Additionally, about one-quarter of teachers (24%)
responded to the significance of game activities. The timeline chart also illustrated
that teachers agreed that game activities were also taken into account in their use of
resources (the mean score was close to 2).

The teachers agreed that other aspects were also included (see the mean scores
illustrated in the timeline chart that are close to 2). For example, 19% referred to the
aspect of role-play activities, 18% related to the aspect of story-telling activities, and

7% indicated excursion activities were considered when deciding on resources to use.
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Figure 4.18(a): Teaching activities considered when using teaching resources
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Figure 4.18(b): Teaching activities considered when using teaching resources

Based on the results of this study, teachers agreed that the curriculum

component of guided teaching activities was included in their strategies for the use of
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English teaching resources. The mean scores of all these aspects were close to 2,
reflecting the teachers’ agreement; however, singing activities seemed to be the most

popular choice.

4.3.2.5 Teachers’ views on the significance of teaching interaction

Teaching interaction could also be categorised as a component of the ELT
curriculum. This component included eight aspects: (a) teacher-centred interaction, (b)
student-centred interaction, (c) formal instruction, (d) informal instruction, (e) class-
work interaction, (f) group-work interaction, (g) pair-work interaction, and (h)
individualised instruction. How these aspects were taken into account was examined
and the results are illustrated using the pie and timeline charts in Figure 4.19.

In the pie chart in Figure 4.19(a), nearly one-quarter of the teachers (23%)
responded to the significance of the aspect of class-work interaction. This suggests
that the aspect of class-work interaction tends to be teachers’ strongest focus when
using resources as part of their strategies in facilitating students’ English language
learning. The percentage of teachers responding to other aspects varied from 15% to
5%. For instance, 15% referred to the aspects of group-work interaction and
individualised instruction, 13% related to the pair-work interaction, 12% responded to
the student-centred interaction, 11% were concerned with the formal instruction, 6%
focused on the teacher-centred interaction, and only 5% considered the informal
instruction as an aspect to incorporate in their strategies for using English teaching
resources.

The trends indicated in teachers’ responses of agreement with the aspects were
illustrated in the timeline chart in Figure 4.19(b). From this chart, the teachers tended
to refer to the aspects of class-work interaction, group-work interaction, pair-work
interaction, and individualised instruction in their use of English teaching resources.
The mean score of these aspects was close to 2, reflecting that incorporation of these

aspects was agreed upon.
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Figure 4.19(a): Teaching interactions considered when using teaching resources
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Figure 4.19(b): Teaching interactions considered when using teaching resources

However, teachers tended to be uncertain about the other aspects: teacher-

centred interaction, student-centred interaction, formal instruction, and informal
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instruction. As indicated, the mean scores of these aspects were close to 3, according
to the scale, indicating teachers’ uncertainty about these aspects. The mean scores of
the teacher-centred interaction, the student-centred interaction, the formal instruction,
and the informal instruction were 3.09, 2.65, 2.61, and 2.65 respectively.

In sum, among the aspects of teaching interaction in the ELT curriculum, the
aspect of class-work interaction was the major focus of teachers when carrying out
their strategies for use of English teaching resources. Classroom interaction referred to
teachers’ interaction with all the pupils in the classroom during teaching and learning
activities. The other aspects of group-work interaction, pair-work interaction, and
individualised instruction were also focused upon, but not by the majority of teachers.
A minority indicated that consideration of the aspects of student-centred interaction

and formal instruction was either uncertain or unavailable.

4.3.2.6 Teachers’ views on the significance of timetable and evaluation

In the category of ELT curriculum, the influence of timetable and evaluation
might also be taken into account as reflecting teachers’ strategies in using English
teaching and learning resources. The aspects comprising this category included (a)
timetable/schedule, (b) formative tests, and (c) summative tests. In this study,
teachers’ considerations of how these aspects influenced their selection and use of
English teaching and learning resources was examined. The results are illustrated in
Figure 4.20 and explained as follows.

In the pie chart in Figure 4.20(a), the average percentages of the teachers
responding to cach of these aspccts were identified. As shown, 38% of them referred
to the aspect of formative tests, 32% indicated the aspects of timetable/schedule, and
30% focused on the summative tests in determining the resources they’ used in
teaching. Then, how teachers’ considered views on these aspects were reflected is
illustrated in the timeline chart in Figure 4.20(b). In the timeline chart, the mean
scores of each aspect were close to 2. This‘suggests that teachers agreed that the
aspects of formative tests, timetable/schedule, and summative tests influenced their

focus in determining teaching resources for their students.
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Figure 4.20(a): Timetable and evaluation considered when using teaching resources
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Figure 4.20(b): Timetable and evaluation considered when using teaching resources

In sum, timetable and evaluation aspects, including (a) timetable/schedule, (b)
formative tests, and (c) summative tests, affected teachers’ strategies for using English
teaching and learning resources. Although teachers’ responses to these aspects varied,
they generally agreed that this category of ELT curriculum was included in their

considerations.
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4.3.3 Teaching experiences reflected as significant in teachers’ resource use

Teaching experiences also related to teachers’ decision making that could
influence teachers in their use of English teaching resources. One of the influences
could be exemplified by students’ pleasure in learning and achievement of the
teaching and learning objectives.

In this study, teaching experiences reflected some teaching issues. The four
areas examined were (a) student aspects, (b) social environment aspects, (c) personal
aspects, and (d) curriculum aspects. To identify how these aspects were reflected in
their experience, teachers’ responses were examined through the degree of frequency
(i.e. always, often, sometimes, rarely, and never) of these aspects. The results could
suggest whether or not these aspects influenced resources determination for
experienced and less experienced teachers.

In examining teachers’ responses reflecting their experiences, analysis using
descriptive statistics was carried out. Using the Likert scale to record the teachers’
responses (that is, 1 = always, 2 = often, 3 = sometimes, 4 = rarely, and 5 = never), the
trends for how the aspects were regarded when using resources was examined and
reflected through average percentages and mean scores. Overall, the descriptive
statistics—frequency, percentage, and mean score—of the teachers’ statements
regarding their considerations of the student, social environment, personal, and
curriculum aspects in selecting and using English teaching resources are presented in
Appendix C (Table 7 and 8).

Results of the data analysis were also illustrated in the pie and timeline charts
in Figure 4.21. The results showed how the aspects were reflected in teachers’
strategies in the use of resources in teaching English to young learners. The pie chart
in Figure 4.21(a) presents the average percentages of the teachers’ views on each\
aspect. The timeline chart indicates the degree to which each aspect is focused upon in
teachers’ strategies.

As shown in the pie chart, the curriculum seems to have the strongest
responses. As indicated, 39% indicated that this component was often focused upon in
their decisions on the use of resources in teaching. This response was also reflected in

the timeline chart in Figure 4.21(b), in which the mean score was close to 2.
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Figure 4.21(b): Teaching experiences considered when using teaching resources

Student aspects were also included in teachers’ priorities for use of teaching
resources. This aspect was indicated as being often taken into account in teaching,

especially in the use of resources, by 31% of teachers. In the timeline chart, this
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teachers’ response was confirmed also by a mean score that was close to 2.

A minority of teachers reported that they often referred to two other aspects:
20% responded on the personal aspect and 10% indicated the social environment
aspect. The mean scores of these aspects were close to 2 according to the timeline
chart. However, teachers put more emphasis on personal aspects than social
environment aspects.

In short, teachers reflected that their teaching experiences were significant in
determining their use of English teaching resources. In this regard, their experiences
were reflected through the frequency of inclusion of the identified aspects in their
undertaking strategies for selecting and using the resources. Of the four aspects, most
teachers considered curriculum and student aspects to be significant. A minority of

teachers considered aspects of personal and social environment to be significant.

4.4 Conclusion

This chapter presents the results of the questionnaire data analysis which
identified primary school teachers’ views on the influence of aspects of socio-culture,
curriculum practice, and their teaching experiences. The teachers’ views on these
aspects reflected their strategies in using resources in the classroom teaching and
learning process. Teachers’ strategies were considered a key element in determining
the effectiveness of the English teaching and learning programs in primary schools.

In identifying how teachers employed their strategies for the use of resources,
a number of English teaching and learning resources were identified as being chosen
by teachers. Analysis of responses indicated that textbooks were the most popular
teaching and learning resource. Reference books, a dictionary and project kits were
sometimes used by a few teachers. Other items in this category were rarely or never
used. Poster pictures were sometimes used, radio was rarely used; multimedia or
microcomputers, television, film, videos, slides and filmstrips, and overhead
projectors were never used. In the category of people around the school, persons in
specific occupations and native speakers or tourists were indicated by most of the
teachers, while retired persons and groups, associations, or organisations in this

category were not considered. Miscellaneous personal items were sometimes used by
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most of the teachers in their teaching. Songs and interactive games seem to be
considered by most of the teachers.

In making use of resources in teaching, a number of aspects were indicated as
being included in teachers’ considerations. These aspects were socio-culture,
curriculum practice, and teachers’ teaching experiences. Teachers indicated agreement
to the relationship of these aspects to their strategies in the use of resources to
facilitate students’ English language learning. When selecting and using resources,
most teachers gave consideration to the aspects of socio-culture of students’
characteristics (that is, students’ age, proficiency level and linguistic aptitude);
students’ nature (that is, aspects of students’ preferences, students’ need, students’
learning strategies/styles, and students’ personalities); the context of teaching—
particularly to aspects related to the school location, technology development and
institutional factors; and to personal thoughts, and personal beliefs.

In regard to curriculum, most teachers indicated the importance of components
of curriculum to their use of resources. These aspects included the orientation and
objectives of ELT, language skills and content, teaching methods, and timetable and
evaluation. Teachers’ responses indicated that, aspects of orientation and objectives of
ELT, the national role, the local role, general objectives, and specific objectives of
ELT influenced and were considered in their selection and use of resources.
Moreover, in terms of their teaching experiences, aspects related to social
environment, curriculum, students, and personal matters were often considered
important when selecting and using English teaching and learning resources to

facilitate students’ English language learning,.
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CHAPTER 5
RESULTS OF THE INTERVIEW DATA ANALYSIS

5.1 Introduction

This chapter presents the interview data analysis results. It reports in detail
how teachers reflected on aspects of socio-culture, curriculum, and their teaching
experiences when developing strategies for selecting and using English teaching and
learning resources to facilitate students’ English language learning. It also notcs the
types of resources that the teachers in this study chose to use.

The data were studied from the transcripts of interview sessions undertaken
with 14 participants. On the transcripts, particulars of the teachers’ views were
highlighted, categorised and organised according to the focus of this study, which then
enabled the interpretation of information.

The results of this analysis are related to research question 1 of this study. The
results of the questionnaire data analysis provide an outline of the teachers’ views,
whereas the results of the interview analysis attempt to identify in more detail the
teachers’ views on aspects of socio-culture, curriculum, and their teaching experiences
considered significant in their use of resources. These results may confirm teachers’
views about these aspects as identified in the questionnaire analysis.

In addition, to exemplify the teachers’ views (teachers/participants are coded
as T1, T2, T3, ... Tn), excerpts from the interview session transcripts related to the
focused aspects are quoted. The transcription notation is as follows:

“...”: directly reported speech of the participants (interviewees),

bold: directly reported speech of the participants (interviewees), expressed in English,

[ 1 :silence, pause, or other non-verbal expressions,

T : non-verbal expressions used while the participants (interviewees) think of what
to say,

( ): translated speech of the interviewees (italicised and in brackets),

: abandoned irrelevant/unnecessary information in the focused categories.
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5.2 English teaching and learning resources

In this study, a number of English teaching and learning resources used to

facilitate students’ English language learning were first identified. Types of resources

were grouped into (a) printed materials, (b) audio-visual materials, (c) people around

the school, (d) materials and artefacts, and (e) work on arts and culture. This

identification of resources could then provide more detailed information regarding the

resources that the teachers emphasised during their teaching.

In general, textbooks, poster pictures, real objects, a radio-cassette player,

miscellaneous personal items, clippings, songs, and interactive games were indicated

as being used in the participants’ teaching. In Table 5.1, a summary of the types of

resources elaborated on in the interview analysis is presented.

Table 5.1: Summary of English teaching and learning resources used in the classroom

Printed materials

» Textbooks from different publishers (i.e. Erlangga, Intan Pariwara, Graha Pustaka, Lubuk
Agung, Aneka Ilmu, and the Department of Education) were used in the teaching.

» One of these textbooks was used as the main resource; others were considered as
supplements.

o The students were not required to buy textbooks; they could borrow them from the school
library.

o If the textbooks were not available at the library, the materials were selected and
photocopied from the teachers’ handbooks.

e Several teachers compiled the materials from a number of textbooks to be used as their
own teaching and learning resources.

¢ The teachers’ experience and knowledge about the materials was combined with materials
presented in the textbooks (not merely rely on the textbooks).

o Maps and tourism booklets were also used.

Audio-visual

materials

e Posters or pictures were used in teaching about numbers, animals, colours, fruit, food and
drink, family, and environmental objects, as well as words spelling, and vocabulary.

¢ The posters or pictures were available on the classroom wall, photocopied (enlarged) from
the textbooks, or bought from shops and brought into the classroom.

¢ A radio-cassette player was used to practice (word) pronunciation in front of the class
while listening to the native speaker’s voice. )

People
around
the school

e Persons or native speaker tourists were just planned to be invited into the classroom.

Materials

and

artefacts

¢ Colourful handkerchiefs were used to teach about colours and to attract students’ attention.

e Students’ personal belongings, e.g. money, pencil, pen or eraser, were used to introduce
simple vocabulary items and their pronunciation to students.

o Items in the classroom, e.g. chalk, (colourful) pens, and also clippings of animal pictures
were used to teach about colours and animals. Cont.
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e Games, i.e. drama, role-play, word puzzles, and Scrabble were used to practice English
conversation/dialogues, as well as to improve vocabulary.

¢ The games were created or referred to from the textbooks.

¢ Songs were used to teach vocabulary and sentence structures.

» Songs were referred to as those available in the textbook or on cassette tape.

e Ceramics were used to teach about various animals.

Work on arts
and culture

A number of reasons are possible for the teachers deciding to use these types
of resources. Their choices could be related to their perceptions of aspects of socio-
culture, curriculum, and teaching experiences. Choices could also reflect teachers’
attempts to improve their students’ English language skills, as well as students’
motivation about and interest in classroom teaching and learning activities. Types of

resources used are described in sections 5.2.1 to 5.2.5, which follow.

5.2.1. Printed materials

Textbooks were widely indicated as the teachers’ main resources. The
textbooks were selected from various publishers. Among the publishers mentioned are
Erlangga and Lubuk Agung, Graha Pustaka, Intan Pariwara Yudistira, and the
Department of Education.

The teachers used several textbooks from different publishers. One of the
textbooks was usually considered as the main reference to use in teaching, while the
others could be used as supplements. The students were not required to possess the
textbooks. If available, the textbook could also be borrowed from the school library

(see T1 for example).

“... Buku ndak diwajibkan pak, ... Kadang Fotokopi ... Diumumkan
sebelumnya ...”
(“... book was not required, .... sometimes it was photocopied .... initially it was

announced ...”)
(T1, excerpt 5.1)

The teachers’ use of the textbooks seemed to be related to economic
considerations, as the textbooks could be expensive to purchase. This may have
assisted the teachers to determine which materials would be photocopied to use in the
teaching. The materials were selected from the textbooks (see T3 and TS for

example).
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“... Rrr begitu, untuk memantapkan isi kepalanya itu nanti hafal atau tidak
hafal pertanyaan ini, ini saya sadur dari beberapa buah buku ... Saya sadur
dari beberapa buah buku, kemudian saya susun dengan kalimat sendiri ...
Dilihatkan petanya, kebetulan gambar peta dapat dari buku rr guiding book
yang dari dinas pariwisata, itu saya fotokopi besar, lalu saya terangkan dalam
bahasa Inggris, objek objek wisata, rr dan tentang apa, kantor-kantor
pemerintahan, government, rrr itu baru dikelas 6 yang pernah saya
terapkan,”

(“... rrr that’s it, to improve their memory of self introduction and the
appropriate questions, I compiled the material from several books .... 1
compiled it from several textbooks, then I organised it using my own
sentences ... the map was shown; luckily, there is a map in the textbook rrr
guiding book from the tourism department, it was enlarged using photocopy,
then I explained in English, tourism objects, rr and about what, government
offices, government, rrr it was used for grade 6”)

(T3, excerpt 5.1)

“... Materi, saya ambil dari, ada buku teksnya. Kemudian ada buku,
beberapa buku yang saya fotokopi dari pustaka yang bisa digunakan untuk
anak anak itu.”
(“... I take the materials from a textbook, there is a textbook. Then, there are
also some textbooks, available in the library which I photocopied, they are
used for the students.”)

(T5, excerpt 5.1)

The use of textbooks could also reflect the teachers’ competence at producing

interesting materials for young students. Teachers created their own examples to teach

from, which were not taken from the examples provided in the textbooks. The

examples provided in the textbooks were used as a reference. If necessary, other

printed materials such as maps and tourism books were also used when teaching

certain topics, for example, subjects related to tourist destinations of West Sumatra

“,.. tidak, saya kebetulan buku yang disusun dari BEC”
(“... L have a textbook authorised by BEC (team teaching of BEC)")
(T4, excerpt 5.1)

As well, the teachers also attempted to produce interesting materials for the

students through teamwork (see T4). The teachers did not seem to use all the materials

provided in the published textbooks, as they considered that they might be irrelevant

to the young learners and the context of the English language teaching. In this regard,
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the teachers worked in a team to select and compile relevant materials from a number

of textbooks, so that the materials would be suitable for their primary school students.

5.2.2 Audio-visual materials

Poster pictures, a radio-cassette player and some real objects were indicated as
being used in this category, although they were not predominant (primary) among the
other types of resources. These types of resources were considered important
particularly in relation to teaching pronunciation and vocabulary (and particularly in
relation to animals, fruits, colours, the alphabet, and food and drink). Additionally, the
use of audio-visual materials was intended to increase students’ interest in classroom
activities.

As indicated, these types of resources were particularly used to introduce the
students to new vocabulary items and to improve their pronunciation accuracy. For
these purposes, wall posters in the classroom, animal pictures, and family pictures
were brought in for classroom activities (see T3, T6, T7, and T10 for examples).
These pictures were stuck on the board, and the students were asked to describe or
explain them. The students were also asked to repeat several words that the teachers

articulated, as drills, and to check the students’ accuracy.

“... Hal hal yang ada dalam kelas itu gambar gambar, ... Rur diperlihatkan dulu,
gambar yang berbahasa Inggris ..., ada gambarnya di dalam kelas itu, sudah itu
transportation ada gambarnya dalam kelas, “
(“things in the classroom such as pictures, ... Rrr (the pictures are) displayed
first, pictures with English text ..., the pictures are in the classroom, after that
pictures illustrating transportation are displayed in the classroom,” )

(T3, excerpt 5.2)

“... Buah buahan kan ada juga di pasar, saya pakai itu, kemudian binatang
binatang ditempelkan di papan, kemudian, kan sebelum itu sudah diberitahu ini
ini ini dia namanya, kemudian tutup buku, sebutkan ini namanya”
(“... fruits from shop are used, I use that fruit, then animal (pictures) are stuck
on the board, then, their names are announced, then the students are asked to
close their books and to identify the things (fruits and animals)”)

(T6, excerpt 5.2)

«... Bisa, misalnya kalau apa, kemarin ini ada umpamanya fruit err fruit itu bisa
anak yang disuruh mencari, misalnya dari minggu kini kan pak, kita tentukan,
sudah ada di program kita misalnya fruit kan, diminta anak minggu besok
tolong dibawa satu macam gambar err gambar fruit itu, diminta anak begitu,
besok itu suda bermacam macam itu pak”

(“ It can be, for example, yesterday, fruit, err, the fruit, the pupils were asked to
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find, for example, this week we determine, based on the program, for example,
the fruits, they are asked to bring the fruit pictures next week err the fruit
pictures, they are asked to, then on the day, they bring many things”)

(T7, excerpt5.2)

“... Err dari bukan lain, misalnya tentang itu kan pak, tentang family itu, nanti gambar,
gambar itu, di di err dibesarkan, difotokopi besar itu, setelah itu ditempel di dinding. ... *
(“... Err for example about family, based on the family pictures, then they are
enlarged using photocopy, stuck on the wall (board). ...”)

(T10, excerpt 5.2)

In particular, several real objects associated with the pictures, such as pictures
of fruit, were also employed in classroom activities (see T7). Reasons given for the
use of the real objects were that they were handy to bring and easy to find around the
students’ environment. Moreover, the use of real objects was believed to be effective
in facilitating students’ English language learning, especially in motivating them and
attracting their interest in the English language teaching and learning activities. It was
indicated that the students were able to describe objects with which they were

familiar.

5.2.3 People around the school

Including people around the school as teaching resources was only indicated in
the teachers’ conceptual planning. Although the teachers believed that some resource
persons—especially persons in specific occupations and native speakers or tourists—
could provide students with opportunities to practice their English, availability of
people as resources was not yet optimised. As exemplified in T14, plans to invite
certain persons into the classroom were only included in the teachers’ thoughts and

discussions.

’”

“... Mungkin, mungkin, rencana ada, tapi belum ..
(“... maybe maybe, I have a plan to, but not yet ..."”)
(T14, excerpt 5.3)

5.2.4 Materials and artefacts
Miscellaneous personal items were what teachers mainly identified as their

main resource in this category. The personal items were used to attract the students’

136



interest as these items could easily be found. The miscellaneous personal items
included a wallet, handicrafts, wristwatch, ring, pens, pencils, chalk, etc.

The teachers’ use of these items seemed to relate to their creativity in using
any possible resources in encouraging students involvement in classroom teaching and
learning activities. In this regard, the teachers made use of any items available in and
around the classroom, for example, items in the students’ bags or pencil cases or in the
classroom (see T7, T8, and T12). Also, the teachers did not need to make specific

teaching preparations to bring and to use them in their teaching.

“... Ya.. apa itu namanya ... ini apa namanya, kain perca, ... Dari buku ya juga kan, kalau
alat peraga ini kita yang ciptakan, supaya menarik, supaya masuk kedalam otaknya,
misalnya, kain perca ini digunakan ...”
(“... Ya.. what it is called ... what it is called, pieces of cotton, ... based on the
textbook, these visual materials were created, to attract, to help the students
understand (how the colours look), for example, the use of the cotton pieces ...”)

(T7, excerpt 5.4)

“... Misalnya kalau money, kalau di dalam tas anak anak itu seperti yang di bag
ya ... Pennya, pencil case nya, eraser, terus rulernya”
(“... for example, money, if it is in the pupils’ bag, isn’t it ...their pen, pencil
case, eraser, the ruler”)

(T8, excerpt 5.4)

“... Alat peraga itu, kalau bisa bendanya, kita bawa bendanya, ... Ya yang ada disekolah. °
Kapur, kadang kapur, kadang pena, ya pena pak,. what is it? misalnya pak, buku ya
buku, begitu saja pak.”
(“... the visual materials, if possible the real objects, the real objects were
brought (into the classroom), ... Ya (whatever there is) around the school.
Chalk, sometimes chalks, sometimes pens, yes pen pak. “what is it?” for
example, textbooks, that’s all.” )
(T12, excerpt 5.4)

There were various purposes for the use of these resources. The main purpose
seemed to relate to the introduction to colours and several vocabulary items, and to
attract the students’ interest. For example, colourful handkerchiefs (squares of thin
fabric) were used to teach the students about colours (see T7).

On the other hand, students’ personal belongings such as money or pencils,
pens or erasers in the students’ bags or pencil cases were also used to introduce
relevant English vocabulary while attempting to create enjoyable learning experiences
for the students (see T8 and T12). The use of these items could also indicate the

teachers’ creativity in using any possible resources in teaching.
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A principle of learning—Ilearning by playing—could also be indicated by the
classroom teaching and learning activities. In this regard, the students were asked to
present their money or pencils, pens or erasers from their bags or pencil cases,
allowing the teachers to check the students’ understanding of the vocabulary (see T8).

This also included checking students’ pronunciation.

5.2.5 Work on arts and culture

Songs and games were mainly indicated as the major resources drawn upon in
this category. Other types of resources such as paintings or panorama photographs,
and the like—which could attract students’ interests in the classroom activities—were
not used, despite the ease with which they could be found in the community.

The use of songs and games could relate to the teaching of pronunciation and
vocabulary. However, there seemed a lack of nursery rhymes to teach to young
learners. The use of a limited number of songs such as ‘Brother John’, ‘Row your

boat, ¢ ABC’ and ‘ The balloon’ was indicated (see T8 for example).

*... Bermain peran, bermain peran itu mungkin dari dialog itu, biasanya
dialogue itu hanya 2 orang, itu mungkin diberi 4 orang rr dengan kejadian yang
alami, misalnya dia datang ... Scrabble pernah saya terapkan di kelas 6 ... Err
itu untuk menguasai kosakata ... Kosakata dengan apa, kalimat ... Kosakata
saja, kosakata, nanti diramu diambil, nanti diletakkan di papan tulis, itu kan
kalimat itu, kata itu”
(“... the role-play, the role-play could be taken from a dialogue, usually a
dialogue (to practise with) two persons, or possibly (with) four persons rr with
their experiences, for example they come ..., Scrabble had been used in grade 6
... Errr it’s for teaching vocabulary ... what vocabulary ..., sentences. ... only
words, words, the words were organised, then they were stuck on the board,
that’s the sentences,(based on) these words”)

(T3, excerpt 5.5)

“... ABC, terus nanti yang berbentuk alfabet itu ABC, terus ada penggunaan
have ...”
(“... ABC, the alphabet, the use of ‘have’ ...”)

(T8, excerpt 5.5)

On the other hand, role-play (drama) and the board game Scrabble were
indicated as being used by the teachers. The dramas were practiced between two or

four persons (see T3). Scrabble was also mentioned in regard to vocabulary practice.
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Use of these games was important to introduce students to new vocabulary items and
for sentence structure mastery, so that they could improve their ability at oral

performance, as well as speaking ability.

5.3 Aspects reflected as significant in selection and use of resources

How the teachers used the English teaching and learning resources (that is
textbooks, poster pictures, real objects, radio-cassette player, miscellaneous personal
items, clippings, songs and interactive games) related to several aspects of socio-
culture, curriculum, and their teaching experiences. Teachers’ thoughts on these
aspects could indicate their awareness of the influence of these aspects when planning
and using their teaching strategies, as well as making decisions about the use of
resources in the classroom. In regard to socio-cultural factors, the teachers’ use of
resources was intended to deal with aspects of students’ characteristics; students’
nature; students’ social background; the context of teaching; the influence of socio-
cultural organisations; social class in society; the economic and political situation;
institutional factors and technology development; the teachers’ personal thoughts,
beliefs, and preferences; and teachers’ characteristics. In terms of curriculum, the
teachers considered orientation and objectives of ELT, language skills and content,
teaching methods, teaching activities, teaching interaction, and timetable and
evaluation. In relation to their teaching experiences, the teachers’ use of the resources
related to their knowledge about and familiarity with their students, their socio-
cultural environment, and personal professional values, as well as the ELT
curriculum. In particular, how these aspects were indicated in the teachers’ use of the
resources as a part of their strategies to facilitate students’ English language learning

is described in sections 5.3.1 to 5.3.3.

5.3.1 Aspects of socio-culture reflected as significant in teachers’ resource use

In terms of socio-cultural factors, the teachers’ views emphasised particular
aspects of students’ characteristics; students’ nature; students’ social background; the
context of teaching; socio-cultural organisation influence; social class in society;

economic and political situation; institutional factors and technology development;
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teachers’ thoughts, beliefs, and preferences; and teachers’ characteristics. These

particular aspects were considered significant to ensure the students’ interest and

involvement in the classroom English language teaching learning activities (see Table

5.2 for summary). It also indicated attempts to attain the objectives of English

language teaching in primary schools. In particular, these aspects are explained in

sections 5.3.1.1 to 5.3.1.9 following.

Table 5.2: Summary of teachers’ views about the aspects of socio-culture reflected in the use of English

teaching and learning resources

Students’ characteristics

» Aspects regarding the students’ learning experience, language ability or
proficiency, age, aptitude, and interests were considered in teaching,
including in the use of the resources.

e Aspects related to the students’ different physical (dis)ability and ethnic
background, gender, and religion were not greatly considered in the
teaching.

Students’ nature

o Teaching was adjusted according to the students’ personality in
learning, students’ motivation (not shy to practice) and general
preference, i.e. colourful picture books, students’ familiarity with things
in the environment and preferences, interests (i.e. compare and
demonstrate personal items, games), preferences (songs, stories, and
games), and personality (e.g. curious about something new).

Students’ social ¢ Teaching was undertaken considering the education of and financial

background support by parents, parents’ participation in looking after students’
learning activities at home (i.e. signing the homework book), and
parents’ support for the English program (i.e. donating picture charts
and poster pictures, making clippings, buying a dictionary for students
to study).

Context of teaching ¢ School location was considered by relating the teaching materials to the
easily found environmental objects.

® Major religion was considered by linking teaching materials to the

Islamic beliefs.

Socio-cultural ¢ The religious mission of the schools was taken into account in the

organisation influence teaching.

Social, economic, and ¢ Economic situation (i.e. parents’ inability to purchase the textbook) was

political situation considered by photocopying teacher’s handbook or textbook, instead of

requiring the students to purchase it, and choosing a textbook that could
cover a whole year program.

Institutional factor &

» General guidelines outlined by the principals (i.e. maintaining an

technology development inclusive classroom atmosphere and attaining target ability for the
students’ English) were taken into account when conducting the
teaching.
® Teaching was related to the technological development needs.
Teachers’ thoughts, e Thoughts were reflected in the teachers’ personal experiences in

beliefs & preferences

determining what the students should/(not) learn (i.e. materials which
were too easy, to relate to students’ daily life and environment)
including employing the best knowledge in selecting and making use of
textbook or teaching materials in accordance with the students’ ability
level. (Cont.)
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(Continued) ¢ Beliefs were indicated through the teachers’ selection of vocabulary to
teach to the students from the textbook and other supplementary
materials, which suited the level of the young learners.

® Preferences were related to the use of certain textbooks.

Teachers’ characteristics | o Length of service was regarded as an indication of ability to manage the
teaching, particularly ability to select appropriate materials
(book/resources) for young learners, ability to select practical and
economical materials for students, ability to make learning enjoyable
for the students despite underdeveloped professional teaching skills or
irrelevant educational background for teaching English.

5.3.1.1 Teachers’ views on the significance of students’ characteristics

The teachers’ views about the students’ characteristics focused on the
students’ general English proficiency level, age level and interest in learning English.
Their use of resources indicated a relationship to these elements. Their considerations
of proficiency level and age level could influence their attempts to adjust the learning
materials according to students’ ability. On the other hand, their consideration of
students’ interests related to making the learning of English a comfortable experience.

As far as the students’ proficiency level was concerned, the teaching materials
were graded according to the students’ abilities. A review of the materials given in the
previous year was undertaken to determine the upcoming materials (see T3). Although
the students might have different abilities and learning experiences, they were guided
through the classroom teaching and learning process so that they could understand the
materials.

“... Kalau menurut pendapat saya pak, karena ini merupakan pertemuan kedua,
pelajaran ulangan sambilan itu kan, kalau sementara menurut pendapat saya itu
cocok rasanya, sebab anak itn memang dibimbing, ...”

(“... in my opinion, since it is my second session, it is a remedy, in the mean time
I think (the materials) are suitable for the students, because they are guided in

learning, ...”)
(T3, excerpt 5.6)

“... Ya ya, yang paling dasar kan usia mereka itu kan, karena bahan itu
barangkali pak? ... Usianya, anak anak itu kalau kelas 4 masih perkenalan,

dicari yang paling mudah apa kira kira yang bisa mereka cerna kan, err
berdasarkan usia, ... Lumayan lah, untuk bahasa Inggris semuanya minat, kelas
4 sampaikelas 6 kan minat, bertanya terus tuh, ditanya tanya terus kapan bahasa
Inggris, terus seperti, [laugh] minat dan kemampuannya”

(“... Ya ya, basically, it is due to their age, because the materials (could be
interesting for them)? ... their age, at grade 4, they are still given some
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introduction, based on the easiest, easy for them to understand, err based on
their age, ... not bad, for English they all like the materials, from grade 4 to
grade 6, they ask many questions, they often ask when they will have an English
class again, often like that, [laugh] (which shows) their interest and ability”)
(T7, excerpt 5.6)

Use of teaching and learning resources also indicated consideration of the
students’ age. As indicated (see T7), the age factor was taken into account when
deciding if the students might have different aptitudes for and interests in learning
English as a foreign language. Consequently, different resources and materials, which

were believed to facilitate their English language learning, were combined.

5.3.1.2 Teachers’ views on the significance of their students’ nature

The teachers’ views about their students’ nature was indicated as being
considered in relation to students’ preferences and personality. Students were
identified as having interest in and preference for colourful picture books,
demonstrations, displays, or use of personal items in English language learning.
Acknowledgement of students’ personality was also represented through students’
enjoyment of singing songs, curiosity about having something new such as pictures to
focus their attention, and the like. They also liked materials closely related to their
familiar environment.

The teachers used resources that related to students’ preferences and
personality, believing that this would encourage students’ motivation and interest in
the teaching and learning activities. For example, teachers used textbooks with
colourful pictures. They also demonstrated examples and displayed items which were
familiar to the students (see T3 and T5 for examples). Such attempts reflected the

teachers’ strategies to attract students’ interest in the classroom activities.

“... Rrr kalau yang sering digunakan, seperti bentuk bukunya pak, ini, ini hal-hal
yang sering kami ajarkan ini, rrr artinya yang sering dijumpai oleh anak-anak,
disesuaikan juga, ada kecocokan. Hanya saja yang seharusnya disini, misalnya,
benda-benda yang ada di rumabh itu harusnya di kelas 4, rrr ini kan?”
(“... Rrr as it is like the textbook, things that the students often find in their
environment are taught about, there seem to be some connection. Only that
which is in the surrounding, for example; things in the house should be taught at
grade 4, like this isn’t it?”)

(T3, excerpt 5.7)
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“ ... Misalnya kalau minggu yang lalu saya mengajar mengenai peralatan tulis,
dari err misalnya pensil. Pertama saya brainstorming dulu. Misalnya, anak anak
ibu semuanya kalau kalau menulis kita pakai apa? Pensil. Pensil itu bahasa
indonesia kan? Ya. Nah hari ini kita belajar bahasa Inggris, pensil itu kita baca
begini. ... Jadi mereka tertarik ... Ya diperagakan. Mereka langsung, diletakkan
diatas meja benda yang dimaksud, nanti disebutkan, saya juga ada bendanya,
disebutkan seperti itu. nanti saya letakkan bendanya, coba ibu mau tahu yang ibu
katakan ini yang mana bendanya? Nanti mereka begini kan, ini bu. Apa itu yang
dipegang? Begitu. ... Ya. Ada yang kira kira tidak bisa itu sekitar 5 orang.
Faktor yang pertama agak malu, begitu.”
“... Learning by doing itu kan mereka suka ... Permainan, permainan ya. Tapi
permainannya saya kreasikan sendiri, bukan dari buku, begitu.”
(“ ... for example, last week I taught about stationery, from err for example
pencil. Firstly I brainstormed them. For example, I asked them what we use for
writing? Pencil. Pensil in Indonesian? Ya. Now today we are talking about
pencil in English, ... so they were interested, ... Yes they (the stationery) are
displayed, directly, they are displayed on the table, then (the students are asked
to) articulate: I put the pencil on the table, then the word pencil is pronounced,
the students are asked which one it is. Then they say: that one, this one. What is
this that I am holding, ....Yes, several students seem unable to describe it, about
5 pupils, The main factor, 1 think is that they are a bit shy.”)
(“... Learning by doing, they like it ...(such as) games, games ya, but I created
the game myself, not from the book.” )

(T5, excerpt 5.7)

“... Nyanyi, kemudian ada, saya suruh mereka mencari kata kata, saya
kosongkan kan, kemudian saya apakan, ... tapi nampaknya kalau diberi lagu itu,
mereka paling suka sekali nampaknya itu”
(“... singing, then I asked them to find certain words (from the songs) to fill up
spaces, ... but it seems if they are given songs, they enjoy them very much”)

(T6, excerpt 5.7)

“...Kalau kelas tinggi kadang-kadang saya berikan sebuah cerita, reading test,
saya suruh dia mengartikan dulu, kata kata sulit cari dulu, mana yang sulit, cari
dalam kamus, kalau tidak tahu baru ditanya ...”
(“... for the upper grade, I sometimes told stories, Reading test, 1 firstly asked
(them) to translate, to find out difficult words, and to look up the dictionary, they
may ask if they don’t understand ...”)

(T11, excerpt 5.7)

Similar attempts also reflected teachers’ consideration of the aspect of
students’ personality. The teachers’ use of the resources related to making learning
enjoyable by playing and stimulating curiosity and students’ interest in something
new. For example, songs were used to attract the students’ interest. The songs were
usually provided before ending a session (see T6). Sometimes, pictures were used in
the classroom teaching and learning activities to encourage students’ curiosity. Stories
were occasionally told, and some difficult word§ the students might encounter were

explained (see T11). Such stories could help avoid monotonous classroom situations
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which might lead to boredom and inattention. Overall, the teachers’ focus on students’
preferences and personalities in their use of resources could reflect the teachers’
awareness of their students’ natures, and enable development of effective strategies to

facilitate students’ English language learning.

5.3.1.3 Teachers’ views on the significance of students’ social background

The teachers’ views about the students’ social background were revealed in
relation to both the students’ parental background and their social status. Teachers
identified that students’ parents generally provided some financial and materials
support to the English langnage programs at the schools. Parents’ ability to afford the
learning resources needed by the students was a consideration. The parents also
donated some poster pictures that teachers could use in their school English programs.
Thus, the parents’ situation could influence the teachers’ choice of which English
teaching and learning resources students could use in their learning activities. Parent
support and enthusiasm could also motivate the teachers in their teaching program.

In particular, teachers’ decisions about which materials and resources students
could have also indicated a relationship with the parents’ control of their children in
learning English. As parents have a role to play in their children’s success at learning
English, parents also participated by checking students’ learning activities at home,
and signing the students’ homework (see T2 and T3 for example), indicating that their
children’s work had been checked.

“... Contobnya begini, bersyukur sekali anak ini belajar bahasa Inggris pak, di
SMP 9 9 saja nilai bahasa Inggris nya, ... Kalau dilihat dari gaya rr, apa cara
berpakaian saja, itu agak mampu orangnya, memang orang mampu ...”
“... Ada dilakukan, seperti tadi, ini pakai signature semuanya, dua orang yang
tidak tadi itu, dua orang yang tidak, jadi yang tidak ada itu, saya cukup jenuh
menghadapi anak anak yang tidak ada itu, mereka menandatangani sendiri,”
(“... for example, they are happy when they know that their children have
English lesson at school, at secondary school their children got 9 in English, ...
if looked from the way the parents dress, they are pretty middle class”)
(“... yes I did (ask the parents to check the students’ homework), for example,
the homework is signed by parents, except two pupils, so I got bored with those
whose homework has no parent’s signature ...")

(T3, excerpt 5.8)

Kalau saya, kalau PR kan, dikatakan kepada anak, harus harus ada tanda tangan
orang tua, ... Ya Harus ... Ya, walaupun tidak apa kan, tidak, yang penting ada
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perhatian kan, mencek Prnya anak anak, ada anak membuat PR atau tidak”
(“... if there is homework, 1 inform the pupils that their homework must be
signed by their parents ... Ya it must ... Ya, it is err actually not so important,
the most important thing is their (parents) attention to their children’s
homework, if they do the homework or not”)

(T7, excerpt 5.8)

Parents’ participation in their children’s English language learning could also
suggest that the parents had a good educational background. The parents might know
English and understand its role in their children’s learning success. This situation
could make teachers carefully consider what materials and resources they would use

in their teaching program, as the community indirectly observed their actions.

5.3.1.4 Teachers’ views on the significance of context of teaching

In relation to the context of teaching, teachers’ views about the use of English
teaching and learning resources were related to the aspects of school location and
major religion in the community. The teachers’ awareness of the teaching context was
indicated in their attempts to modify teaching materials related to tourism in
accordance with the tourist areas around the schools (see T2 for example). They did
not simply pick up any content provided in the textbooks (which were used as a
reference), but. they determined which materials would be appropriate to their
students’ cultural context. Descriptions of places which were similar to places around

the school location were used to provide examples needed for certain topics.

“... Ini kan pariwisata di daerah lain, kan begitu, di Bali kan begitu pak, nah
sekarang ditukar dengan yang lain, ... Misalnya Bungus barangkali kan ...”
(“... it is (this book) about tourism in other regions, like in Bali, now it can be
modified (to suit tourism here) ... for example, Bungus Beach perhaps ...”)
(T2, excerpt 5.9)

“... Err itu tergantung pada cara kita pak, ... Kalau kalau .. cara penyajian dan
cara mambatasi, misalnya begini seperti pernah bapak katakan dulukan,
hendaknya kita kenal dengan agama diajarkan bahasa Inggris ini arahnya
kesana, ... Misalnya kan, errr mengapa kita bisa melihat? Err why can see? ...
Because Allah gives us [..], rrr dilarikan (dibawakan) dia kesana”
(“... it depends on the ways we are teaching them, ... if if .. the ways to present
and to limit, for example, they are introduced with religious values while
learning English, they are directed to that point ... for example, errr why can
(we) see? Err why can see? ... Because Allah gives us sight.., rrr they are
directed to that point™)

(T3, excerpt 5.9)
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Materials related to culture were also adjusted to suit local cultural nuances. In
this regard, the teachers were aware of the common culture around the schools. In
accordance with certain religious influences in the society, the English teaching and
learning materials that the teachers used were related to religious knowledge. By so
doing, the classroom activities were directed to a religiously appropriate observation.
For example, when the teachers taught about the parts of the human body, the students
were asked why they could see (see T3 for example). Then, the students’ answers

were connected with the greatness of God, because God gave living being eyes.

5.3.1.5 Teachers’ views on the significance of social and cultural organisation
influence

The teachers’ views about the influence of social and cultural organisations
were mainly related to their affiliation to the teaching professional and cultural
organisation missions. In this regard, it was indicated that the teachers’ association
had no influence on the teachers’ job or on determining the use of English teaching
and learning resources. However, the aspect of the cultural and religious institutions’
missions might be included in the teachers’ considerations. This particulariy occurred

if the schools were under a certain religious affiliation (see T14 for example).

“... Ini kan masalahnya kan persatuan haji kan. Bisa jadi cucu haji, anak haji, itu
selurubnya kan, ... Yang Hujaj itu kan haji kan, jami’ kan. Pada umumnya orang
tuanya orang yang mampu.”
(“... this (school) is under a pilgrimage association. Here the students are
associated with the pilgrimage family. The Hujaj is pilgrimage, jami’, isn’t.
Generally the parents are in the upper group.”)

(T14, excerpt 5.10)

As indicated, the organisation’s mission was considered in the teachers’
decision about the materials to use to teach their young learners. In this circumstance,
the teachers attempted to adjust the materials used according to the school mission.
This could relate to the aspect of major religious influence in the society, as indicated
in the previous section. In this regard, the introduction to English for the young
learners should include religious content as a part of the religious teaching that

commands people to achieve excellence for a prosperous life.
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5.3.1.6 Teachers’ views on the significance of social class and economic and
political conditions

Teachers’ views on the influence of social class, and economic and political
situation focused on student, parent, and general regional economic conditions. In this
regard, students’ materials and resources should be efficient to use. Efficiencies
included attempting to use teaching and learning resources to achieve teaching and
leaning objectives. For example, the students should not be required to purchase
textbooks, as the textbooks could be borrowed from the library. Also the teachers

could photocopy the materials (see T1, T6, and T8).

“... Buku ndak diwajibkan pak, ... Kadang Fotokopi ...”
(“... the textbooks are not required, ... sometimes they are photocopied ...”)
(T1, excerpt 5.11)

“... Apalagi politik, kalau ekonomi entahlah pak ya ... mana tahu orang tuanya
yang apa, oleh karena ekonominya apa ..”
(“... T6: none in politics, in economic situation, maybe, who knows, the parents

are unable because of the economic situation ...”)
(T6, excerpt 5.11)

“... Buku ini karena lengkap 1 tahun, untuk mengingat ekonomi juga pak ya ...
Ekonomi anak begitu”
(“... this book is comprehensive for a year, (the use of the book) consider the
economic situation ... the students’ economic background”)

(T8, excerpt 5.11)

Effectiveness of resources was also a factor in teachers’ choices of English
teaching and learning resources; for example, selecting certain textbooks for students
to use in their learning activities. The textbook selected should cover the materials for
a one-year English language program, so that students would not need to buy a
textbook every term (see T8 for example). Effectiveness of the resource was an
important consideration in running the ELT programs in the primary schools in view

of current economic conditions.
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5.3.1.7 Teachers’ views on the significance of institutional factors and
technological development

Institutional factors and technology development were a consideration for
teachers when selecting and using English teaching resources. The institutional factor
related to the principals’ general guidelines about how the English class should be
undertaken. Although principals did not rigidly specify guidelines (see T2 for
example), the teachers indicated that they took them into account in conducting their
teaching, as well as in determining the materials and resources to use for their
students. Their consideration of the guidelines included the objectives of ELT in
which the students’ ability level in English and the conduct of classroom activities

should be developed in a pleasant situation.

“... 1T pengarahan secara untuk materi tidak pak ... ya tidak ada, cuma
pengarahan untuk motivasi saya saja, kalau anak-anak ini dari kelas 1 mulai
belajar bahasa Inggris, kira-kira kalau 6 tahun sampai kelas 6 tentu mereka
sudah pandai,”
(“... rr there is no orientation in terms of materials to teach, ..., the only
orientation was just to motivate my teaching, if these children in grade 1 were
beginning to study English, possibly after 6 years, by grade 6, they would be
goodatit, ...”)

(T2, excerpt 5.12)

“... Anak itu errr ya misalnya dapat mengetahuilah sedikit banyaknya istilah
dalam bahasa Inggris itu yang disajikan”
“... Kalau disini ditekankan oleh kepada sekolah anak ini supaya lancar, harus
bisa berbicara”
(“... for example, the pupils should know more or less important English terms
used in technology”)
(“... it is emphasised by the principal that the students should be fluent (in
English), they must be able to speak (English)”)

(T6, excerpt 5.12)

In relation to their principal’s guidelines, the teachers’ use of the resources
also related to their awareness of technological advancement in an ELT context:
teachers selected and used resources and materials that could introduce students to
technological terms. Their principal also suggested such a focus for the ELT program
(see T6). As exemplified, the materials/resources used in the teaching attempted to
focus on vocabulary items related to technology, in order to familiarise the students

with some technological terms of English, for example, components of television.
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Overall, the teachers’ awareness of the importance of technological advancement

through the ELT programs in the primary schools was indicated.

5.3.1.8 Teachers’ views on the significance of their personal thoughts and beliefs

Teachers’ views about how their thoughts, beliefs, and preferences impacted
upon their use of English teaching resources was reflected in their strategies to
facilitate students’ English language learning in the primary school context. The
teachers’ reflections of their thoughts, beliefs, and preferences indicated an attempt to
apply their best knowledge in determining the resources. The teachers knew which
materials were too easy or too difficult for the students, and which therefore might not
be useful in teaching. For example, the materials provided in the textbook were
adjusted to suit their students’ levels of ability (see T14).

In applying their thoughts and beliefs, the teachers also considered how the
materials related to the students’ daily life. These materials were compiled from
several sources (see T3 and T7 for example). In addition, the materials and textbooks
were carefully selected to be suitable for young learners. The teachers’ careful
selection of the materials (resources) reflected their awareness of the general ability of

the students who were still at the introductory stage of learning this foreign language.

“... Diramu, kebetulan sekali saya tidak pakai buku pegangan, hanya
berdasarkan kursus sementara bukunya tidak ada, lalu saya sadur dari beberapa
buah buku, saya gunting saya buat ... Dihimpun sendiri ... Rrr cuma nanti
diramu kembali, mana yang ditambah, sampai dengan adanya permainan
permainan, mungkin alat alat ini dibawa ke dalam kelas rir supaya lebih jelas
bagi anak-anak, sambil diucapkan, tidak makanya bahan-bahan ini masih agak
rendah caranya ...”
(“... compiled, luckily I don’t use the handbook, only based on my basic training
course. While a special textbook is unavailable, then I compile (the materials)
Jrom several textbooks, I design my course from them, ... I put them together
myself ... Rrr only I have to re-organise, which materials to add, until there are
games, maybe those tools are brought into the classroom rrr to clarify things for
the students, while being articulated, no so the materials are still basic ..."”)

(T3, excerpt 5.13)

“... Lebih mengacu kepada kehidupan sehari hari ini lagi, bagaimana, kalau
kami kan di daerah belakang tempat tinggal ini pak umumnya anak anak SD
disini kan disini tinggalnya, mereka itu kalau, bagaimana kalau sehari hari, yang
menarik dalam bermain mereka bisa menggunakan bahasa Inggris, pernah saya
dengar, ...”
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(“... more relevant to daily life, as we are living around this school, the
students are living around the school, how if everyday, which interests them in
their play they can use English, I have heard them (using English), ...”)

(T7, excerpt 5.13)

“... Ilmu dari guru saja, begitu ... Misalnya, err ada pelajaran di dalam yang
rasanya terlalu easy bagi anak, easy sekali, begitu. Ya kan. Kalau easy ditarik
untuk pelajaran anak dibawah. Itu yang ilmu guru, ada dialog misalnya kan, kan
tidak berdasarkan buku cetak yang ada ya kan. Err diberikanlah tambahan dari
itu. tambahan yang betul betul, ya walaupun tidak ada dibuku cetak, tapi berupa
tambahan yang siswa bisa mem... pelajaran yang sudah mereka pelajari.”
(“... from my knowledge I think, ... for example, err some topics are very easy
Jor the students, very easy, I think. So. If they are easy, they are given to lower
students. That’s based on the teacher’s knowledge; for example, a dialogue; it is
not based on the textbook. Err it is upgraded from that, upgraded accordingly,
ya although it is not available in the textbook, but it is upgraded based on what
they have learned.”)

(T14, excerpt 5.13)

The teacher’s beliefs and preferences also related to applying their thoughts in
an appropriate way. In this regard, teachers ensured that materials they used for
teaching were suitable for the classroom situation and ability of their students (see
T7). To support the students’ classroom situation, teachers used materials which they
hoped would maintain an enjoyable learning environment in the classroom, as well as
being relevant to the students’ interests, as the students’ nature indicates that they
learn by playing. The classroom teaching and learning activities were also managed
through play and were related to the students’ daily life.

The teachers also knew the extent of their students’ general ability and used
materials which were believed to suit that ability. These materials were compiled from
several sources, and difficult and complicated materials or resources would be

eliminated.

5.3.1.9 Teachers’ views on the significance of their personal characteristics

The teachers’ personal characteristics were reflected in the strategies they
applied in the use of English teaching and learning resources. The main aspect
emphasised was length of service. This related to the teachers’ confidence about their
authority in ELT, as well as their ability to determine which English teaching and

learning resources should be used. On the other hand, their educational background,
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which was supposed to be the major aspect influencing their decisions, did not seem
to be emphasised, indicating that educational background was less relevant. However,
they felt being authorised to teach English due to their length of service in teaching
the language (see T3, T4, and T12 for examples). All the teachers interviewed had at

least 3 years of teaching experience.

“... Kalau bahasa Inggris lebih kurang 3 tahun ... 3 tahun ... Latar belakang
saya kan dari IAIN, sedangkan penguasaan bahasa Inggris ini saya dapat dari
kursus lebih kurang 1 tahun di PPLK Nusantara”
(“... (I have been) teaching English (for) more than 3 years, ... 3 years ... my
(training) background is from the Institute of Islamic School. In regard to my
English mastery, I got an English training from studying for more or less one year
in an English course at PPLK Nusantara.” )

(T3, excerpt 5.14)

“... Di err, saya sebenarnya di akademi pariwisata dulu ... Kebetulan diserahi
saya mengajar, saya kebetulan punya teman mengajar di LPKDES, ikutan jadi
lama lama bisa ... Itu awalnya cuma seperti begitu”
(“... at err, actually I graduated from the Academy of Tourism, ... the principal
assign me to teach, I luckily have friend teaching at LPKDES, I join them, and 1
like teaching, ... that’s the history”)

(T4, excerpt 5.14)

“... Err semenjak masuk sini, sudah hampir 20"

“... Semenjak saya mulai ditatar itu sudah disuruh saya langsung mengajar oleh

ibu [kepala sekolah]”

“... D2 yang saya penyetaraan ... Ya penyetaraan ...Sebagai tambahan bagi

saya. Ditambah itu. mengajar dikelas 1, err jam saya sekian, ditambah dengan

bahasa Inggris kelas 4 5 6 sekian jam, dibuatkan di SK saya pak, untuk bahan

kenaikan pangkat”

(“... Err since I teach here, for nearly 20 years”)

(“... after I did the training course, I was assigned to teach English (by the

principal)”)

(“...(I attended an) upgraded 2 years diploma program, ... Ya an upgraded

program ...(this is) as an additional subject for me to teach, an additional

(duty). (My main duty is) teaching at grade 1, err my teaching time has been

determined, (my duty is) added to teaching English at grades 4, 5, 6 for certain

hours, it was officially assigned to me, on paper, to improve my rank (later)”)
(T12, excerpt 5.14)

Years in the teaching service seemed to have convinced teachers of their
competence to teach English. A formal background in English language teaching,
which appears less relevant to several teachers, did not seem to make them to be
unconfident in teaching. Also, the teachers’ confidence in providing their service was

boosted by the encouragement that their principals gave them and the assumption of
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English teaching duties after some short Basic English teaching training. This result
could suggest that length of service was an important aspect that could reflect
teachers’ professional ability to manage classroom teaching and learning activities and
make use of English teaching and learning resources, in addition to their relevant

formal education background.

5.3.2 Components of curriculum reflected as significant in teachers’ resource use

The teachers took ELT curriculum into account in their selection and use of
English teaching and learning resources. Although no official local curriculum was
publicly available, teachers considered several components of curriculum when
preparing their teaching, according to their views. The indications were that teachers’
views about the ELT curriculum involved most components of curriculum, including
orientation and objectives of English language teaching (ELT), language skills and
content, teaching methods, teaching activities, teaching interaction, and timetable and
evaluation.

Particular emphasis was given to these components in teachers’ use of English
teaching and learning resources. The emphasis related to teachers’ attempts to achieve
the ELT objectives, as well as to attracting students’ interest to and motivating them in
the English language learning process. The ways in which the emphasis on curriculum
aspects was revealed is summarised in Table 5.3, and is particularly explained in

sections 5.3.2.1 t0 5.3.2.6.

Table 5.3; Summary of teachers’ views about curriculum practices reflected in the use of English
teaching and learning resources

e ELT objectives indicated included:
~ to make the students understand simple English
- to widen the students’ horizon, so that they were able to communicate
- to accommodate students with basic English for their advanced English

lessons in secondary school.

e Due to the unavailability of an ELT local curriculum, the objectives were
specified based on the guidelines attached to the textbooks.

e The objectives set were considered to meet local objectives of ELT and
situations, as well as the school objectives.

® The school’s objectives were identified competing to be best school which
would impose business profits. (Cont.)

Orientation and objectives
of ELT
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e Language aspects such as vocabulary, pronunciation, and sentence structures

é < were focused on in teaching, leading to improvement of students’ speaking
4 ;;3 skill.
38 » Daily, simple expressions about objects in the environment were introduced to
5 students to develop their speaking skill.
= S . e .
g o o Reading and writing were also introduced to the students.

® Listening skills were also introduced.

e Teaching was undertaken in various ways i.e. questions on Indonesian,

speaking, reading, and writing methods as well as using some similar speech for

4 pronunciation and vocabulary.
= e The teaching was based on communication practice and interaction, where the
g students repeat after the teachers, making various sentence types (i.e. positive,
=0 negative, and interrogative structures).
I:E e Total physical response and grammar translation method were recognised and
$ applied in the classroom.
& o Lectures were also used (i.e. explanation in both Indonesian and English.

¢ Reading aloud and exercises were also given.

e Methods used were considered to suit the students’ learning situation.
[

Teaching activities were managed through role-play (i.e. Grouping students to
practice), story telling (i.e. story about wedding culture), dialogues, reading
activities to practice vocabulary, and singing songs.

Teaching
activities

¢ Class was mainly organised into class-work (whole class) interaction

e Less formal classroom interaction was attempted.

¢ Individualised interaction was managed to control students’ assignments and to
give personal guidance.

= . . . . .
2 e Pair-work and group- work were occasionally organised because of difficulties
g controlling young students, also they did not understand how to work in groups
5 or pairs.

g ¢ Group-work might be organised at the initial stage of teaching to practice
_ED dialogue.

=

[23

S

-]

3

o Target achievement was evaluated weekly.

¢ Students were expected to improve ten vocabulary items per week.

o Evaluation was undertaken to identify the students’ vocabulary (i.e. students
write on piece of paper and memorize, or perform the vocabulary orally).

e Most of the teaching time was managed to review the students’ vocabulary,
practising sentence, correcting mistakes).

o Timetable (students learning situation in the morning and in the afternoon) was
taken into account to manage the class.

¢ Daily evaluation was undertaken in oral or written form, summative testing was
undertaken per a term; final test was conducted at end of school year.

¢ Individual or group of students were evaluated to enable remedial teaching.

¢ Monthly test results were usually forwarded to parents,

¢ Direct evaluation in the classroom.

Timetable and evaluation

® Students were evaluated through homework.

5.3.2.1 Teachers’ views on the significance of orientation and objectives of ELT
The orientation and objectives of ELT—the purpose of teaching related to

local situations and school objectives—were indicated in teachers’ views on choice

153



and use of teaching and learning resources. In this regard, materials related to cultures
were adjusted to the local situation. For example, names of places, names of persons
and other specific items mentioned in textbooks, which could be unfamiliar for
students in their environment, were modified in accordance with names suitable for
Minangkabau culture (see T2). This could indicate that teachers were well aware of

the importance of adjusting the materials to suit their students’ local situation.

“... Barangkali, belum jauh saya mengajar ini lagi pak, hanya untuk masalah
budaya, tentu disesuaikan dengan minangkabau, itulah pak.”
(“... maybe, I haven’t taupht that far, only for (teaching about) culture, of course,
(the materials) are adjusted to Minangkabau culture”)
(T2, excerpt 5.15)

Specifying objectives of ELT was also indicated in the teachers’ strategy
through the guidelines attached to the textbooks. Due to the draft ELT curriculum
published by the Regional Department of Education of West Sumatra province not yet
being publicly recognised, teachers referred to the guidelines provided in the
textbooks, and adjusted them to meet their teaching objectives.

The objectives were then indicated from two perspectives. First, the objectives
were directed to provide students with Basic English in order for them to be able to
learn English for their advanced education purposes (see T6 and T10). The teachers’
selection and use of resources could then facilitate students’ English language learning

so they could obtain a command of Basic English.

“... Err biasanya ya pak ya, dengar dengan dari sekolah, bahasa Inggris di SD itu
kan dasar diajarkan, di SMP tidak begitulah dasar ini diajarkan, jadi itu yang
mendorong sekolah ini, kalau bisa anak anak diajarkan dasarnya, di smp kan
langsung ke tenses sementara anak belum tahu mana yang subjek mana yang to
be,...”
(“... Err usually, hearing from the school, basic English is taught in the primary
schools, the basics are not taught in the secondary school (any more), so it
motivates this school, if possible the pupils are taught basic English, in secondary
school they are taught (advanced) ‘tenses’ while the pupils don’t know which the
subject is, which the ‘to be’ is, ...”)

(T6, excerpt 5.15)

“... Tujuannya ya, ya supaya anak SD yang itu ada modal dasar untuk di sekolah
lanjutan nantinya ...”
( “... the objective is to provide the primary school pupils with basic knowledge (of
English) for their advanced education in the future ...”)

(T10, excerpt 5.15)
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Second, the objectives for introducing English were directed to the schools’
business orientation. As indicated (see T9), teachers’ awareness of the school
objectives and orientation in introducing English were also identified. ELT programs
were regarded as an attempt to make their schools the best schools in town, so that the
student enrolment rate could be increased, which would improve profitability.
However, the objectives of providing students with Basic English competence were

still indicated.

“... Kalau dulu rasanya sasarannya, kalau dulu ya pak ya, pertama saya mengajar
disini, sepertinya sasarannya untuk menarik minat, err di SD itu ada bahasa
Inggris. Mungkin saja yayasan hanya sekedar mungkin yayasannya laris,
sekolahnya laris, sehingga di yayasan itu diadakan tambahan pelajaran bahasa
Inggris. Sehingga anak anak banyak yang masuk kesini. Tapi setelah sekarang ini,
sekarang ini saya libat, semakin ada, bahasa Inggris sekarang ini, karena banyak
kita lihat .... sehingga anak anak ini bisa mengerti, dilihat di tv itu itu, itu saja
sasarannya untuk masuk dimasa yang akan datang”
(“... I think the aim, firstly as I am teaching here, is to attract (students’) interests,
err with English in the primary schools. .... Maybe, in order to make the school
Sfoundation gain profits, the school also has advantage, that is why English lesson
is added (into the school program), so that many students would study here. But
now, now, it seems to me the children understand English, they understand TV
(English movies), that’s the aim (of English), as well as the aim for their future”)
(19, excerpt 5.15)

Overall, the teachers’ views about the orientation and objectives of ELT were
directed to the local situation. In this case, the teaching of English was regarded from
two perspectives: providing students with Basic English to enable them to continue
their education, and gaining a public reputation of being a better school. For these
purposes, teaching objectives were specified from the general ELT guidelines

provided in the textbooks, as the ELT curriculum was not publicly available.

5.3.2.2 Teachers’ views on the significance of language skills and content

In relation to language skills and content, the teachers’ use of resources
emphasised the need to develop students’ speaking skills. Speaking skills were
developed though the practice of simple or common expressions. The expressions
(dialogues) were related to environmental objects with which the students were
familiar. For example, students were introduced to discussion about objects around

them in the classroom (see T14 for example).
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“... Pengenalan lingkungan, misalnya, kalau anak kelas 1 kan misalnya benda
benda yang ada disekitar dulu ... Didekatnya kan, kok pensil kok buku misalnya
kan. Terus kelas 2 masih benda, kelas 3 itu mulai membuat kalimat.”
“... Tapi kelas 2 menjelang naik kelas 3 sudah mulai membuat kalimat itu.
misalnya saya membetulkan 2 buah pena ...”
(“... for example, in introduction to environment, to grade one students, objects
around them are used, ... it is presented to them, pencil, book, for example. Then
at grade two, it is still about objects, at grade three, it begins with sentence
compositions.”
“... but at grade two approaching grade 3, (they) have started to compose
sentences, for example, I repair two pens ... ) N

(T14, excerpt 5.16)

e

The emphasis on speaking skills was believed to develop students’ abilities in
other aspects of language, including reading and writing skills, improving
pronunciation, vocabulary items, and sentence structure. Speaking ability was used to
lead students to improve skills in written English as well as language accuracy. These
were aspects believed to benefit students’ advanced English language skills, as

required in the secondary schools (see T3 and T5).

“... Kalau prioritas di kelas 5 kini, di samping kosakata, juga pronunciationnya
pak, itu dasar bagi kita untuk kelas 6 nanti, kalau dikelas 5 ini sudah mantap
pronunciationnya, artinya nanti dengan berdialogue, memperbanyak reading, rr
di kelas 6 diharapkan anak itu berani hendaknya,”

(“... now at grade 5, along with the vocabulary, pronunciation is also
prioritised, it provides a basis for us for (teaching at) grade 6 later, if their
pronunciation is good at grade 5, it means that having dialogue practices and
more reading, rr at grade 6, they are expected to be more willing to take risks”)
(T3, excerpt 5.16)

“... Fokusnya err kalau yang 4, 5, 6 itu pada, ada errr kosakata, tapi saya
mengarahkan nanti kepada err penguasaan membuat kalimat, begitu.
(“... the focus err for grades 4, 5, 6 mainly on errr vocabulary, but I will lead

them to err skill, to make sentence.” )
(TS, excerpt 5.16)

Despite this, level of difficulty was indicated by speaking skill, and indicated
through the students’ grades. As indicated (see T2), for example, accuracy of
pronunciation was emphasised much more for higher-grade students (such as grade 4,
5, and 6) when they were encouraged to practice simple expressions. On the other

hand, the lower grades were only introduced to speech recognition.
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Writing was also indicated, although it was not the main priority. If writing
was introduced in the classroom, focus seemed to be on vocabulary items aimed at

introducing the students to word spellings.

* ...Nampaknya dari kelas 1 sampai kelas 3 dulu difokusken pada keterampilan,
umumnya pada keterampilan untuk berbicara pak ... Ya kalau misalnya
mengenai speaking di kelas 1, 2, 3 barangkali pak, ada kekurangan-kekurangan
yang pada anak itu ya ok lah tidak apa-apa, misalnya rrrr jam 1 2 kan, it good
day eh good morning, sir, ya kan yaa good morning, kadang kadang kelas 1
seperti kemarin mereka ke sini, goor morning sir, ya good morning, jadi nanti
dirubah sedikit, bukan good morning, rir good afternoon, 1r tiba di kelas yang
lebih tinggi, kelas 4, 5, 6 barangkali, kalau mereka salah, ya jawabnya langsung
saja rrr good afternoon, kalau salah terus rrr good afternoon, tapi sudah bapak
ajarkan kemarin, itu salah satu “
(“... it seems from grade 1 up to 3 the lessons are focused on skills, generally on
speaking skills, ... for example, maybe speaking at grades 1, 2, 3, the children
make some mistakes, that’s OK, it doesn’t matter, for example, rrrr at 1 or 2
o’clock, rrr (for example) “good day” eh “good morning, sir”, isn’t it “good
morning”. Sometimes at grade 1, like yesterday, they said: “good morning sir”,
ya “good morning”. So they are told, not (to say) “good morning”, rrr (but)
“good afternoon”. rr At upper grades, (such as) 4, 5, 6, perhaps if they make
mistakes, ya correction is directly given rr “good afternoon”. If they keep
making mistakes rrr (for such) “good afternoon”, (they are reminded) I've told
you yesterday, that’s one of the examples” )

(T2, excerpt 5.16)

5.3.2.3 Teachers’ views on the significance of teaching methods

The teachers’ views about teaching methods were identified as influencing
their attempts to motivate the students through the teaching and learning process. This
was indicated in the application of oral communication, as it could reflect interaction
in the classroom teaching and learning activities. This included question and answer
activities using both Indonesian and English, giving examples of speech patterns, and
giving drills, reading aloud, and providing discussions and dialogue activities in the
classroom. The teachers’ views about teaching methods, which indicated

communicative teaching, are exemplified in the following responses.

“... Misalnya TPR, total physical response, total physical response, langsung.
Kemudian ada er er er translation method, membanding bahasa indonesia
dengan bahasa Inggris. .. silent way, .... Err ya prakteknya langsung seperti TPR,
itu diantaranya, ... Kebanyakannya TPR dan translation method”

(“... for example TPR, The total physical response, Total physical response,
directly. Then there is er er er translation method, to identify (meaning in)
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Indonesian and English. .. the silent way, .... Err ya it was practiced like the TPR,
they are all, ... most of the methods used are TPR and translation method”)
(T5, excerpt 5.17)

“... total physical response, misalnya kan err kalau kelas 5 ada tu menganal dari
ujung rambut sampai ujung kaki kan, disuruh anak anak itu memegangnya sendiri,
umumnya yang seperti itu, kalau kelas 6 biasanya lanjutan di SMP”
(“... Total physical response, for example err at grade 5, I gave them an
introduction to things from hair to toes, the pupils were asked to touch those parts
of themselves, generally it was like that; at grade 6, usually the activities were
introduced (to those) which were relevant to their advanced study in junior high
school”)

(T7, excerpt 5.17)

“... Err ceramah masuk sedikit ya, ceramah, kadang kadang eksperimen juga ada

(“... Err lectures are given a little bit ya, lecture, sometimes there is also an
experiment...”)
(T8, excerpt 5.17)

Although the teachers might not label such oral communication-based teaching
methods, their attempts indicated that they related to communication practices in
which the communicative teaching interaction was usually applied. In carrying out
communicative teaching, interaction between the teachers and students as well as
among the students was indicated.

As the oral-based communication teaching methods were regarded as the
teachers’ communicative teaching, several teachers seemed to have recognised other
teaching methods well. Among the methods mentioned were eclectic method,
grammar translation method (that is, the use of mixed codes—English and
Indonesian), total physical response (that is, students demonstrate their oral language),
and the like (see T5 and T7). These methods seemed to be theoretically recognised.
The application of these methods would need further confirmation in classroom

teaching and learning contexts.

5.3.2.4 Teachers’ views on the significance of teaching activities

Role-play (game) activities, story-telling activities, and singing activities were
considered in the teachers’ views about teaching activities. These activities mainly
related to attempts to develop students’ vocabulary items, in order that they may be

able to perform English sentences appropriately. For example, in the role-play
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activities, teachers indicated attempts to develop students’ vocabulary items when
using resources. The activities were managed by placing students into two groups—A
and B—to practice dialogue. Each group played their roles in the dialogue (see T3 for

an example).

“...Kemudian dari dialogue, misalnya anak ini diberi dialogue singkat rrr
dikenalkan kata kata barunya nanti vocabularynya rrr disana anak juga
menghafal itu”
“ ... Kalau dialogue kan berpasang, mungkin dia seorang ... Sudah itu, saya
sebagai A mereka sebagai B ... mereka sebagai B saya sebagai A ...”
(“... then from the dialogue, for example the students are given a short dialogue
rrr (they are) introduced to new vocabulary, then the vocabulary rrr then they
are going to memorize (the vocabulary)”
“... if the dialogue is made in pairs, maybe they are alone, ... then, I will act as
the A, they are asthe B, ... they are asthe B, lamasthe A ...”)

(T3, excerpt 5.18)

Story-telling activities were also used especially to attract the students’
attention to learning. However, these activities primarily provided students with
practice in new vocabulary items. This incladed the practice of making sentences in
the past tense. These objectives were attained by managing topics that the students
knew very well, such as a wedding ceremony from their local culture, unforgettable

experiences and TV movie stories (see TS5 for examples).

“Err ceritanya saya karang sendiri err ada anak itu saya minta menceritakan apa
yang saya ceritakan. Misalnya saya menceritakan kegiatan saya atau mengenai
... yang telah berlalu. Tapi hanya satu kalimat. Misalnya I went to Minang
Plaza, jadi begitu satu kalimat. Jadi anak anak diminta mengulang per kalimat”
(“... Err the story, I created it by myself err also I asked some students to retell
the story I had told. For example, I told them about my activities, or about ... my
recent activities, but it was only in one sentence. For example “I went to Minang
Plaza”, so that’s only one sentence. Then the students were asked to repeat each
sentence.”)

(TS, excerpt 5.18)

“ ... Kadang kadang yang pakai nyanyi, kadang kadang seperti apa percakapan,
begitu atau pakai wacana, begitu. “
(“... sometimes songs are used, (things) like conversation too, that's it, or (they
are) given discourse, that’s it.”)

(T13, excerpt 5.18)

Occasionally, singing activities were used in teaching. Teachers indicated that
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singing activities were attempts to attract the students’ attention. The activities were
also intended to foster pronunciation accuracy, as well as improve English vocabulary

items (see T13 for example).

5.3.2.5 Teachers’ views on the significance of teaching interaction

The aspect of teaching interaction was regarded by teachers as an attempt to
avoid monotonous situations in classroom teaching and learning activities. This aspect
was indicated through control of and encouragement to the students to practice spoken
English. The teachers managed the use of English teaching and learning resources by
organising class-work interaction, group-work interaction, pair-work interaction, and
informal interaction.

In the class-work (whole class) interaction, teachers addressed instructions to
the whole class. The instructions, mostly from the teacher to the students, steered the
students to perform desired classroom activities leading to a certain achievement of
the learning outcomes that the teachers initially established. Such attempts reflected
the teachers’ control of the direction of classroom teaching and learning activities (see

TS and T6, excerpt 5.19).

“... Err begini. Disini saya mengajarkan mengenai, cara mengajarnya klasikal,
begitu, keseluruhan. Jadi anak, murid itu duduk dua-dua, begitu. Jadi saya rasa,
bangku dua-dua itu cukup untuk gerak mereka, karena saya dalam hal
pengarahan, misalnya mengenai bagian bagian tubuh. Nanti mereka langsung
praktek, jadi tidak tidak menggangu teman, begitu. Bisalah, ... Bangkunya, bisa
kalau untuk kelompok. Tapi pernah saya coba untuk berkelompok, tapi saya
tidak bisa mengontrol kelas, karena terlalu ribut, jadi tidak bisa kelompok,
klasikal saja lagi. ...”

(“... Err I see. Here I teach about, the way I teach is conventional, that’s it, all
together (are involved). So they sit in pairs, that's it. 1 feel, the seating
arrangement is OK for their movements, because, in terms of teaching, for
example, it’s about the parts of the human body. Then I asked them to practice,
so (their seat arrangement) should not disturb their friends, that’s it. It’s OK, ...
Their seats, can be used for groups. I tried to organise them into groups, but I
wasn’t able to control the class, because of the noise, so I could not group them,
I just used the conventional way. ...”)

(TS, excerpt 5.19)

The teachers also indicated that they managed the class-work interaction in an

informal manner (see T2 for an example). The way in which teachers managed the
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classroom was intended to avoid a situation that might discourage students from
classroom participation. Under these circumstances, the classroom environment was
made as relaxed as possible, so that students’ participation in the teaching and
learning process could be optimised. Additionally, informal interaction activities were

indicated, as they could assist the students to enjoy their learning activities as well.

“... Good morning students, like that, isn’t it, rrr (they) dijawabnya pula
begitu, kadang-kadang ganti-ganti masing-masing siswa itu, atau per kelompok
dibagi kelas, kelompok A dan kelompok B, bagitu Satu lagi bisa juga kegiatan
awal itu antara murid dengan murid”
“... Kadang-kadang kurang formal, kadang kadang kita harus meng .. anak,
mana yang bersembunyi sembunyi it mesti diperbaiki rrr Kadang-kadang kita
dibelakang dipengangnya punggung kita, anak kelas 1”
(“... Good morning students, (they are greeted) like that, isn’t it, rrr (they) also
answer like that, sometimes I give practices that every student is given turns, or
they are grouped, for example group A and group B. This can also be given at
the pre-teaching stage, practiced among the pupils”)
(“... sometimes I make less formal interaction, sometimes I have to make
informal, for example, some play hiding, they must be instructed rrr sometimes
when I turn my back, I am touched, (this happens with) the grade 1 students”)
(T2, excerpt 5.19)

Teachers’ views about class-work interaction activities particularly related to
some difficulties encountered when organising group-work activities, for example,
group discussion. As young learners were still inexperienced with group discussion,
whole-class interaction was the main classroom management choice of teachers (see
T6 and T11 for examples). In spite of that, group-work and pair-work interactions
were occasionally used, especially for drama or dialogue activities. In this
circumstance, the students practiced greetings with their friends who were sitting next
to them. However, the practice remained under the teachers’ prime control, indicating
that whole-class interaction (class-work) was the predominant mode of classroom

interaction.

“... Soalnya kalau, kalau menurut saya, kelompok itu, kadang kadang pernah
dicoba pak, kelompoknya karena dia tidak pakai buku kan, digrup-grupkan anak
in, banyak berbicara dari mereka pa, tidak ada belajar ... Ribut jadinya, err
mendingan mereka secara itu saja, ...”

(“... because, in my opinion, grouping class had been tried, but, because they
had no books, when they were grouped, they just talked (to their friends), they
were not learning (in the group) ... they were noisy, err it’s better to work as a
whole class, ..."”")
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(T6, excerpt 5.19)

“... rr diskusi itu pak, ya sampai kini belum terlaksana, karena anak-anak
belum mengerti betul tentang diskusi bahasa Inggris ...”
(“... rrthe discussion, ya it hasn't been done, because the pupils don’t yet
understand how to discuss(things) in English ...”)

(T11, excerpt 5.19)

Pair-work interaction was also identified in the ways the teachers managed
classroom activities. The pair-work interaction occurred due to the students’
classroom desks being fixed in place. In this circumstance, pair-work activities such
as dialogue or question-and-answer activities were performed or practiced between
students sitting next to each other. Students could not freely select their pairs to

practice their English, as students’ seats could not be moved.

5.3.2.6 Teachers’ views on the significance of timetable and evaluation

The aspects of timetable and evaluation were indicated in relation to the
students’ learning situation and attainment of priority objectives. In this instance, the
teachers’ use of the English teaching and learning resources was indicated in the
timing of teaching, which might impact upon students’ psychological condition or
learning mood. For example, students were considered to be energetic in the morning,
but they would be tired in the afternoon when English was taught (see T4 and T7 for
examples). This suggested that the teachers’ use of the teaching and learning materials

or resources included consideration of when the teaching was undertaken.

“... kalau pagi, semangat mereka itu masih tinggi itu, ... jadi kalau sudah sore
itu sudah berkurang itu, ... berkurang itu, mungkin ada gangguan dari
lingkungannya, atau apa.. lama menunggu sampai sore itu ... banyak faktor yang
lain itu, mereka itn bosan, nampak disitu bosannya”
(“... in the morning, they were in high spirits, ... in the afternoon they were
quieter, more subdued, ... maybe because of disturbances from their
environment, or what.. a long wait until afternoon ... there were many external
Jactors, they got bored, it seems (to me) they got bored”)

(T4, excerpt 5.20)

“... Harian, ya harian, ujian sumatif, sudah itu kalau nilai apanya kan, nilai
rapor, harian itu dengan sumatif, ... Seperti tadi umpamanya kan, seperti tadi itu
bisa secara oral kan begitu, ada juga yang textbook ...”

“... Ya tentu saja ya, kalau anak anak ini jam istirahat, mereka berlari lari,
setelah itu pulang, pada saat masuk itu, masuklah, sudah jam barapa ini, err
harus di ... pula dulu supaya dia masuk kan, sudah itu berkipas-kipas mereka kan
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[laugh], itulah anak SD ini ... Ya harus ditenangkan dulu kira kira 5 menit,
bermain main pula kita dulu, baru asuk kepada pelajaran berikutnya ...”

(“... evaluation is conducted on a daily basis, ya daily, then summative testing.
For their final report, their daily and summative evaluation are combined, ...
For example, as 1 did, they are evaluated based on their oral performance daily.
The testing items were taken from the textbook ...”)

(“... of course, at the break time, these children are playing, running
everywhere, after that, when they come into the classroom (for their lesson),
what time it is, err they have to be calmed down first before starting the lesson,
they feel very hot [laugh], that’s the children ... they must be cooled down for
about five minutes, they are playing (in the classroom too), after that the lesson

can be started ...”)
(T7, excerpt 5.20)

The timetable was also devised to aid measurement of level of students’
attainment in vocabulary. This was indicated when the teachers evaluated the number
of vocabulary items that the students should acquire per week and the number of
vocabulary items that should be achieved in a certain period of time. If students were
given 10 new vocabulary items per week, in one term they should attain about 120

new vocabulary items (see T6 and T10).

““... Setiap masuk itu ada latihan, kemudian itu nanti ada juga ulangannya, setiap
habis 1 topik, diadakan ulangan, ... Err kadang kadang 3, kadang 4 ...”

(“... they are given exercises on every session, then there are also given
evaluations, after finishing one topic, ... err sometimes they are evaluated after

3, sometimes 4 topics...”)
(T6, excerpt 5.20)

“... Ya dari latihan, terus yang disuruh kedepan itu, biasanya pertama mereka
salah, untuk seterusnya bisa mereka merubahnya. Soalnya pa ya, kalau my itu
dibacanya /me/. Err untuk pertama pasti, sudah berapa kali diulang, itu juda ada,
itu juga ada. Nanti, setelah itu kalau masih salah diulang kembali, begitu. Jadi
mereka sudah ada perubahannya dari situ. ...”

(“... Ya based on their exercises, they are asked to come forward, usually they
make mistakes, later they (after exercises) make some progress. (it is because of
English not their native language). For example, (use of) “my” is pronounced
/me/. Err they must make mistake for the first time, then after some exercises,
mistakes still occur, then, when the mistakes are still found, the exercises are
repeated. Slowly afterward, they make progress ...")

(T10, excerpt 5.20)

To attain the objectives, exercises or examinations derived from the resources
or materials that the teachers selected seemed to be periodically undertaken. These

were especially conducted after a topic was completed (a topic taught usually lasting
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about 3 to 4 sessions). Afterward, some evaluations were administered.

In undertaking the evaluation, the students were directly (orally) evaluated.
Such direct evaluations were conducted mainly by observing the students, asking
them to come to the front of the classroom to perform their English orally (for
example, their English vocabulary). This method of evaluation was considered
practical because it allowed teachers to correct students’ mistakes directly. Also,
teachers could obtain immediate information regarding students’ progress, so that

immediate teaching remedies could be planned.

5.3.3 Teaching experiences reflected as significant in teachers’ resource use

The teachers’ views about their teaching experiences were reflected in their
familiarity with and knowledge of their students, the social-environmental aspects and
personal professional values, as well as the ELT curriculum, when selecting and using
English teaching and learning resources to teach their young learners. In Table 5.4,
how the teachers considered their students, social-environmental aspects and personal
professional values, as well as the ELT curriculum, is summarised. Particulars of the

teachers’ views about their experiences are explained in sections 5.3.3.1 to 5.3.3.4.

Table 5.4: Summary of teachers’ views about their teaching experiences reflected in the use of English
teaching and learning resources

Student aspects ® The teaching and the materials used were considered to suit the students’
conditions, as the students were individually recognised well (e.g. their
background, daily life, social conditions, ability, and level or grade).

Social- e Materials and topics used were believed to relate to the contexts of teaching,

environmental including the students’ environment.

aspects o Indonesian was mostly used as a medium of instruction, as it was suited to
the students’ environment.

Personal aspects » Length of service was identified as a factor that convinced the teachers of

their teaching authority.

¢ Educational background of teaching English may be ignored if teachers have
teaching experience of more than 2 years, and they were assigned to teach
the subject by the principals.

e Confidence in teaching ability, including knowledge and ability to prepare
teaching program, improved due to the length of service.

Curriculum aspects | e General guide (syllabus-like) available in textbook was mainly referred to
and adjusted to suit the school/local objectives.

¢ Knowledge of materials/topics taught, despite following the order of
materials organised in the textbook.

e The teaching materials were varied.
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e Teaching steps were managed, and certain language skills were focused on.

¢ General curriculum objectives were referred to develop specific teaching

(Continued) objectives.

e Teaching activities such as question and answer (elicitation technique),
guided practice, e.g. drill, group/pair learning, and discussion, as well as
checking attendance, reviewing and re-practising last lesson, and explaining
new lesson were recognised very well.

® Teaching steps (i.e. introduction or greetings, telling about materials/ topics,
managing question-answer session and class discussion) including
explanation, drill to practice, and students individual practice were used in
the teaching.

5.3.3.1 Experience reflected in teachers’ knowledge of their students

The teachers’ experience of their students was reflected in their awareness of
the students’ needs and characteristics. The awareness was indicated by the teachers’
knowledge of and familiarity with the students they taught. The intention was to make
the English teaching and learning resources suit the students. Knowledge of and
familiarity with students were considered significant, particularly to select and adapt
teaching materials according to students’ ability, so that the classroom teaching and
learning activities would motivate the students and attract their interest.

The teachers’ experiences of their students mainly related to the students’
individual backgrounds, their grades, and their daily life (see T2, T3 and T7 for
examples). In this circumstance, the teachers identified the students’ differences to
determine whether the materials or resources used were suitable for them. Identifying
students’ individual backgrounds, the teachers indicated that they were well aware of
their students’ different abilities in the classroom. The teachers knew at what level the
students were, and could adjust resources and materials used in teaching. As
exemplified by T3, the teachers knew their students’ basic ability in vocabulary when
using a certain textbook, prior to undertaking any remedial teaching. The example
also suggests that the teachers were aware of exercises needed to improve the
students’ English abilities. Students would not be given materials which would go
beyond their ability.

“... Kemungkinan bagi anak-anak cepat ditangkap (dipahami) ... Cepat
ditangkap, tinggal nanti pengayaan dari guru lagi, ini kan tidak monoton, sebab

itu kan nanti dari rrr apa ini, bagian pertama, lalu yang ini tinggal pengayaan
guru nantinya ...”
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(“... then the pupil can quickly understand (the lesson) ... they understand it
quickly, then later, remedial teaching is provided, this is not considered to be
monotonous, because it is rrr what’s that, in the first part of teaching (they are
introduced), then later remedial teaching is provided for them ...")

(T3, excerpt 5.21)

The students’ different grades were also a consideration when using teaching
materials or resources. The teachers distinguished different resources for different
emphasis for different grades. For example, different resources would be used for
different language focus or skills such as vocabulary, pronunciation, sentence

structures, and the like, as exemplified in T2.

““... rrr strategi dalam hal ini, 1 2 3 tentu dibedakan juga antara 4 5 6 *
(“... rrr in this circumstance, the strategies for teaching grades 1, 2, and 3, are,
of course, distinguished, also for students of (grades) 4, 5,6 “)

(T2, excerpt 5.21)

Recognizing the students’ environment was also considered a significant factor
in managing the resources. For example, awareness of students’ different
environments or social life background meant that element of students’ daily life (see
T7) could be used to help motivate and attract the students to the English classroom

teaching and learning activities.

“... Lebih mengacu kepada kehidupan sehari hari ini lagi, bagaimana, kalau
kami kan di daerah belakang tempat tinggal ini pak umumnya anak anak SD
disini kan disini tinggalnya, mereka itu kalan, bagaimana kalau sehari hari, yang
menarik dalam bermain mereka bisa menggunakan bahasa Inggris, pernah saya
dengar, ...”

(“... the teaching materials used refer to daily activities, as we live in this area.
The majority of students also live in this area, ..., then their learning materials
are related to how their daily activities are, it is interesting for them. I heard
them using English when they played ...”)

(T7, excerpt 5.21)

5.3.3.2 Experience reflected in teachers’ knowledge of social-environmental
aspects
The teachers’ experiences in the social environment were considered in their
use of teaching materials, selected from those that were easily found and recognised

by the students in their socio-cultural environment. This included items found at home
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and at school (see T3 for example). The teachers’ consideration of this aspect
indicated their attempts to motivate students’ English language learning in classroom

activities.

“... Rrr kalau yang sering digunakan, seperti bentuk bukunya pak, ini, ini hal-hal
yang sering kami ajarkan ini, rrr artinya yang sering dijumpai oleh anak-anak,
disesuaikan juga, ada kecocokan. Hanya saja yang seharusnya disini, misalnya,
benda-benda yang ada di rumah itu harusnya di kelas 4, rrr ini kan?”
“... Melihat materinya, kalau tadi itu kan secara umum, jadi yang dua itu yang
saya kejar dulu, nanti kalau mengenai activities itu, baru masuk nanti ke latar
belakang sosial budaya anak-anak itu, ...”
(“... rrr I often used, such as textbooks, these, these are things I often taught, rrr
I mean things that students often encountered, the materials are adjusted, they
are matched. Only what I should do here, for example, things in the house
should be given to grade 4, rrr like this, isn’t it?”
“... Looking at the materials, it was intended for an introduction. Those things
that 1 prioritised regarding the activities. Then I related the activities to the
pupils’ socio-cultural background, ...")

(T3, excerpt 5.24)

5.3.3.3 Experience reflected in teachers’ personal values

Teachers’ experiences that related to their personal values were reflected
through their educational background and length of service. In this regard, teachers
identified that their educational background and length of service gave them the
authority to provide English instruction. The teachers were assured of their decision
on choice and use of teaching materials and classroom management.

Length of service also seemed to be a predominant aspect reflecting their
teaching experiences. This was indicated in the phenomenon that several teachers had
an educational background in teaching English which was not considered relevant;
they were assigned and authorised to teach English by their principals because of their
length of service, having had several years experience in teaching primary school

students (see also Table 3.6 in Chapter 3).

“... Kalau tahun pertama saya mengajar disini, karena dulu saya baru mengajar
dan masuk kelas juga baru itu, jadi saya, waktu pertama dulu ada juga begini.
Err menghadapi murid. Tapi saya sudah mempersiapkan materi dengan mantap,
kebetulan saya persiapkan di rumah err bisa saya menguasai kelas, yang
merasakan saya waktu itu pronunciation anak itu err apa itu, tidak sesuai
dengan apa yang saya ucapkan. Itu tadi contohnya tadi. Itu lucu bagi saya,
begitn.”
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(“... in my first year of teaching here, because I was still new, and it was the
first time to come into the classroom, I felt nervous to encounter the pupils. But
then I prepare my teaching materials accordingly, I prepare it at home err I can
control the class, when I identified that the students could (not) pronounce
(words) properly, I gave them pronunciation practices, because their English
pronunciation was not as appropriate as I pronounced. That’s the example. It is
funny to me, isn’t it.”’)

(TS5, excerpt 5.23)

“... Kalau yang dulu itu err saya agak kaku mengajarnya, oleh karena baru kan,

kalau sekarang sudah santai, sudah bisa mengonggok-onggokkan apa itu,

membagi bagi waktu ...”

(“... I felt frozen in my first time of teaching, because I was new. Now I can do it

easily. I can organise the teaching materials, (and) manage the time as well ... ")
(T6, excerpt 5.23)

“... Ya karena pertama itu karena materi itu tidak tahu, tentu kita harus pelajari
materinya ini untuk kelas berapa, dan sedangkan kurikulum yang ada dibuku
saja, kurikulum yang ada pada kita, yang datang dari dinas tidak ada itu,
kurikulum dari buku saja. Pertama kita tidak tahu, tentu harus kita pelajari dulu,
ulang ulang, diulang, err ini untuk kelas 4 kelas 5 kelas 6, dikelompok
kelompokkan. Kalau sekarang ini karena sudah sering, jadi tidak perlu sering
betul diulang, barangkali yang tertentu saja kita buat ... Ya, sampai dimana
yang cocoknya untuk anak ini err apa ini cocok dipahami anak atau tidak, jadi
kita seleksi itu ...”
(“... Yes, at first, I had no ideas the materials to teach. Of course, the materials
must be studied, and (for example) for what grade they are, while the curriculum
to refer, which is sent by the authority, it’s not available. So I just referred to the
outline in the textbooks. Firstly, I don’t know what to do, then after I studied,
reviewed and reviewed,... err For students of grade 4, grade 5, and grade 6, I
tried to organise the materials. Now, because I often reviewed, I know (what to
teach). It’s not necessarily reviewed many times, maybe I still have to review
certain materials ... Ya, for example, which suit the students err which they can
(not) understand, so the materials are selected ...”)

(T8, excerpt 5.23)

The teachers also felt that their ability improved due to their years in the
teaching service. This was indicated by their comparing their teaching experience in
the first year of service with that of later years. As exemplified (see TS, T6, and T8),
their ability to control classroom teaching and learning activities as well as to manage
and make use of the curriculum improved. This gave the teachers confidence in their

ability to manage the teaching materials and to suit them to their students and the

curriculum.

5.3.3.4 Experience reflected in teachers’ knowledge of ELT curriculum

The teachers’ experience with the ELT curriculum was particularly indicated

by their knowledge of objectives and familiarity with the ELT materials and the topics
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they taught, as well as the steps of teaching. These aspects of curricula were
particularly acknowledged as attracting the students’ interest to classroom teaching
and learning activities. For example, teachers made some improvements on the
teaching materials every year, which were based on the materials outlined in the
curriculum. This was done to motivate students in their English language learning (see

T1 and T5).

“... ada .. ada perubahan sebab tidak mungkin mengajar yang dulu tidak sama
dengan sekarang ...”
(“... I make .. I make some changes, because it is impossible for me to use the

same teaching methods used last time in today’s teaching ...”)
(T1, excerpt 5.22)

“... Ya saya rasa sekarang semakin bisa, saya lebih bisa memvariasikan dari
pada tahun pertama dulu, begitu. ...”
(“... yes I feel, I become familiar with my teaching, I can vary (the teaching
methods), if I compared with my methods in the last time ...”)

(T5, excerpt 5.22)

The steps or methods of teaching were also recognised as having been
developed through the teachers’ experiences. The teachers knew techniques or
methods that would interest the students in the teaching and learning activities they
managed (see T7 and T11). Their experience of using the teaching techniques or

methods related to their experience of the curricula component as well.

“... Kemudian kalau dalam penerapannya, saya biasanya berdasarkan
pengalaman saja yang lebih tertarik, begitu. Kalau faktor pertama yang diambil
dalam mengajarkan ini kan kurikulum, kemudian bagaimana cara kita
mengpakannya lagi, begitu ...”
(“... then in its implementation, I usually do it based on my interesting
experience. The first aspect I consider in teaching is the curriculum, then I will
take into account how to manage the classroom activities, that’s it ...”)

(T7, excerpt 5.22)

“... Pengalaman dalam mengajar itu Pak ... Ya metode mengajar, karena saya
bukan dari pendidikan, biasanya saya mengadakan les, karena mengajar
bertambah pengalaman mengajar ...”
(“... it is my teaching experience ... Ya teaching methods, because I am not from
the teaching (education) background, but I used to teach in a private course.
Because of my teaching experience, my teaching ability improves ...”)

(T11, excerpt 5.22)
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5.4 Conclusion

This chapter presents the results of interview data analysis. The results relate
to research question 1 of this study. The teachers’ views were obtained from a sub-set
group of participants (14 teachers) through interview sessions. The results could
enrich as well as confirm the results obtained from the questionnaire analysis, as
presented in Chapter 4.

In this study, the teachers’ views about using English teaching resources
indicated their awareness of aspects of socio-culture, curriculum, and their teaching
experiences. This was reflected in the teachers’ consideration of a number of aspects,
and was seen to have a major influence on the introduction of English as an elective
subject and as a foreign language for primary school students. The influence of these
aspects was acknowledged by suiting students’ interests and motivation to facilitate
the students’ English language learning.

The teachers’ views about the types of resources used in their teaching were
also confirmed. Textbooks sold in markets were widely indicated as the major
teaching and learning resources. The textbooks were the teachers’ major choice as
well, among others categorised as printed materials. Poster pictures, real objects and a
radio-cassette player, classified as audio-visual materials, were also indicated. These
types of resources were especially used in teaching pronunciation and vocabulary.
Miscellaneous personal items and clippings, categorised as materials and artefacts,
were also included as teachers’ popular choices. Songs and interactive games were
identified as becoming the major teaching resources in the category of work on arts
and culture, as these resources were significant for teaching pronunciation and
vocabulary as well as for motivating the students in their learning activities.

As mentioned above, there were a number of aspects of socio-culture,
curriculum and teachers’ teaching experience that influenced the teachers’ decisions
on the use of resources. These aspects were summarised in Tables 5.2, 5.3, and 5.4,
and further explained in sections 5.3.1, 5.3.2, and 5.3.3. Through consideration of
these aspects, the teachers were assured that the ways they managed the classroom

could effectively facilitate the students’ English language learning.
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CHAPTER 6
RESULTS OF THE OBSERVATION DATA ANALYSIS

6.1 Introduction

This chapter presents the results of the observation data analysis. It includes
identification of teachers’ actions in their use of resources, and students’ responses in
classroom teaching and learning activities. The teachers’ actions and the students’
responses relate to research questions 2 and 3 in this study, which may reflect the
effectiveness of the teachers’ strategies in their use of English teaching and learning
resources to facilitate students’ English language learning.

The results of observation data analyses were obtained by using both the
adapted Flanders Interaction Analysis Category (FIAC) and paper-based classroom
observation field notes (see section 6.2). The results of the adapted FIAC indicated
patterns and trends in the ways in which teachers managed English teaching and
learning resources. It also indicated the ways in which students behaved in response to
classroom activities. These were illustrated through frequencies and percentages of
the focused classroom events.

In particular, the results of field note data analysis indicated particulars of how
the teachers managed the English teaching and learning resources and how the
students responded to the classroom activities (see section 6.3). These results could

provide richer information about the focused questions of this study.

6.2 Results of the adapted FIAC

A number of interactional features, as categorised under the adapted FIAC,
were identified to indicate patterns and trends of how English teaching and learning
resources were managed to facilitate students’ English language learning. It also
included how students responded to classroom teaching and learning activities. The
patterns and trends were indicated in the frequency and percentage of the occurrence
of the interactional features. In Table 6.1, these frequencies and percentages are

presented.
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As mentioned in section 3.9.3 (Chapter 3), there were ten criteria used to

identify the interactional features. The criteria were grouped into teacher talk, student

talk, and silence or confused period. The criterion of teacher talk was related to

teachers’ indirect and direct influences. The teachers’ indirect influences were

categorised by four criteria:

1)

2)

3)

4)

Teacher accepting what the students felt and thought regarding
responses/talk by clarifying or recalling in the context of using English
teaching and learning resources (Accepts feelings);

Teacher allowing student behaviours or actions, using some verbal or
non-verbal expressions in relation to their responses to teacher’s use of
the English teaching and learning resources (Praises/encourages);
Teacher building or developing students’ thoughts as a response to the
teacher’s use of English teaching and learning resources by using some
verbal/non-verbal expressions, for example: yes, OK, hm, all right,
agree, etc. (Accepts/uses students’ ideas);

Teacher using yes/no question or wh-questions or intonation
(questions) to elicit students’ answers/responses about the contents or
procedures of the subject being learned in the context of using the

English teaching and learning resources (Asks questions).

The teachers’ direct influences were categorised by three criteria:

5)

6)

7

Teacher delivering information or contents of the subject by
using/showing English teaching and learning resources (Lectures);
Teacher giving commands or instructions or orders indicating what
students had to do with the English teaching and learning resources
being used, in the context of the students’ English language learning,
e.g. repeating after the teacher, doing an exercise, writing/copying an
exercise, etc. (Gives directions);

Teacher changing, controlling or driving students’ behaviours or
responses, by drilling practices, correcting mistakes, calming down or

walking around the room, in the context of using English teaching and
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learning resources in classroom teaching and learning activities

(Ceriticises/justifies authority).

The categories included in student talk had two criteria:

8) Students responding to the teacher, or to other classroom members with
verbal/non-verbal expressions in relation to the use of English teaching
and learning resources (Student answer);

9) Students initiating talk such as asking questions or giving comments in
relation to teacher talk, in the context of using the English teaching and
learning resources (Student initiation).

Finally, the category of silence or confused period, coded as 10, was explained
as some period of pause or silence or confusion when there was no talk/responding
activities in the use of the resources in the classroom context. This included times
when the class was noisy due to other activities, or the students were doing an
exercise/copying/note-taking and the teacher was sitting or copying the materials onto

the board).

As indicated in Table 6.1, criteria 6 of the interactional features was identified
to be predominant as an indicator of the teachers’ methods of managing their use of
English teaching and learning resources. This related to the teachers’ direct influences
in the classroom interaction. In this regard, 19% of teacher talk referred to directions
or instructions, where the teacher gave commands or instructions about what students
had to do with the English teaching and learning resources. This included asking the
students to repeat (i.e. drill practice), to do exercises, or to write or copy exercises.
Although the feature could be different for every teacher, giving instructions or
directions was indicated as the major interactional feature in this study. Therefore, this
could convey the sense that how teachers demonstrated their management of English
teaching and learning resources could relate to their views, as identified from the

questionnaire and interview sessions.
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Table 6.1  Results (frequency and percentage) of the adapted Flanders Interaction Analysis Categories
identifying the teachers’ use of the teaching resources and the students’ responses in the classroom interaction
Flanders Teacher Talk Student Talk Silence/
Categories Teacher’s Indirect Influence Teacher’s Direct Influence Confused Total
1 2 3 4 5 6 7 8 9 10 Freq.| (%) | Minutes
%.\ f | % f % f % f ) f % f % f % f % f % f % f | %

T1 8 9 1 1 0 0 | 13114 ] 8 9 9 110 | 13114191 20] O 0 | 22 | 24 | 93 | 100 50
T2 0 0 0 0 0 0 4 5 5 6 | 13115 ) 21 |25 ] 24129 15] 181 2 2 | 84 | 100 43
T3 9 4 | 161 6 {201 8 [ 32113 ] 8 3 164126 )| 37]15] 611241 2 1 0 0 |2491 100 80
T4 0 0 0 0 1 1 1 1 [ 2425|124 ] 25| 5 5 18 | 19 | 4 4 | 201 21| 97 {100 41
T5 0 0 1 24112261 13|28 ] 13| 6 3 |1 34116) 301} 14| 38118 | 14| 7 8 4 | 208 | 100 56
T6 0 0 1 1 4 3 1251211 4 3 | 161 14 | 18 [ 15 | 27 | 23 1 1 | 21 ] 18 | 117 100 62
T7 14 1 7 2 1 6 3 121101 1 0 | 531251221 10] 451 21} 21 ] 10 | 27 | 13 |212] 100 83
T8 10] 6 {10] 6 | 13| 8 | 18] 11} 3 2 | 25116 ) 25116 | 40 ] 25| 121 8 2 1 {1581 100 69
T9 4 2 1 1 |1 22 ) 13]20 ] 12§ O 0 | 37 1 22]35]21]3]|]21] 6 4 7 4 | 167 | 100 54
T10 0 0 0 0 0 0 6 5 6 5 132127109 8 | 20 | 17 1 i | 44} 37 |118]100 76
T11 0 0 0 0 | 20} 13132120 ] 23| 14116] 10| 19 ] 12 | 36 | 23 1 1 12 | 8 1159] 100 54
T12 0 0 8 5 13 | 8 8 5 1221131381 23| 18|11 }132[19]13)] 8 | 16| 10 | 168 100 70
T13 0 0 0 0 1 1 1201181 9 8 | 1817118 |17 121119 | 2 2 | 20 ] 18 | 109 100 56
T14 8 7 0 0 1 1 17 1 16 | 3 3 122121 7 6 | 21| 19 1 1 | 291 27 | 109 100 66
Sum 44 | 351 46 | 33 ] 103 | 71 | 231]165] 82 | 95 | 401 | 265] 250 ) 189 | 4371 298| 76 | 63 | 193 | 186 | 1863} 1400

Average 3 2 3 2 7 5 17 1 12 ] 6 7 120{19] 18|14 ] 31|21} 5 5 14 | 13 | 133 | 100

Notes: f=Frequency % = Percentage Average = The sum divided into the number of subjects Parts. = Participants/teachers

T1, T2, T3, ... Tn = Codes of participants/teachers
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The teachers’ direct influence in the use of the resources in the classroom
teaching and learning activities was also indicated by criteria 5. In this regard, 14% of
classroom interactional features referred to teachers’ criticizing/justifying authority.
This means that the teachers’ direct influence in managing the use of English teaching
and learning resources included criticism or authority justification. On the other hand,
lecturing, which was coded as 7, was regarded as the least direct influence, only
occurring in 7% of the teacher talk.

Using questions (category 4) was also indicated as significant in terms of
teachers’ indirect influences. Compared with other features, asking questions occupied
12% of the teacher talk; for instance, teachers were indicated as using various
questions to manage the English teaching and learning resources in the classroom.

Other features such as criteria 3, 2, and 1 were also indicated, but their
occurrences seemed very low in this context. These categories included teachers’
acceptance or uses of students’ ideas, praise or encouragement of students, and/or
acceptance of their feelings. This suggests that teachers rarely demonstrated
acceptance or use of students’ ideas, and praise or encouragement of students in the
classroom interaction was infrequent.

In relation to students’ responses, answering questions (criteria 8) was
identified as the predominant interactional feature of student talk. This was indicated
in the percentage for this criterion, which reach 28% of the overall interactional
features in the classroom interaction. This could depict management of classroom
activities in which students only gave answers or responses to teacher talk.

Students’ initiations (category 9) gave a sense that the students might initiate
asking questions or giving comments. However, its occurrence seemed relatively low,
as the teachers tended to dominate most of the classroom talk or may not have
encouraged the students’ participation. The percentage of this criterion describing the
teachers’ acceptance or uses of students’ ideas, praise or encouragement of students,
and/or acceptance of students’ feelings, which seemed to be relatively low as well.

Silence or a confused period, as categorised in 10, was also regarded as
significant, as its occurrence was identified during 13% of the observation sessions.

This situation indicated when there was no single response from the students, because
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the teachers’ instructions may have confused them. This situation might also arise
when teachers allowed no talk in the classroom or they just sat while watching and
letting the students do exercises or copy materials from the board, after instructing
them to do so.

To conclude, the results of the adapted FIAC revealed how patterns of teacher
talk and student talk in the classroom reflected the processes teachers used to manage
resources, which included the ways in which students responded in the context of the
classroom teaching and learning activities. In this study, giving directions or
instructions, criticizing/justifying authority, and asking questions were indicated to be
the major interactional features of the teachers’ teaching. These criteria reflected the
teachers’ direct and indirect influences when making use of resources to manage the
classroom activities.

On the other hand, students’ answers were indicated as the major feature of
their talk. This kind of response occurred due to the teachers’ instructions or
directions, crificizing/justifying authority, asking questions, and lecturing. The
students rarely initiated the interactions, which were believed to be an indicator of
whether the teaching strategy, undertaken effectively, facilitated the students’ English

language learning to achieve the desired learning outcomes.

6.3 Results of the observational field note data analysis

How the teachers managed the English teaching and learning resources and the
way students gave responses in classroom teaching and learning activities were also
analysed from the field notes data, recorded during classroom observation sessions.
The field notes elaborated particulars when describing the focus of the study. They
could also compensate for possible weaknesses arising from use of the results of the
adapted FIAC analysis to identify how the focused events took place in the
classrooms.

The use of the field note data analysis enhanced the picture of classroom
activities, including types of resources chosen by teachers, the ways they organised
classroom activities, topic lessons given to the class, and other general issues related

to classroom activities. This was also considered as an attempt to verify information

176



initially obtained through the adapted FIAC, as validity and reliability issues were of
concern (see section 3.10). As explained in section 3.9.3.3, brief information recorded
in the field notes as well as the brief notes in the margin of the adapted FIAC format
were combined when reviewing the video recordings of the classroom observation
sessions. Overall, the results then helped provide richer information about the
teachers’ actions and students’ responses in the classroom interaction. Results
regarding the teachers’ actions are described in section 6.3.1, and results explaining

the students’ responses can be found in section 6.3.3.

6.3.1 Teachers’ actions

The results of the field notes data analysis indicated how instructions or
directions, criticism/authority justification, questions, and lectures occurred, as the
primary phenomena occurring when the teachers managed the English teaching and
learning resources. This also included teachers’ praise or encouragement of students,
despite its only occasional occurrence. In Table 6.2, a summary of the teachers’
actions in managing the classroom is presented. The resources used, classroom
organisation, language aspects and focus skills, and topics to teach in the context of
the study were also indicated. Further details of how teachers gave instructions or
directions, criticised/justified authority, asked questions, and lectured, as well as the
ways the teachers praised or encouraged the students, are explained in sections 6.3.1.1

to 6.3.1.5. A summary of each is provided in Tables 6.3 to 6.7.
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Table 6.2:

The teachers’ actions to manage English teaching and learning resources
in the observed classroom teaching and learning activities

Topics Resources Teachers’ actions (see FIAC) |Class organisastion Language aspects/skills to focus Part.
. Tb]SglRo]Pic] 1 1 2] 3]14{5]6]|7]|CwiGw|Pw| Iw]|Voc]Spl]|Str| Pr| Tr|Lst|Spk|Rdg|Wrt
At my uncle’s garden X X| x| x|x| x]x X T1
Some short expressions X x| x X X X T2
My school & song x| x X x| x| x]|x| x X x| x| x x|{x]| T3
My Bonnie X X| x X X X T4
There is/are & that/those X X X X X X X T5
Public places X X x| x X x| x| x T6
Homework X X X x| x X | x X T7
Colours X | x| x X | x x| x| x X | x x| x X T8
My school X X | x X X X X | x X T9
Exercise/your favourite X x| x X X x| x T10
Clothes X x| x X X | x X X T11
Things in the room/house | x x| x X x| x| x X | x X | X T12
Months of the year X X X X X |x |x X T13
Numbers X X | x X X X | x| x T14
Notes:

Tb Textbooks Cw :  Class-work Voc : Vocabulary Lst :  Listening

Sg Songs Gw :  Group-work Spl : Spelling Spk :  Speaking

Ro : Real objects Pw :  Pair-work Str Structure Rdg: Reading

Pic :  Pictures Iw :  Individualised work Pr Pronunciation Wrt :  Writing

Part.: Participant Tr Translation

T1, T2, T3, ... Tn = Codes of participants/teachers
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6.3.1.1 Teachers’ instructions or directions

As summarised in Table 6.2, the ways the teachers made use of resources (i.e.
textbooks, radio-cassette player, songs, real objects, personal items, cards, and
pictures) were indicated when giving instructions or directions to students. Giving
instructions or directions could be described as the teachers’ major method, as these
were indicated most in the classroom teaching and learning contexts. This could be
exemplified when the teachers asked the students to translate English texts from a
textbook into Indonesian language; asked them to listen to and follow songs from the
radio-cassette player, told the students how to do their exercises and activities, and
asked the students to speak. Overall, the teachers’ instructions or directions are
summarised in Table 6.3. Excerpts in which the teachers’ instructions or directions
occurred in the classroom interaction are particularly exemplified appear in sections
6.3.2.1, 6323, 6.3.2.4, 63.2.5, 6.3.2.7, 6.3.2.8, 6.3.2.9, 6.3.2.10, 6.3.2.12, 6.3.2.13,
and 6.3.2.14.

Table 6.3: Summary of the ways in which teachers gave instructions or directions in classroom
activities

Excerpts
Instructions/directions examples sample from
teacher
Asked the students to translate a text into Indonesian T1
Asked the students to listen to songs from the radio-cassette player while T3

reading along with the text of the song; asked the students to follow the song;

asked the students to follow (repeat) after the teacher gave models; asked the

students to practice singing a song in front of the class.

Gave direction to the students on what to do with learning activities (for T4

example, asking the students to repeat and to do exercises) regarding a song

titled ‘My Bonnie’; asked the students to describe certain vocabulary and the
ronunciation as well as to translate English vocabularies into Indonesian.

Gave instructions to the students to speak about the real objects related to the T5
topic (‘there is/are’ and ‘that/this is’) after giving some examples.
Controlled the students’ behaviours through drills for practice, correcting T7

mistakes, and walking around the room; asked the students to identify colours

of handkerchiefs (cotton fabric square) shown to them at the front of the

classroom.

Asked the students to guess colours, and corrected the students’ responses by T8

asking them to repeat after explaining about the use of the resources, i.e. real

objects, asked them to repeat after her as well as practiced the examples
rovided in the textbook.

Asked the students to read in order to develop their reading skills; gave them T9
ractices on vocabulary, pronunciation, and translation.
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Asked the students to do the exercise in the textbook and to follow or repeat T10

models she gave (direction/instruction); asked the class to do an exercise from

the textbook; asked some students to practice the dialogue in front of the class
_in pairs (in order to practice pronunciation and meaning (translation)).

Asked the students to pronounce words after she gave models of pronunciation T 12

(poster picture about ‘things in the house’); asked the students to do an

exercise from the textbook.

Asked some students to write some sentences on the blackboard, and then T13
invited others to discuss about the sentences.
Addressed instructions to the students (class) to write their exercises on the T 14

blackboard before discussing them with the class (some questions also seemed
to relate to vocabulary practices).

As indicated, the teachers’ instructions or directions in the use of resources
were particularly intended to develop the students’ reading skills, as well as
vocabulary, pronunciation, and translation abilities. Asking the students to translate
texts, the teachers introduced them to new vocabulary items which could lead to
development of their translation skill. Asking the students to listen to the teachers then
follow the models provided to them and repeat loudly could also suggest practice of
reading and development of pronunciation accuracy. Also, asking the students to
guess and identify what they were shown could indicate an attempt to develop their

vocabulary items.

6.3.1.2 Teachers’ criticism/authority justification

Although not the major teacher interaction in the classroom context,
expressing criticism or justifying their authority could be a significant indicator
reflecting teachers’ strategies in managing English teaching and learning resources. In
this regard, the criticism or authority justification was related to corrections that the
teachers suggested concerning students’ mistakes. The corrections particularly
occurred in the context of exercise drills and commands asking students to repeat after
the teacher gave examples. Overall, how the teachers criticised or justified authority
when using the resources is summarised in Table 6.4. The teachers’ criticism or
authority justification could particularly be found in the classroom excerpts illustrated
in sections 6.3.2.1, 6.3.2.2, 6.3.2.3, 6.3.2.6, 6.3.2.8, and 6.3.2.12. In the excerpts of the
classroom interaction, the teachers’ criticism or authority justification could be

indicated.
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Table 6.4: Summary of the ways in which teachers criticised, or justified their authority in classroom

activities
Excerpts
Criticism/authority justification examples sample
from
teacher
Asked questions to the students while pointing to them and came closer to express T1

language that reflected control of the students behaviours; immediately corrected
the students’ mistakes in translation.

Controlled the students’ practices by asking them to repeat, and giving them T2
directions in the classroom interaction in some oral practices of short expressions
(i.e. dialogues); asked the students to repeat (i.e. drill for practices); interrupted and
told the students how to pronounce English accurately as well as corrected the
students’ expressions.

Corrected the students’ mistakes (correct or justified authority) by drilling the T3
students in practices; directly corrected the students’ mistakes and wrote the correct
sentences on the blackboard before discussing with the class and asking the class to
repeat the corrections.

Corrected the students’ mistakes, repeated the teacher’s models to ensure To6
pronunciation accuracy in addition to vocabulary development and sentence
structure mastery.

Corrected the students’ responses by asking them to repeat after the teacher’s T8
examples.
Described and pointed to some real objects in the classroom and objects in the T12

house picture, and then asked the students to describe them after the teacher
modelled pronunciation.

The essence of the criticism or authority justification could be viewed as
relating to the teachers’ control over the young students’ learning behaviours.
Students were directed to do this and that by pointing to them and to the object or
example, and asking some of them (in groups) to describe, answer, or explain. This

process was used due to the young students’ lack of learning experience.

6.3.1.3 Teachers’ questions

Asking questions was also significantly indicated as a method that teachers
employed to manage the English teaching and learning resources of textbooks, a
radio-cassette player, songs, real objects, personal items, cards, and pictures to
facilitate students’ English language learning in the classroom. The questions were
used for obtaining information about students’ progress (achievement) so that the
teachers could proceed to the next learning topics for the students, or provide remedial

teaching. For instance, the students were asked about vocabulary items and the

181



meaning of words or sentences related to the topics being discussed. For this purpose,
the questions were addressed to the students to ensure their development of
vocabulary items and other aspects of language such as spelling, pronunciation and
sentence structure. How the questions were addressed is summarised in Table 6.5. In
the classroom interaction, excerpts in which the teachers’ questions were illustrated
may particularly be found in sections 6.3.2.1, 6.3.2.3, 6.3.2.6, 6.3.2.8, 6.3.2.9,
6.3.2.11,6.3.2.13, and 6.3.2.14.

Table 6.5: Summary of the ways in which teachers asked questions in classroom activities

Excerpts
Asking questions examples sample
from
teacher

Asked the students a number of questions to control their behaviour or attention T1
in learning about ‘at my uncle’s garden’; based on a textbook (teacher’s
handbook).
Asked the students about a song they listened to in relation to the vocabulary and T3
meaning before asking them to do other activities.
Practiced some short question-answer dialogues in pairs, and asked the class T6

about comments that other students presented and practiced in front of the class;
asked the students if they understood the topics being learned.

Asked the students some questions for evaluation and confirmation purposes, i.e. T8
asked the students about the meaning of colours (translation) and to make an
English sentence using colours before correcting their performances.

Asked the students (class) about the meaning of several words and sentences in T9
the textbook before correcting their answers.
Asked the students about the meaning of words, and used the students’ answers T11

to make other questions and tasks for the class. Asked questions for the class to
answer before giving detailed explanation about the topic (clothes).

Asked students some questions and corrected the students’ answers as well. T13
Asked the students questions dealing with numbers related to vocabulary T14
_practice.

Several purposes were indicated by the teachers’ questions in the classroom
interaction. First, the questions were asked in order to attract the students’ interest to
the topics being introduced, particularly at the pre-teaching stage. Then, the questions
were asked to control and focus the students’ attention. The teachers repeated
questions many times or drilled the students with questions during the classroom

process. This was done to re-direct the students’ focus of attention to the lesson.
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6.3.1.4 Teachers’ lectures

Lecturing seemed to be occasionally carried out by the teachers in the context
of using the English teaching and learning resources. The lectures were mainly
indicated in the teachers’ explanations about activities related to the topics being
learned. For example, the teachers illustrated topics quoted from the textbooks,
explained about songs to be sung, or explained about tasks that the students had to
accomplish. A summary of the teachers’ lectures when using the resources is given in
Table 6.6. Further details and excerpts of the classroom interaction in which teachers’
lectures occurred can particularly be found in sections 6.3.2.1, 6.3.2.3, 6.3.2.4, and
6.3.2.10.

Table 6.6: Summary of the ways in which teachers gave lectures or explanations in classroom activities

Excerpts
Giving lectures/explanations examples sample
from
teacher
Explained about the meaning, gave illustration leading to the meaning that the T1
students need to guess. '
Asked the students to listen to the teacher’s explanation about the song including T3
the focus on vocabulary and the meaning before asking them to sing along and to
repeat after the teacher.
Explained about the song to the class. T4
Gave lectures along with directions or instructions, questions and justifying T10
authority toward the exercises in the textbook. Explanations about some students’
work (sentences) written on the blackboard were also addressed to the class to
discuss.

Giving explanations or lectures could be beneficial for the students especially
to obtain understanding of instructions and tasks, as well as to get some preliminary
knowledge about tasks to do. The explanation was given to clarify tasks or activities.
However, such lectures or explanation might lead to limitation of students’ learning
activities, as they were required to experience and to practice the target language. In
this circumstance, most of the time was spent in listening to the teachers’ explanation.
The students would need sufficient time to learn by playing. This suggests that the

teachers’ lectures or explanation should be limited.

183



6.3.1.5 Teachers’ praise or encouragement

Praising or encouraging students in classroom teaching and learning activities
seemed to be occasionally carried out as a part of the teachers’ management and use
of English teaching and learning resources. The praise and encouragement of students
particularly occurred in relation to the teachers’ directions or instructions,
criticism/authority justification, and questions. For example, teachers praised the
students after they performed tasks according to the teacher’s instructions or
directions and questions. In this circumstance, the teachers encouraged the students to
give their answers, or to give immediate responses to their instructions. In Table 6.7,
how the teachers praised or encouraged the students is summarised. How the praise or

encouragement was given can particularly be indicated in sections 6.3.2.3 and 6.3.2.5.

Table 6.7: Summary of the ways in which teachers praised or encouraged the students in classroom
activities

Excerpts
Praising/encouraging examples sample from
teacher
Praised or encouraged of students’ answers/responses when the students 3

performed tasks to remember about text, but these were followed with
instructions and questions to the students as well as asking the students to
repeat and giving corrections as related to justifying/showing authority.
Encouraged the students to answer; the teacher did not directly correct the 5
students’ responses, but she tended to accept them, and then proceeded to the
next expressions to encourage and practice.

6.3.2 Observation of classroom interaction

As identified, giving instructions or directions, criticism/authority justification,
questions, and lectures, as well as praise of or encouragement to students were
indicated as ways in which teachers managed English teaching and learning resources.
The teachers’ actions occurred in the context of using the resources of textbooks, a
radio-cassette player, songs, real objects, personal items, cards, and pictures; the
organisation of the classroom (that is, into class-work, group-work, pair-work, and
individualised work); the focus on certain language aspects and skills to attain the
objectives of teaching; and particular topics of teaching. In the contexts of the
teachers’ actions, students’ responses also occurred to indicate the effectiveness of the

teachers’ teaching strategies. The following sections elaborate the way in which each
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participant (teacher) managed the teaching activities in which English teaching and
learning resources were used to facilitate students’ English language leaning. The
students’ responses could also be identified in the classroom activities.

To exemplify classroom interaction, excerpts from the classroom interaction
observation related to the focused aspects are quoted. The transcription notation is as
follows:

[ 1: explanation of teachers’ actions or classroom situation identified as the teachers
are teaching,

( ): translated speech of the teacher’s talk (italicised and in brackets),

silence, pause, or other non-verbal expressions, abandoned irrelevant/

unnecessary information in the focused categories,

Tn : The nth teacher/participant as coded,

Ss : Students of respective teacher/participant,

S : Asingle student of respective teacher/participant.

6.3.2.1 Observation of participant 1 (T1)

In the focused classroom observation session dated 1 October 2001 of a Grade
6, asking questions (category 4) and justifying authority (category 7) were identified
as the main ways in which the participant (teacher 1/T1) managed the use of a
textbook (teacher’s handbook) as the resource in the classroom interaction. In this
regard, the teacher asked the students a number of questions and controlled their
behaviour while they learned about ‘at my uncle’s garden’.

In asking the questions, the teacher tried to attract the students’ interest to
types of fruit prior to introducing the topic. The teacher also tried to control and focus
the students’ attention by repeating the questions. In the following excerpts, the

teacher’s attempts to attract and invite the students’ attention are exemplified.

T1: 1 ask you [pointing at some students], do you like fruit? do you like fruit?
Ss: Ya

T1: Do you like it?

Ss: Yes

T1: What kind of fruit do you like? What kind of food? Oh I mean fruit, fruit,
Ss: ...[no response, look confused]

T1: What kind of fruit? I like apple, what about you?
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In terms of the authority justification, this phenomenon happened when the
participant/teacher asked questions to the students while pointing and coming closer to
them in order to control their behaviour. In this regard, corrections to the students’

translation were also made if some mistake occurred. For example:

T1: Do you like apple?

Ss: Yes

T1: Ya, ... What about you, what kind of fruit do you like? [while pointing and
coming closer to the students]

Ss: Apple

T1: Ya what about you? [while pointing and coming closer to the students]

Ss: [look confused]

T1: Melon? Ya, where does farmer, do know farmer, where does the farmer
plant the fruit? Where does the farmer plant the fruit? [while writing the
question in the blackboard]

Ss:

In addition, giving direction (category 6) and lecturing (category 5) were also
indicated in using the resource. In giving the direction, T1 gave some instructions to
the students to translate a text into Indonesian in groups. Also, accepting the students’
responses could indicate encouragement to the students for giving their answers or
responses in the classroom interaction. Then, using lecturing, T1 explained about the
meaning and gave an illustration leading to the meaning that the students needed to
guess.

The students’ responses were identified in relation to T1’s questions and
authority justification. The silence or confusion also appeared in this context.
Students’ initiations have not occurred.

In managing the resource, the class was organised into class-work and group-
work activities. In the class-work activities, the interactions as well as the instructions
were addressed to classroom members as a whole. In the group-work activities, the
students were asked to discuss tasks in groups of 4 to 5 students. Also, some students
were asked to represent their group to read the translated text of their tasks in front of
the class. A summary of the context of the classroom teaching and learning process is

presented in Table 6.8.
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Table 6.8: Summary of observation of participant 1

Classroom organisation: Class-work and group-work

Translating a text about ‘at my uncle’s garden’:

o T1 asked the students to mention the meaning of the topic; asked the students some
questions to clarify their understanding.

» T1 copied/wrote the text from the textbook on the blackboard.

o T1 gave the students direction to form groups to translate the text into Indonesian
language.

o After finishing the group activities (translation), T1 asked a student to represent his/her
group to read the translation aloud in front of the class.

¢ T1 discussed and compared the translation among other groups, and made some
comments on it (including asking questions and giving directions).

e T1 corrected some mistakes whenever found.

o T1 guided the class by reading the translation together (the class read aloud after T1).

Resource: Textbook (teacher’s
handbook)

In sum, asking questions, justifying authority, giving direction, and lecturing
were identified in the teacher’s strategy (T1) to manage and make use of the textbook
as their primary teaching resource in classroom interaction. Texts in the textbook were
copied onto the blackboard and question-and-answer activities, corrections reflecting
the authority justification, and asking students to repeat after the teacher were
undertaken to discuss meanings in the topic being taught to the class as a whole and to
groups. In their response, students’ answers occurred while students’ initiations were

not specifically evident.

6.3.2.2 Observation of participant 2 (T2)

Participant 2 (teacher 2/T2) was identified as employing authority justification
in making use of the textbook as the English teaching and learning resource during the
focused classroom observation sessions dated 19 September 2001 of a Grade 6.
Justifying authority (category 7) was indicated as his predominant method when
teaching some short expressions such as greetings, which was undertaken by
controlling the students’ practice, asking them to repeat, and giving them directions in
the classroom interaction. Also, giving direction (category 6) was identified, although
this category was not highly represented. T2’s resource (textbook) management
included both categories 6 and 7 as the major direct influence in the classroom

interaction. The following excerpts exemplify the classroom interaction.
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T2: Excuse me, come on [Instructing the students to

Ss: Excuse me repeat]

T2: Excuse me [Drill/correcting]
Ss: Excuse me

T2: Surely

Ss: Surely

T2: Excuse me [Correcting]

Ss: Excuse me

T2: Misalnya kamu keluar, excuse me sir [Giving explanation]
Ss: Excuse me sir

T2: Friend, Excuse me friend [Giving example, asking students
Ss: Excuse me friend to repeat]

T2: Jawabnya surely surely [Explanation]

Ss:  Surely [chorus]
T2: [Writes more sentences of the expression on the board]

In this instance, the teacher introduced some short expressions (dialogue) for
the students’ oral practice. He wrote the short dialogue on the blackboard and asked
the students to repeat after him (practice drill). Then every student was given a turn to
perform the expression. One of each pair was asked to make questions (pair-work
practice). While the dialogue practice was underway, the teacher interrupted the
students and told them how to express it accurately as well as corrected the students’

expressions (i.e. pronunciation). For example:

S1: Excuse me

S2: Surely

T2: Surely [correcting]
S2: Surely

S1: What day is today?

S2: Today is Monday

S1: Thank you

T2: Thank you [correcting]
S1: Thank you

S2: You are welcome

After all students had had a turn, they were asked to do an exercise from the
textbook into their exercise book. These activities continued until the end of the
classroom session when the teacher collected the students’ exercise books.

Based on the example, how T2 made use of the resource in the classroom was
identified through giving directions, justifying authority, and lecturing according to
the categories, which indicated T2’s direct influence of the classroom interaction. In

this circumstance, the teacher did not rely much on the textbook, although he
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mentioned a number of resources such as posters for teaching numbers and spelling
and radio-cassette playing to practice pronunciation in the interview sessions, but he
created materials himself based on his knowledge. Students’ responses were also
accounted through their answers to T2. The students’ initiations were occasionally
indicated through their attempts to ask T2 questions and to practice the expressions
with their partners.

In the classroom interaction, the class was organised into class-work and
group-work activities. The class-work activities involved interaction with the
members of the whole class while the group-work activities were demonstrated in the
group task activities. The textbook was used when the teacher asked the students to do

the exercise.

Table 6.9: Summary of observation of participant 2

Classroom organisation: Class-work and pair-work

Short expression (how to ask question):
* T2 wrote the short expression (dialogue) on the board, e.g.
A: Excuse me
B: Surely
A: What day is today?
B: Today is Friday
A: Thank you
B: You are welcome
o T2 gave drills of the short expression; asked the students to repeat.
¢ T2 gave the students turns at practising the expression orally (dialogue) in pairs (a student
was asked to ask a question of any another student).
e T2 cormrected the students’ expression (pronunciation) when necessary.
¢ T2 asked the students to do an exercise from the textbook on page 3.
» T2 answered some students’ questions (while they were doing the exercise).

Resource: Textbook

In short, justifying authority and giving instruction were identified as the ways
in which the participant (T2) conducted the classroom interaction in using the printed
textbook. In this instance, asking students to repeat and giving direction indicated
T2’s major direct influence in the classroom teaching and learning activities that
occurred in both class-work and pair-work activities. Students’ answers were

identified as responses to the teacher’s use of the resource.
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6.3.2.3 Observation of participant 3 (T3)

In the use of the resources to facilitate students’ English language learning,
participant 3 (teacher 3/T3) was identified as giving instructions or directions to a
group of grade 5 students. Also, correcting the students’ mistakes (correcting or
justifying authority) by drilling the students in practices was often indicated. These
situations reflected that T3 had some direct influence on the classroom talk. Students’
responses also seemed significant especially in answering T2’s instructions or
directions in the classroom activities to develop some language skills. The following
excerpts exemplify the teacher talk in managing the resources based on the focused
observation sessions undertaken on 24 August 2001 and 28 September 2001 of a
Grade 5 in the topics ‘my school’ and a song by the group West Life: ‘I have a

dream’.

(a) Instructions or directions
Session on 24 August 2001, Grade 5

T3: Now one by one I will ask you for reading. Semuanya buka buku, open your book

Ss: [open their textbook]

T3: OK, please listen carefully, dengar baik-baik, OK, one two, three [instructs a
student to perform her reading of a text about ‘my school’ in front of the class]

S: my school ... [perform what she remembered about the reading text in front of the
class]

Session on 28 September 2001, Grade 5
T3: Coba kita baca dulu, one two three [teacher asked the students to read the text of
the song together, then he corrected]
Ss: Ihave a dream
T3: Err1have a dream, lagi
Ss: Ihave adream
T3: Yang have ini apa artinya

(b) Correction of the students’ mistakes (correcting or justifying authority)
Session on 24 August 2001, Grade 5

14

My school [a student performed what was remembered from the text in front of
the class]

OK

This is my school

OK

It is on Jalan Gajah Mada [name of street]

OK

1 like to study here. My friend and my teachers are very friendly.

Hm

There are many place in my school, such

: Places, there are many places, karena ia jamak. OK, go on

There are many places, there are many places in my school, such as ...

pHegrdeded
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T3: OK sekarang kita ulang bersama-sama, open your book, one two three

Ss: My school. This is my school. It is on Jalan Gajah Mada. I like to study here. My
friends and my teachers are very friendly. There are many places in my school

T3: There are many places in my school

Ss:  Such as mosque, canteen, library, classroom, and so on. These places

T3: These places are very pleasant, coba

Ss: These places are very pleasant.

T3: There are many books in the library, for example

Ss: There are many book in the library, for example ...[the students continue to
describe the examples]

Session on 28 September 2001, Grade 5
T3: I have a dream

Ss: Ihave a dream
T3: Yang have ini apa artinya? Apa artinya
Ss: Mempunyai
T3: Err mempunyai. Jadi kalau I have?
. Ss: Saya mempunyai
T3: Saya mempunyai, a sebuah, dream?
S:  Mimpi

(c) Questions
Session on 24 August 2001, Grade 5

T3: OK, true or false? [ After a student wrote a sentence on the board]
Ss: True

T3: Study

Ss: Study

T3: Orang yang belajar?

Ss: ... [silent]

T3: Student

Session on 28 September 2001, Grade 5
T3: Apakah kamu suka nyanyi? Apa bahasa Inggrisnya? [asking students to guess the
translation ‘do you like song?’]
Ss: [some raise their hand]
T3: Kamu ingat kalau musik apa bahasa Inggrisnya?
Ss: [silent]
T3: Music, OK, apakah kamu suka musik?
S: Do you like music? [a student tried to answer]
T3: Do you like music? Kalau nyanyi apa?
S: Do you like sing [a student tried to answer]
T3: Yang lain? .
S: Do you like song? [a student tried to answer]
T3: Do you like song?
T3: Apa artinya, song apa song? Apa arti song?
Ss: Nyanyi
T3: Nyanyi [while writing the students answer on the board]

In these sessions, praise or encouragement of the students’ answers was also
indicated among features of T3’s interaction. This appeared when the students

performed tasks from the remembered reading of the text. Giving instructions to the

191



students, justifying/showing authority by asking the students to repeat and correcting,
and asking questions for various purposes were also indicated among features of T3’s
interaction. Students’ answers were indicated in relation to T3 talk. Students’
initiations were not reflected despite the teachers’ praise or encouragement of the
students’ answers.

As also noted in the use of the textbook, T3 asked students to read and
memorize text from the textbook. Then, he directly corrected the students’ mistakes
and wrote the correct sentences on the blackboard. T3 also discussed the lessons with
the class. In the discussion, T3 also asked the students some questions and to repeat
their replies after he gave corrections.

In the use of song, T3 asked the students to listen to the radio-cassette player
while he was reading from a text he distributed. Then, he explained about the song
including the vocabulary and the meaning. Afterward, T3 asked the students to follow
the song. T3 also modelled how to sing the song and asked the students to repeat after
him. Then, T3 asked students to practice singing the song in front of the class. All
these activities occurred in class-work where T3’s instructions, corrections, and
questions were addressed to the class members as a whole. Further notes of the

classroom interaction activities were captured and summarised in Table 6.10.

Table 6.10: Summary of observation to Participant 3

Classroom organisation: Class-work

‘My school’, included some skill components such as pronunciation, writing, reading, and

translation:

¢ T3 asked the students to read and memorize the text about ‘my school’.

¢ T3 corrected the students’ mistakes in translating sentences from the text when the
students wrote the sentences on the board.

» T3 discussed the sentences (ask questions, explain), and asked the students to repeat after
the teacher.

The study of the song ‘I have a dream’ included some aspects of listening skill,

pronunciation, vocabulary, and meaning (translation):

¢ T3 asked the students to read and listen to the song from the radio-cassette player while he
wrote the song on the board.

¢ T3 explained about the song and asked the students about the meaning of some vocabulary
items.

o T3 asked the students to imitate the rhythm of the song and corrected the students’
pronunciation.

¢ T3 modelled the song and asked the students to repeat after him.

o T3 asked some students to sing the song in front of the class.

Resource: Texthook and song
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In short, asking questions, giving instructions/direction, giving explanation,
and praising/encouraging the students were identified as T3’s attempts to make use of
the resources in the classroom teaching and learning process. In this regard, class-
work activities were organised to involve the whole class to respond as well as to
answer to T3. Use of both textbook and song was identified in the teaching as
developing skill components such as listening, reading, writing, pronunciation,

vocabulary, and translation, as stated in the interview sessions.

6.3.2.4 Observation of participant 4 (T4)

In the focused observation session dated 13 August 2001 of a Grade 4,
participant 4 (teacher 4/T4) explained (lectured) about a song titled ‘My Bonnie’ and
gave directions to the students to do some activities (for example, asking the students
to repeat, and to do exercises). In this context, the teaching and learning activities
were undertaken through dictation, writing, pronunciation, and vocabulary activities.

The way in which the teacher managed the classroom reflected his direct
influence in the classroom talk. This indicated a sense of the predominant way that the
participant made use of the resource in the classroom teaching and learning activities.
The following excerpts exemplify how the explanation (lectures) and instructions
were enacted to facilitate the students’ English language learning using song as the

teaching and learning resource.

(a) Lectures
T4: Misalnya kita punya anjing ya, namanya si Bonnie ya. [Explaining about the song]
Ss: [look, some students make noises]
T4: SiBonnie ini, ini si Bonnie ini, si Bonnie ini
Ss: [some students make noise, some students pay attention]
T4: Kita lihat, sebuah, sebuah err
T4: Jadi si Bonnie ini dia tinggal disebuah [Tries to explain the meaning
Ss: [noises, the students do not pay serious attention; some of the song]
students copy the text from the board]

(b) Instructions

T4: Nah bersama-sama, bersama-sama ya [asks the students
to repeat after the teacher all together]. My Bonnie is
over the ocean

Ss: My Bonnie is over the ocean [students repeat after the
teacher]
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T4: My Bonnie is over the sea
Ss: My Bonnie is over the sea

As noted in the excerpts, T4 gave lectures and instructions about the song. The
students responded inattentively when T4 gave the lectures. However, the students
repeated after T4 according to T4’s instruction.

As also noted, T4’s use of the resources was mostly organised into class-work
activities. In this context, T4 gave lectures and directions to the class as a whole. For
example, T4 explained the song, then dictated the song for the students to copy, gave
some models by singing the song, and asked the students to repeat after him. T4 also
asked the students to describe certain vocabulary and pronunciation as well as the
translation of the vocabulary into Indonesian. The students responded to T4’s
instruction, but they were inattentive or making noises when T4 gave his explanation
(lecture) about the song. In Table 6.11, T4’s use of the song in classroom teaching and

leaning activities is summarised.

Table 6.11: Summary of observation of participant 4

Classroom organisation: Class-work

Songs ‘My Bonnie’ and ‘Are you sleeping’, in relation to dictation, writing, pronunciation,

and vocabulary:

» T4 told about the songs to be learnt based on the students’ requests, then dictated and wrote
the song on the board.

¢ T4 modelled the songs and asked students to repeat after him.

¢ T4 explained about the song and translated.

¢ T4 told about the vocabulary and meaning of the song, asked students’ questions using
multiple-choice.

Resource: Song

In sum, giving lectures/information and directions on what the students should
do in class-work activities was identified when using/teaching a song as the teaching
and learning resource. In this context, T4 remained in control of the classroom
activities by dictating the text of the songs to the students, writing the text on the
board, asking the students to repeat to ensure correct pronunciation, and introducing
the vocabulary. The students responded (answered) to T4 according to his

instructions, but they were inattentive, especially when T4 gave his explanations.
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6.3.2.5 Observation of participant 5 (TS)

Participant 5 (teacher 5/T5) was identified as giving instructions to the
students in the use of real objects and textbooks as her teaching resources in the
focused classroom observation sessions dated 20 September 2001 of a Grade 4.
During these sessions, the use of poster pictures, ceramics, and songs for teaching
some skill areas such as vocabulary and sentence structure development, as indicated
in the interview sessions, were not identified. In this context of using the textbook, the
topic being taught was ‘there is/are’ and ‘that/this is’. The participant gave the
students instructions to identify the real objects related to the topic after she showed
and named them. The participant also gave the students directions for doing the
exercises provided in the textbooks. An example of the interaction is highlighted in
the following excerpts, reflecting the participant’s instruction in the use of the

resources.

T5: OK, window ini kamu tulis, berapa window semua? [Asks students to describe
Ss:  One two three four five six seven eight nine ten [counting objects in the classroom]
and pointing at the windows], ten buk, nine buk [mention
number of windows]
T5: Ada sembilan jendela, coba ada sembilan jendela
Ss: There are nine windows
T5: Coba kalau door, apa bahasa Inggrisnya, apa yang kamu
gunakan, there is atau there are?
Ss: There are a door
T5: Berapa jumlah door? Satu. Apa yang digunakan?
Ss:  There are two doors
T5: Coba sekarang meja, apa yang digunakan
Ss: There is a table.

In this regard, TS asked the students to describe/count the number of windows
and doors in the classroom. Then these numbers were used to introduce the topic of
‘there is/are and ‘this/that is’. In addition to giving instructions, accepting/using the
students’ answers and praising/encouraging the students’ answers could be indicated
in the classroom interaction. T5 did not correct the students’ responses, but she tended
to accept them and then proceeded to the next expressions to practice. The students’

responses were indicated through their answers.
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As also identified, T5 organised the class into class-work and pair-work
activities. In this example, in the class-work activities, T5 reviewed the lesson, and
asked the students answer to respond to TS5’s explanation about the subject being
learned. TS instructed the students to name or describe the objects she held and
pointed to, to practice the function of ‘there is/are’ and ‘that/this is’. The students’
responses were also identified. In the pair-work activities, TS5 asked some students to
perform a dialogue practising the use of ‘there is/are’ and ‘that/this is’ in front of the
class in pairs. Table 6.12 summarises T5's use of the real objects and textbooks in the

classroom interaction.

Table 6.12: Summary of observation of participant 5

Classroom organisation: Class-work and pair-work
@ The use of ‘there is/are’ and ‘that/this is’:
3’,_:, g o TS5 called some students (in pairs) to practice/perform dialogue in front of the class.
S S e T5 reviewed the lesson about vocabulary; asked questions to invite the students’
El g responses.
Moo ¢ T5 explained some examples of the use of ‘this’ and ‘that’.
8 é 2| T5 asked the students to mention objects she was holding or pointing to using “there
§ 22 is/are” and “that/this is” and asked the students to write sentences of their own.
$ = % | » T5 asked the students to repeat after her.
&5 2 |, T5 asked students to copy.

In sum, giving instructions or directions on what the students should do was
employed as T5’s main method when using real objects and textbooks in classroom
interactions. In this regard, the students were asked to name objects, write sentences,
copy, and repeat after her. Also, T5 accepted students’ ideas and praised/encouraged
further responses in the classroom activities which were organised into class-work and
pair-work. The way T5 made used of the resources was intended to develop the
students’ ability with English sentence structure using ‘there is’, ‘there are’, ‘that is’

and ‘these are’.
6.3.2.6 Observation of participant 6 (T6)

How participant 6 (teacher 6/T6) managed and made use of textbooks,

pictures, real objects, and songs, as mentioned in the interview sessions, was
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examined in the focused classroom observations of 1 October 2001 and 8 October
2001 of a Grade 4. In this study, asking questions was identified as the participant’s
primary method in classroom teaching and learning activities, particularly in the use
of the textbook as the main resource to introduce ‘public places’. Also, justifying
authority, giving instructions or commands, and accepting/using the students’ ideas
were also identified, although these were not major categories in this session. In this
circumstance, the participant tended to perform instructions, ask questions for various
purposes such as evaluation and confirmation, and give explanations to the students.
The following excerpts exemplify the classroom interaction, reflecting how the

resources were managed and responded to.

Session on 1 October 2001

T6: ... [after review of last week’s lesson] coba lihat buku kamu itu, halaman tiga puluh
lima, coba, nanti kita baca saja ya

Ss: [Find out the page]

T6: Coba dari sana [points to a student in the corner], coba jawab nomor b itu, it a towel is

S:  Itisatowel

T6: Apa artinya?

S:  Ini adalah sebuah towel

T6: Sebuah? Sebuah apa?

Ss: [Look confused]

T6: Ada yang tidak bawa buku? Mana bukunya? [Checks the students who do not bring
their books]. Coba lihat halaman tiga puluh lima. Sudah bertemu balaman tiga lima?
Kan perintahnya disana buatlah sebuah kalimat yang benar, make sentences, kan ada
kalimat diacaknya. Tadi sudah dijawab, it is a towel, apa artinya?

Ss: Ini adalah sebuah handuk

T6: Ini adalah sebuah handuk. Nomor c-nya coba dijawab [points to another student to
answer]

S: Ini adalah sebuah kaca

T6: Keras-keras [asks the students to describe loudly]

Ss: [Noises]

T6: [Continues instruction to the students to describe, asking questions, correcting the
students” expressions]

Session on 8 October 2001

T6: ... Do you have homework? Ada PR? [asks if the students have homework]
Ss: No

T6: Are you ready to study now?

Ss: Yes

T6: Do you know place, interesting places? places

Ss: Tempat-tempat

T6: Ya tempat tempat. Nah sekarang kamu berada di mana ini?
Ss: Di sekolah

T6: Di sekolah apa bahasa Inggrisnya kemarin?

Ss:  School

T6: Apa bahasa Inggrisnya?

Ss:  School
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T6: Yang di depan sekolah kita in apa namanya? Apa namanya? Bagamana bacanya [asks
students to spell out the name]

Ss: MO S QUE [spells out the letters of mosque]

T6: Mosque, kemudian apa lagi [aks what next while writing the students’ answer on the
board]

Ss: Church

T6: Kemudian apa lagi [aks what next while writing the students” answer on the board]

Ss: Hospital

T6: Bagaimana spellingnya

Ss: HOSPITAL

T6: Ini apa bacanya [points to the names of places written on the board and asks the students
to pronounce them]

As noted, T6 organised the class into class-work and pair-work activities. The
class-work activity was indicated by T6’s instructions, addressed to the class as a
whole. In doing so, T6 discussed the exercise in the textbook by asking the students
questions. T6 was also identified as explaining about the subject; correcting the
students’ mistakes after the students answered T6’s questions. T6 also modelled
language for the students to repeat to ensure pronunciation accuracy in addition to
vocabulary development and sentence structure mastery. In general, the way in which
T6 handled the teaching relates to T6’s authority justification according to the FIAC
category.

In the pair-work activities, inviting/asking some students to come in front of
the class to practice a short question-and-answer dialogue in pairs is also indicated. In
this circumstance, T6 asked the class to give comments on the expressions that some
students presented and practiced in front of the class. Table 6.13 summarises the notes
of the classroom interaction.

In short, asking questions, asking students to describe and to follow T6’s
model, and giving commands and explanations, accepting answers and
praising/encouraging were identified as features of T6’s talk when using a textbook as
the main teaching resource in the classroom organised into class-work and pair-work
activities. In this circumstance, the students’ responses were indicated in their answers
to T6. The way in which T6 delivered her talk was aimed at developing the students’
vocabulary and its meaning, as well as practising English pronunciation and mastering

sentence structures.
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Table 6.13: Summary of observation of participant 6

Resource: Textbook

Classroom organisation: Class-work and pair-work

‘Public places’ such as hotel, prison, school, post office, hospital, cinema, swimming pool,
etc. relating to vocabulary (translation) and pronunciation, and simple sentences (short
responses):

¢ T6 asked students to open their textbook and T6 discussed the exercise in the textbook (T6
asked questions, the students answered).

¢ T6 named the places, and asked the students to repeat after her, and also T6 corrected the
students’ pronunciation, describing the places.

» T6 gave a drill to practice, emphasising the use of article ‘a’.

¢ T6 Pointed to some students to read words (about the places) written on the board, and
corrected the students’ mistakes (by having them repeat after the teacher gave corrections).

o T6 instructed the class to do an exercise from the.

o T6 reviewed last week’s lesson (“public places’); asked the students to review last week’s
lesson; the students answered T6’s questions; wrote the students’ answers on the board (to
check the students’ understanding).

¢ Using yes/no question form, T6 asked the students to name the public places, the students
answer saying ‘yes it is’ or 'no it is not’, and saying I am in the ...

¢ T6 asked some students to practice a short dialogue written on the board in pairs in front of
the class.

o T6 corrected the students’ questions, expressions, and responses, and asked them to repeat;
the students repeated after the teacher modelled.

¢ T6 asked some students to practice a short question-answer dialogue based on pictures in
the textbook, in pairs in front of the class.

o T6 asked the students to look at some pictures in the textbook, and asked the students to
spell the pictured items. The students spelled words such as rice field, river, volcano,
forest, cave, etc.

o T6 asked students the meaning of the words corresponding to the places, and discussed the
vocabulary items.

o T6 named the places, and the students repeated after the teacher; corrected the students’
pronunciation and explained the meaning.

o T6 explained the exercises and the students did the exercises from their textbook.

6.3.2.7 Observation of participant 7 (T7)

Giving instructions or directions on what the students should do was

predominantly identified in the way in which participant 7 (teacher 7/T7) managed the

use of the textbook and real objects (colourful fabric square/handkerchiefs) in the

focused classroom observation sessions dated 22 August 2001 of a Grade 5 when

teaching about colour and vocabulary. In this regard, the participant controlled the

students’ behaviours through drills for practice, correcting mistakes, and walking

around the room. In addition, questions were indicated in the classroom interaction.

Accepting feelings was also identified among these interactional features, although it
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was not allocated as a dominant feature in the classroom context. Examples of talk in

the classroom interactions are highlighted by the following excerpts.

T7: ... [Calms down the class] Sekarang kita judulnya [writes the topic on the board]
colours. Siapa yang tahu kira-kira apa artinya? [asks student the translation of
colour]

Ss: Warna

T7: Warna, apa?

Ss: Warna

T7: Baca semuanya, colours

Ss: Colours

T7: Colours, nah, coba bacanya itu?

Ss: Colours

T7: Apabacanya?

Ss:  Colours

T7: Siapa yang bisa? [Continues to correct the students’ pronunciation]

Ss: [pronounces the word ‘colours’]

T7: Nah siapa yang tahu tunjuk tangan [aks students to name what colours she is
holding], menunjuknya tanpa suara [shows a white fabric square]
Ss: Bu [raise hand, expected to be called to give answer]
: Bagaimana membacanya? [Shows the white fabric square]
White
: Bagaimana bacanya?
White
Tulisannya siapa yang tahu?
Bu [Raise hand to ask for the chance}
: Apa?
/wet/, /wait/ [pronounces]
: Apa, itu yang betul [Points to a student to describe]
White
: White
White
... [continues to show other colourful fabric square and asks the students to
describe the colour with accurate pronunciation, and comrect the students’
pronunciation)

3839384939393

In the excerpts, accepting feelings was not demonstrated as one of T7’s
interactional features. As observed, in the use of the textbook, T7 photocopied texts to
teach from the textbook. These photocopied texts were intended for the students’
homework. T7 used real object in the form of colourful fabric squares/handkerchiefs
(cotton cloths). These fabric squares/handkerchiefs were shown to the students so they
could describe their colours. It was also identified from the observation that the
students’ responses indicated their answers related to T7’s instruction, justifying

authority (correction) and questions.
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In the use of the textbooks and real objects in teaching, the class activities
were organised into class-work (whole class interaction), group-work, and individual
presentations. In the class-work and group-work activities, T7 conducted her teaching
(that is, gave directions or instructions, controlled students’ behaviour in learning,
asked questions, and the like) to the whole class and certain groups in the classroom.
The individualised work appeared in the students’ individual presentation in front of
the class. Table 6.14 summarises T7’s use of the resources: checking and correcting
the students’ homework, explaining, showing and modelling to the class, and having
students demonstrate the resources in front of the class in her classroom teaching and

learning activities.

Table 6.14: Summary of observation of participant 7

Classroom organisation: Class-work, Individual work, and group-work

Homework related to vocabulary and pronunciation (a copy of text for homework taken from
a textbooky), colours related to vocabulary and pronunciation (from colourful handkerchiefs),
and pictures (copied from the textbook):

o T7 checked the students’ homework by asking them to read out the homework; the teacher
corrected the students’ homework.

» Using the colourful handkerchiefs, T7 explained about the colour and modelled and asked
the students to repeat after her, correcting/criticizing the students’ responses/answer.

o T7 showed some colourful handkerchiefs; asked the students what colours they were; the
students described the colours; and the teacher explained about the colours; asked students;
and justified the students’ answers.

e Students raised their hand to ask for a chance; some students were pointed to pronounce
colours, and their pronunciation was corrected.

e To practice, T7 asked students individually to demonstrate their understanding about the
colours, showing and naming the colour of the handkerchiefs in front of the class, the
teacher encouraged and justified the students’ expressions.

e T7 explained to the students about exercises to do on photocopied materials, and
distributed the copy for the students to do the exercise.

Resource: Textbook, real object, pictures

In short, giving direction and instructions, justifying authority, and asking
questions reflecting T7’s direct and indirect influence was identified as how the
textbooks and real objects were used in the classroom. In this circumstance, the
classroom interactions were undertaken through correcting students’ homework,
explaining, and asking the students to describe/demonstrate; and showing or

demonstrating a model by organising the classroom teaching and learning process into
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class-work, group-work, and individual work (presentation) activities. These attempts
would allow the students’ development of English vocabulary and pronunciation. The
students’ responses were identified through answers that they performed regarding
T7’s direction or instruction, justifying authority, and questions. Students’ initiations

were not identified in these sessions.

6.3.2.8 Observation of participant 8 (T8)

In the focused observation session dated 25 September 2001 of a Grade 5,
participant 8 (teacher 8/T8) was identified as using students’ personal items, real
objects in the classroom, a texthook, and a song as her teaching resources in teaching
about colours. In managing these resources, the teacher seemed to develop the
students’ skills on some components such as vocabulary, pronunciation, reading and
translation. In this circumstance, the participant gave directions or instructions as well
as justified her authority as categorised in the interactional features to reflect the
teacher’s direct influence in the classroom teaching and learning activities. The
participant was also identified as asking questions and accepting the students’ ideas to
facilitate students’ English language learning in the classroom interaction. Overall, the
participant’s instruction, authority justification, questions, and accepting feelings as
well as the students’ responses are exemplified in the following excerpts of classroom

interaction.

T8: ... OK, our lesson, what colour, what does it mean,
colour?

Ss: Red

T8: What does it mean, colour? Colour apa?

Ss: Warna '

T8: What does it mean, apa artinya, ya, colour? Warna.
Sekarang kita belajar warna

Ss: [Look at/pay attention to the teacher] [Shows ared drink bottle]

T8: What colour is it?

Ss: Ttisred

T8: [Points at some students to answer]

Ss: Itisred [Shows a yellow drink bottle,
T8: Yes it is red. What colour is it? and points at several students]
Ss; Itis yellow [Points at the top of the bottle]

T8: What colour is it?
Ss: Itis green
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T8: What colour is it?

Ss: It is white [Continues showing the

T8: What colour is it? students personal items and
real objects and asks questions
to the students to answer]

In this context, T8 addressed her questions to students for some evaluation and
confirmation purposes. T8 justified authority and explained the materials. Also, her
students gave their responses by answering T8’s questions. Students’ initiations to the
talk were not indicated.

In particular, T8’s giving instructions and justifying authority appeared in two
classroom organisations; class work and individual work. In this circumstance, T8
explained about the use of the resources, that is, the real objects, and asked the
students to guess the colour, and corrected the students’ responses by asking them to
repeat after her. T8 also asked the students to guess the translation of colours and
make an English sentence using colours, corrected the students’ performances and
asked them to repeat after her, as well as practiced the examples provided in the
textbook. These actions happened in both class work and individual work. To reward
the class learning activities, T8 taught a song and the class sang the song together.

In response to T8, the students’ answers were identified as attempts to produce
correct answers to T8’s instructions. Students’ initiations were not identified in the
sessions. Table 6.15 summarises details recorded in the field notes.

In brief, giving directions or instructions (that is, asking the students to do
things), justifying authority (that is, correcting the students’ mistakes), and asking
questions were identified as the ways in which participant 8 (T8) managed the
teaching and learning resources (that is, students’ personal items, real objects, a
textbook, and a song) in the classroom interaction. These reflect T8’s direct and
indirect influences on the classroom teaching and learning processes which were
aimed at developing the students’ vocabulary, pronunciation, reading of sentences and
translation. Both class-work and individual-work activities were organised for this

purpose. The students’ answers were indicated as their responses to T8’s talk.
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Table 6.15: Summary of observation of participant 8

Resource: Students’ personal items,

objects in the classroom, textbook, song

Classroom organisation: Class-work and individual-work

Colours relating to vocabulary, pronunciation, reading, and translation:

» T8 explained the topic/lesson, elicited the students’ attention, asked questions about the
colours while showing the students’ personal items, e.g. drinking bottles, pencil, tie, and
pointing to objects in the classroom, e.g. blackboard, wall, and the class answered the
teacher’s questions.

o T8 asked the class to repeat after her (drill practices), corrected the students’ pronunciation,
and also asked some students to translate the colours.

o T8 described some Indonesian sentences (containing the use of colours) and asked the class
students to translate into English, some students translated the English sentences, then the
teacher corrected the sentences and the students repeated after the teacher.

¢ TR explained the use of ‘that’ in making simple sentences; asked some students to try to
practice the use of it in sentences.

o T8 corrected the students’ sentences after the chosen students demonstrated them; wrote
the students’ answers on the board.

o T8 asked the students to find a page in their textbook and explained an exercise (to colour
the pictures); asked some students to read sentences in the textbook and translate them; the
teacher corrected the students’ pronunciation; the students repeat the correction.

¢ The students did the exercise from the textbook; T8 answered some students’ questions
about a meaning and justified/clarified her answers.

¢ To reward the class, T8 wrote a song on the board, asked the class to sing together, and

some students sang in front of the class.

6.3.2.9 Observation of participant 9 (T9)

How participant 9 (teacher 9/T9) made use of the resources, that is, the

textbook and poster pictures as mentioned in the interview sessions, was noted in the

focused classroom observation sessions dated 27 September 2001 of a Grade 5. In this

session, the textbook was identified as used in teaching about ‘my school’. Giving

directions or instructions and controlling students’ activities (justifying authority)

were indicated as the methods undertaken to manage the use of the textbook resource

in the classroom teaching and learning process. These methods were intended to

develop students’ reading skills, vocabulary, pronunciation, and translation. In the

following excerpts, how the textbook was managed in the classroom interaction is

exemplified.
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T9: ... PR keluarkan dulu [instructs students to present their book]

Ss: [Silent]

T9: Halaman?

Ss: 22

T9: Keluarkan bukunya dulu. Siapa yang tidak bawa buku?

Ss: ...

T9: ... Lihat halaman 22, my school, siapa yang membuat dirumah?, yan membuat di
rumah?

Ss: [Raise hand]

T9: Lihat my school [while writing the topic on the blackboard], apa artinya my school
itu?

Ss: [Raise hand}

T9: Dedy, apa artinya? [asks a student to translate ‘my school’ into Indonesian]

S: [Not clear answer]

T9: Sekolah saya, jadi ini ceritanya di sekolah, ya, disekolah saya, coba lihat, listen and
say, ya, dengar dan ucapkan, ya, pertama sekali kita lihat kelompok pertama dulu, itu
kelompok A, this my school {introduces topic, explains, assigns students to group,
asks student to repeat]

Ss: This my school

T9: This my school, itu apa, itu yang kita buat tugas kita

Ss: [Raise hand]

T9: This my school

Ss: This my school

T9: Apa artinya, yang ibu tanya itu yang menjawab ya ... [asks students to translate]

In this context, questions and acceptance/use of the students’ ideas were
indicated as the prominent features. These two categories revealed T9’s indirect
influence on the classroom teaching and learning activities. For example, T9 often
addressed her talk or asked the class to open their textbook and discussed the topic
(my school) with the class as a whole (class-work activities). T9 also asked the
students (as a class) to describe the meaning of several words and sentences in the
textbook as well as corrected the students’ answers and asked them to repeat after her
correction. T9’s strategy in managing the use of the textbook was to ensure the
students’ development on reading, vocabulary, pronunciation, and translation (see
Table 6.16 for summary). In relation to the students’ talk, students’ answers were
identified as their responses to T9.

In sum, giving directions or instructions, justifying authority, asking questions
and accepting/using the students’ ideas were identified as the ways in which the
participant (T9) undertook management of textbooks as the main teaching resource in

class-work activities. These attempts were intended to develop the students’ reading
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skill as well as their vocabulary, pronunciation, and comprehension through

translation. The students gave answers as their responses in relation to T9’s direct and

indirect influences.

Table 6.16: Summary of observation of participant 9

Classroom organisation: Class-work

‘My school’, leading to reading, vocabulary, pronunciation, and translation:

o T9 asked students to open their textbook (handbook) and discuss the topic ‘my school’;
T9 asked for meanings and some sentences; students tried to formulate their response.

o T9 corrected the students’ answers.

¢ T9 read and asked the class to read after her, e.g. This (is) my school, It is on jalan
Merdeka, 1 like to study here.

o T9 asked/pointed to some students to read the text; corrected the students’ mistakes
(pronunciation of some vocabulary), and praised/encouraged the students to speak; and
asked students to describe the meaning of the text in Indonesian and criticised the
students’ wrong interpretation.

o T9 asked the students to do an exercise from the textbook.

Resource: Textbook

6.3.2.10 Observation of participant 10 (T10)

In the focused observation sessions dated 24 September 2001 and 1 October
2001 of a Grade 6, how participant 10 (teacher 10/T10) undertook management and
use of the textbooks, pictures, songs, and games in teaching, as mentioned in the
interview, and how the students responded to it, were examined. In this situation, the
participant was indicated as giving lectures and directions or instructions to the
students in teaching the topic ‘your favourite’. In this instance, the teacher asked the
students to do the exercise in the textbook and to follow or repeat her models
(direction/instruction). In addition, she gave explanations about the topic (lecture). In
the following excerpts, the occurrences of lectures and instructions that the teacher

conducted in making use of the resource in the classroom interaction are highlighted.

Session on 24 September 2001

T10: OK, look at page ... thirty-eight

Ss:  [noises]

T10: Disana ... coba perhatikan, (it is about) what is your favourite [writes the topic on the
board]. What is your favourite?

Ss: [noises]

T10: OK, sebutkan your favourite

Ss:  [noises]

T10: Chocolate, chocolate?

Ss:  Apple /aple/
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T10: Apple, bukan /aple/, just three? What else? Apa lagi?

S:  Hamburger

T10: Hamburger, kata Siska. OK, how many person in this dialogue [showing her textbook]

Ss: [noises]

T10: How many person?

S: Two

T10: Two persons. Siapa saja?

Ss: [noise]

T10: Disana ada Widya. Kamu tolong perhatikan bukunya [asking the students to look at
their textbook]

Ss: [noises]

T10: OK, disana, look here, I have something for you, yes I am coming, what is that? T have
two fruit and orange, is it for me ... [reads the dialogue in the textbook]

Ss: [looks at their own textbook, listen to the teacher]

Session on 1 October 2001

T10: ...OK, let’s see number one [discusses the students’ sentences of exercise written on
the board]

Ss: [noises]

T10: Dia suka ‘ice-cream’,

Ss:  [look at the board]

T10: Kemudian my fa .., bagaiman tulisannya? Diganti dengan apa

Ss: I/

T10: [writes the letter v on the board to correct the student’s spelling]. My favourite is ice-
cream. I prefer ice-cream to ... Boleh, atau begini, dia memilih ... tidak harus seperti
ini. Kesukaannya kan berbeda-beda [explain the use of ‘prefer’]

Ss:  [watch and listen]

T10: I prefer chocolate to ice-cream, kalau dia memilih cokelat, betul

Ss: [watches]

S:  Kalau es krim itu tulisannya salah bagaimana buk? [Asks if the spelling is incorrect]

T10: Kalau tulisan salah, salah ya. Kemudian carrot, carrot apa?

S:  Wortel

Ss:  [noises, no answer]

T10: Carrot, my favourite is carrot. I prefer carrot to pumpkin, apa pumpkin?

Ss:  Labu

T10: Labu, jadi dia lebih suka wortel daripada?

Ss:  Labu

T10: Labu, kemduai number three, number three, dia menyukai?

Ss:  Melon

T10: My favourite is melon, I prefer melon to banana, atau I prefer banana to melon
[continues her explanation]

In the excerpts, giving lectures and directions or instructions were indicated as
T10’s interactional features to reflect T10’s direct influences in the classroom
interaction. Justifying authority and asking questions were also identified, although
these categories seemed relatively infrequent. The students’ responses were indicated
as their answers to T10’s talk. In this regard, the students’ responses occurred in

relation to T10’s lectures and directions or instructions as well as questions and
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justifying authority regarding the exercises she ordered from the textbook. In addition,
silence or confusion also occurred in the classroom setting.

Class-work and pair-work activities were identified in relation to the way in
which the classroom interaction was organised. In this circumstance, the class-work
activities occurred when T10 managed exercises for the class. For example, T10 asked
the class to do an exercise from the textbook where the instructions were addressed to
the class as a whole. Moreover, T10’s correction and explanations about some
students’ work (sentences) written on the blackboard were also addressed to the class.

The pair-work activities particularly occurred when T10 asked some students
to practice the dialogue in pairs in front of the class. In this circumstance, the students
read the dialogue from the textbook. Afterward, correction and explanation about
some particular expressions in the dialogue were given to the students (to the pair in
front of the class and occasionally to all class members). This classroom management
was used in order to practice pronunciation and translation. Table 6.17 summarises the
way in which T10 managed the resources in the classroom teaching and learning

process.

Table 6.17: Summary of observation of participant 10

Classroom organisation: Class-work and pair-work

Exercise (homework):

» T10 asked some students individually to write items from the exercise on the blackboard.

o T10 explained the students’ sentences written on the board, corrected the mistakes, and
explained how to structure sentences.

¢ T10 occasionally answered the students’ questions.

e T10 asked the class to do the exercise from the textbook.

e T10 described the correct answers to the exercise, controlled the students’ attention by
asking some questions, and described/explained the correct exercise. The students gave
simple answers/responses to the teacher’s questions.

“Your favourite’ in relation to dialogue practice, pronunciation, and meaning:

¢ T10 modelled a dialogue; read the dialogue text; students repeated after the teacher.

o T10 explained (gave direction) some vocabulary from the dialogue and wrote on the
board.

¢ T10 asked students to practice the dialogue in pairs in front of the class; the students read
the dialogue from the textbook to practice the dialogue with their partner in front of the
class.

¢ T10 explained the use of ‘prefer’, and asked students to answer her questions while
writing her explanation on the board.

Resource: Textbook (handbook)
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In sum, giving direction or instruction, giving explanation (lectures), asking
questions, correcting students’ expressions, and asking the students to follow her
model (in drills) were identified as the methods that T10 (participant 10) employed to
manage the textbook as her teaching resource to facilitate the students’ English
language learning. In the classroom context, the class was organised into class-work
and pair-work activities to ensure students’ practice of pronunciation and translation.
Pair-work activities particularly occurred on a certain occasion when the students
were asked to practice dialogues in front of the class. In terms of students’ response,
the major form identified was the students’ answers when responding to T10’s

instructions.

6.3.2.11 Observation of participant 11 (T11)

How participant 11 (teacher 11/T11) managed textbooks as her teaching
resources to facilitate students’ English language learning and how the students
responded to it were examined in the focused classroom interaction dated 18
September 2001. In this session, the participant was identified as asking questions of
the students of a Grade 6 in teaching about ‘clothes’. The students’ answers to the
teacher’s questions were indicated as their major responses. The classroom interaction
that took place between the participant and the students regarding the topic based on

the textbook is exemplified in the following excerpts.

T11: ... Misalkan seperti ini [while searching in the textbook], OK,
ini memang dress ya, ini betul-betul a dress, sama sama (for
example, like this, OK, this is just a dress, this is really a dress,

the same)
Ss: Is this a dress? (read the sentence in chorus)
T11: Apa artinya itu? (What does it mean?) [Asked questions]
Ss: Apakah ini sebuah gaun? [Described the meaning]

T11: Ya apakah ini sebuah gaun?, misalkan ya. Memang ini sebuah
gaun, kita anggap ini sebuah gaun, apa jawabannya? (Yes, is it a
dress? For example, it is, suppose that this is a dress, what’s
the answer?)

Ss: Yes itis, it is a dress [chorus]

T11: Ya jadi ini bisa kamu artikan, apakah ini sebuah gaun?, ya, yes
it, ya, it is a dress, ini adalah sebuah? (So, you know, is it a
dress? Yes it is, it is a dress)

Ss: Gaun (dress)
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T11: Gaun, siapa yang bisa membuat kalimat lagi menjadi sebuah
kalimat yang bagus? Siapa yang bisa? (Dress, who can make
good sentences, Who?)

In this regard, T11 asked the students some questions after she gave them
some explanation (lectures), accepted/used their ideas, gave direction or instructions,
and justified authority in the topic and examples of ‘dress’. The questions that she
asked the students mainly related to the meanings of words. She also used the
students’ answers to form other questions and tasks for the class to do. These
interactions were her attempts to ensure the students’ development of vocabulary,
pronunciation, and sentence structures.

In this classroom interaction, the class was mostly organised into class-work
activities in which T11’s questions, directions, explanations, and use or acceptance of
the students’ ideas as well as their answers took place. In the class-work activities for
instance, T11 asked the class questions to answer, explain and describe about types of
clothes; asked the class to copy some vocabulary and sentences from the textbook;
read the vocabulary and asked the class to repeat after her; and the like. Besides
showing some pictures from the textbook, T11 also asked the students some questions
before she re-explained about the clothes in detail.

The individual-work activities also occurred in this session. In this instance, a
number of students were individually asked to write some sentences of their own on
the blackboard. Afterward, T11 invited some other students to comment on the
sentences before she discussed them with the class. Overall, the teaching she
undertook seemed to be to ensure students’ development of meaning, vocabulary, and
sentence structures. How T11 made use of the textbook in the classroom teaching and
learning process is summarised in Table 6.18.

In sum, asking questions, giving explanation (lectures), accepting/using the
students’ ideas, giving direction or instructions, and justifying authority, were
identified as the ways in which participant 11 undertook to manage use of the
textbook as her main teaching resource to facilitate her students’ English language
learning in the classroom interaction context. These attempts reflected the

participant’s direct and indirect influences in the classroom interactions. The students
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were identified as giving their answers in relation to T11’s talk to develop language
aspects such as meaning, vocabulary, and sentence structure. Classroom management
consisted mainly of class-work activities: the class as a whole were often asked to

respond to questions. On certain occasions, individual work activities occurred.

Table 6.18: Summary of observation of participant 11

Classroom organisation: Class-work and Individual work (presentation)

‘Clothes’ related to meaning, vocabulary, pronunciation, and sentence structures:

e T11 explained the day’s lesson; invited students to discuss and describe types of clothes;
asked questions and students answered; asked the students to open a page of the textbook,
and wrote/copied some vocabulary/sentencés related to clothes from the textbook onto the
board.

o The class copied the sentences from the board into their notebooks; T11
controlled/walked around the classroom to check if the students had finished.

o T11 read the vocabulary; asked students to repeat after her; the class repeated after the
teacher.

e T11 asked questions and the class answered/described, and T11 re-explained while
showing some pictures of clothes in the textbook.

¢ T11 continued the class with practices; the students were asked to write sentences on the
board; the students discussed and commented on the students’ works with the class; the
class answered.

Resource: Textbook

6.3.2.12 Observation of participant 12 (T12)

How participant 12 (teacher/T12) managed and made use of the teaching
resources, that is, a textbook, cards, pictures, real objects, and songs, as mentioned in
the interview, and how her students responded to it in the classroom activities, were
noted and examined in the focused observation sessions dated 28 September 2001 and
5 October 2001 of a Grade 4. In the observation sessions, the participant was
identified using the resources in teaching about ‘things in the classroom’ and ‘things
in the house’.

In managing and using the resources, the participant was identified giving
directions or instructions in the classroom interaction that reflected her direct
influence in the teaching activities. The students’ responses were mainly identified as
repetitions of T12’s speech to practice pronunciation. In the following excerpts, how

T12 gave the instructions or directions and the students’ responses are exemplified.
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Session on 28 September 2001

T12: Kita lanjutkan pelajaran kita berikutnya yaitu ‘things in the classroom’, things in
the classroom’

Ss: [silent}

T12: [teacher copies materials (topic) from her textbook into the board]. Look at me, this
is [an] eraser [showing an eraser], eraser

Ss: Eraser

T12: Apa dengar saja [orders the students to just listen to her, not to repeat), kamu
perhatikan saja. This is [a] pen... This is [a] pencil. This is [a] chalk .... This is a
ruler ... This is [a] book, this is [a] book .... This is [the] board.

Ss: [watch and listen]

T12: Kalau ini berwarna hitan disebut blackboard, blackboard. This is [a] blackboard.

Ss:  Blackboard

T12: This is [the] blackboard. This is [the] chair ... this is [the] chair ... this is the Table
... this is the Table ...this is is my bag. Ibu ulangi sekali lagi, kamu perhatikan
dengan baik. Benda-benda itu ada dimana? Yang ibu perlihat kepada kamu itu?

Ss:  [confused]

T12: Berada di dalam?

Ss: Kelas

T12: Jadi things in the classroom. Benda-benda yang terdapat di dalam kelas kita. This
is chalk, chalk

Ss:  Chalk

T12: Eraser

Ss: Eraser

T12: Pen, pen

Ss:  Pen, pen yes

T12: Pencil

Ss:  Pencil

T12: Pencil

Ss:  Pencil

Session on 5 October 2001

T12: ... sekarang kita lanjutkan pula pelajaran kita berikutnya, next, the lesson,
pelajaran kita selanjutnya yaitu my house [while showing a poster picture], my
house, my house ... my house

Ss:  Rumah saya

T12: Nah ini rumah saya. My house. Do you have [a] house?

Ss:  Yes
T12: Do you have [a] house/
Ss:  Yes

T12: Yes. This is a house. This is a house, repeat after me, this is a house
Ss:  This is a house

T12: This is a house

Ss:  This is a house

T12: Coba, this is my house

Ss:  This is my house

T12: This is my house

Ss:  This is my house

T12: This is a house

Ss:  This is a house

In the excerpts, justifying authority, giving explanations, and giving

instructions were mainly indicated in T12’s talk. This related to T12’s direct control in
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the classroom interaction regarding the use of the teaching resources. Students’
responses were identified as repetitions of T12’s speech. Students’ talk initiation was
not indicated.

T12’s use of the resources was identified in two forms of classroom
organisation; class-work and individual work (presentations) activities. In the class-
work activities, for instance, T12 named and pointed to some real objects in the
classroom and then asked the students to name them after she modelled the
pronunciation. A similar process was followed when T12 showed a poster picture
about ‘things in the house’. In this instance, she named and pointed to house items in
the pictures and then asked the students to repeat after her. Her explanation to the
class occurred when she asked the students to do an exercise from the textbook.

In the individual work activity, T12 invited some students individually to
come to her and point to items from the poster, and point to some objects in the
classroom that she named. This process related to instructions to individual students.
In Table 6.19, how T12 managed the resources, as also noted in the field notes, is

summarised.

Table 6.19: Summary of observation of participant 12

Classroom organisation: Class-work and Individual work

“Things in the classroom’ related to vocabulary, pronunciation, and meaning:

o T12 described and pointed to or showed objects in the classroom and asked students to
take notes and name after her.

e T12 called some students to do some actions to take/show the objects; the students
responded, and T12 praised the students.

o T12 explained and asked the class to do an exercise from the textbook in their books
(based on the recent lesson).

“Things in the house’ relate to vocabulary, pronunciation, and meaning:

¢ T12 showed a poster picture; described the things in the house; asked the class to repeat
after her to express/describe things in the house, e.g. living room, bedroom, etc.; the class
repeated after the teacher.

¢ T12 wrote about the rooms in a house, pointed to her writing on the board and asked the
class to name after her.

e Showing the poster picture, T12 asked some students to come to her in front of the class to
point to which rooms they were; the students came and pointed to the picture about the
room in the house.

¢ T12 explained exercise from the textbook and asked the class to do the exercise; the class
did the exercise from the textbook.

o After finishing the exercise, T12 discussed the exercise with the class; asked questions and
the students answered.

Resource: Objects in the classroom, textbook, poster
picture
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In sum, giving instructions or directions, giving explanations, and asking
students questions in an attempt to make use of the resources to facilitate the students’
English language learning were the main interactions identified in the classroom
sessions. The students’ responses were identified as their repetition to the speech
exemplified by T12 in order to help the students develop language aspects such as
vocabulary, pronunciation, and meaning. In this classroom situation, the classroom

activities were organised into class work and individual work.

6.3.2.13 Observation of participant 13 (T13)

In the focused observation sessions dated 24 September 2001 of a Grade 5,
participant 13 (teacher 13/T13) was mostly observed to be asking the questions and
giving direction or instructions to the students in teaching about ‘the months of the
year’. This topic was sourced from the textbook. Justifying authority was also
indicated in the classroom interaction. These features of managing the teaching
reflected T13’s indirect and direct influences on the classroom activities. In the
following excerpts, how questions, instructions, and authority justification were

enacted is highlighted.

T13: Sudah? Sekarang kita belajar tentang months of a year, months ini artinya?

Ss:  Bulan
T13: Bulan, dalam, setahun [while writing on the board]. Berapa jumlah bulan?
Ss:  Dua belas

T13: Siapa bisa buat?

Ss:  Dalam bahasa Inggris teacher?

T13: Ya[while giving the chalk to a student to write the months on the board]
S: {writes the months on the board]

T13: Sudah, siapa yang tahu bagaimana tulisan bahasa Inggrisnya Januari? Bagaimana
tulisannya [while writing the correct spelling of January on the board]

Ss:  Teacher, teacher [raise hand], February, Maret teacher

T13: [teacher writes the correct February on the board, and points to another student
afterward]

Ss:  Mart

T13: March [then writes the correct March on the board]

Ss:  March, April

T13: [continues writing the correct months on the board]

T13: Selain itu kita harus tahu artinya ‘before’, ‘after’ [writes the words on the board]

Before artinya? Siapa yang tahu arti before?
Ss: [silent]
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T13: Siapa yang tahu apa? [asks meaning of ‘before’, while looking up her textbook].
‘before’ apa?

Ss: [silent]

T13: ‘before’ artinya ‘sebelum’ [while writing her explanation of the meaning on the

board]
Ss:  Sebelum
T13: ‘after’?

Ss:  Sesudah [guesses the meaning based on the clue]

T13: [writes the meaning of ‘after’, that is, ‘sesudah’ on the board]. Jadi after January
apa? After January?

Ss:  February

T13: February. Before June apa? Before June?

Ss: Teacher, May, May

T13: Before December apa?

Ss: Teacher, teacher [raises hand to ask for a chance to answer]

In this excerpt, questions were often revealed as the way in which T13
managed the teaching. The class was organised into class-work activities in which the
students responded and repeated models of vocabulary, pronunciation, and sentences
after T13. The students’ responses were indicated as their answers, and repetition of
T13’s models.

T13 also asked some students to write sentences on the blackboard and then
invited them to discuss the sentences. She asked some questions and corrected the
students’ sentences as well. Such classroom phenomena reflected her control of the
students’ learning behaviours and activities to ensure their development of aspects of
language skills such as spelling, meaning (vocabulary), and sentence structures. In
terms of the students’ responses, the students were identified as answering T13’s
questions and instructions. In Table 6.20, the ways in which T13 managed the
textbooks as her teaching resource to facilitate the students’ English language learning
is summarised.

In sum, asking questions, giving direction or instruction, and justifying
authority in the classroom teaching and learning process were identified as the ways in
which T13 managed and made use of the textbook as her teaching resource. In this
regard, both direct and indirect influences were reflected in the classroom activities
relating to attempts to develop students’ accurate spelling and pronunciation of
months, vocabulary, and sentence structure. The students’ responses occurred as their
answers to T13 talk. In the classroom interaction, the class was organised into class-

work activities.
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Table 6.20: Summary of observation of participant 13

Classroom organisation: Class-work

‘Months of the year’, related to spelling, meaning (vocabulary), pronunciation, and

sentence structure:

e T13 explained the topic of lesson; asked a student to write the months on the
blackboard; corrected the students’ spelling about the months with the class; asked the
students to describe and repeat after the teacher.

» T13 explained the use and meaning of ‘before’ and ‘after’; and asked the class to
guess about the meaning and the use. The students responded to the teacher’s
questions/instructions.

¢ T13 asked the class to do an exercise making sentences on the use of ‘before/after’ for
the months.

¢ T13 asked some students to write their sentences (exercise) on the board; some
students raised their hands to ask for a chance; the teacher discussed the students’
sentences/exercise with the class.

Resource: Textbook

6.3.2.14 Observation of participant 14 (T14)

Several interactional features were identified as the ways in which participant
14 (teacher 14/T14) undertook to manage and make use of the English teaching and
learning resources in the focused classroom observation sessions dated 19 September
2001 of a Grade 4. In this regard, giving instructions or directions (category 6) and
asking questions were noted as the major interactional features when teaching about
numbers. These interactional features related to teacher domination in talk in the
teaching and learning activities. Other categorised features, such as accepting feelings,
and justifying authority also occurred, although these were not significantly apparent.
Students’ responses were identified through their answers to the teacher’s questions
and following the teacher’s directions. In the following excerpts, how the classroom
interactions T14 conducted to make use of the textbook as her teaching resource, that
is, giving instructions or directions, asking questions, accepting feelings, and

justifying authority, are exemplified.

T14: Good morning students, are you all right this morning?

Ss:  Yes
T14: Yes, any homework?
Ss: Yes

T14: Nah keluarkan Prnya [asks students to show their homework]
Ss:  [take the homework book out of their bags]
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students to respond were revealed in T14’s talk during the class-work activities. As
indicated, T14 addressed her instructions to the class to write their exercises on the
blackboard. Some questions also seemed to relate to vocabulary practices. The
students’ responses were indicated through their answers to T14’s talk regarding the

practice. In Table 6.21, a summary of the classroom interaction noted in the field

T14: Bagaimana? Payah PRnya? Bisa? [asks whether the homework is difficult]

Ss:

Bisa

T14: Siapa yang tidak bisa? Sekarang tukar bukunya, buat nama pemeriksanya. Kalau

Ss:

salah punya kawannya, kurangi nilainya [Instructs students to exchange their
homework books to check together]
[Follow the teacher’s order to exchange their homework books to check together]

T14: Nah coba periksa nomor Saturday

Ss:

[Some students raise their hand, a student comes to the board to write her sentence
after the teacher points at her to do so]

T14: Nomor dua? [Asks some more students to write the exercise on the board], bahasa

Ss:

Indonesianya apa ini?
Empat ratus empat puluh empat lima ribu

T14: [Points to some other students]

Ss:

[Writes on the board]

T14: Fourty four million five hundred and?

Ss:

[Silent]

T14: Terus, enam ratus dua puluh satu

Ss:

[Some students write their answer on the board]

T14: Sudah? Ada yang membuat dua puluh? Ada tidak? [Asks while checking the

In this instance, teacher’s questions, instructions, and encouragement of

students’ work]

notes is presented.

Table 6.21: Summary of observation of participant 14

Resource: Textbook

Classroom organisation: Class-work

Exercise/homework about numbers to practice vocabulary:
T14 asked some students to write their exercise/homework on the board and discussed the

sentences with the class (invited the students to comment).
T14 wrote more exercise on the board (copied from the textbook); asked the class to copy
and do the exercise.

After the students finished the exercise, T14 invited the students to respond by discussing the

exercise written on the board; T14 wrote the students’ responses on the board; asked the
students to correct the exercise in their note books.

identified as the ways in which participant 14 (T14) undertook management and use

To conclude, giving directions or instructions and asking questions were
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of the textbook as the teaching and learning resource to facilitate the students’ English
language learning. Correcting the students’ work occasionally occurred, reflecting
T14’s authority in controlling the classroom activities. This classroom management
indicated that T14 undertook direct and indirect influences on the classroom teaching
and learning activities. Students’ responses to T14 were indicated through their

answers to T14 to questions aimed at developing their vocabulary.

6.3.3 Students’ responses

Students’ responses were identified in regard to the ways in which teachers
gave instructions or directions, criticised/justified authority, asked questions, and gave
lectures, as well as praised or encouraged the students in the classroom teaching and
learning process. The students’ responses could reflect the effectiveness of the
teachers’ strategies in managing the classroom in which the students’ participations
and involvements were indicated. As a part of the classroom interaction, the students’
responses are indicated and explained in sections 6.3.2.1 t0 6.3.2.14.

The students’ responses were mostly identified as answers they gave when the
teachers gave directions. How the students responded to teachers in the classroom
activities is illustrated in Table 6.22.

Generally, students’ responses seemed to reflect some linguistic and non-
linguistic phenomena during the classroom interaction. Linguistically, the students’
responses characterised student talk, in regard to their typical language performance,
as processes of their language development were underway. In terms of non-linguistic
phenomena, the students’ responses indicated how they took part in the learning
activities, from which their learning strategies and personality could suggest input for
teachers to manage effective teaching strategies.

Overall, the students’ participations as well as their responses in the classroom
activities could be illustrated as follows:

1) Uttered single words or (ill-formed) sentences to respond to the teachers’

questions.

2) Described clues of texts to respond to the teachers’ questions or

instructions.
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3)
4)
5)

6)

7
8

9)

10)
11)

Translated certain words (vocabulary) and sentences into Indonesian, as
the teachers asked.

Pronounced words or sentences as the teachers asked (instructed).
Memorized/narrated texts as remembered.

Asked the teachers questions in Indonesian regarding meaning of words or
sentences.

Attempted to produce or pronounce words or sentences accurately.
Repeated words or sentences as the teachers modelled or that the teachers
interrupted when the interaction was underway.

Guessed the meaning of words or sentences as the teachers asked or
directed.

Spelled words that the teachers instructed or focused on.

Read texts loudly and repeated the teacher’s emphasis on certain words or

sentences as the teacher asked or interrupted.

12) Listened to the teacher’s explanations (lectures) and took notes into books.

13) Wrote or copied words, sentences or texts onto the board for others to

comment on or correct.

Table 6.22: The students’ responses to the classroom activities

Students of Students’ responses mainly Due to the teachers’:
teachers: indicated in the classroom

T1 Seemed to perform single words or uttered key words Questions and justifying
(vocabulary) of the reading topics (texts) they are authority as well as
learning. The students’ responses focused on vocabulary | acceptance of students’
development amid the teacher questions focusing on responses (in translating
only single key words or clues in the texts and translation | texts) and instructions.
as the teacher gave instructions to translate the text into
Indonesian.

T2 Repeated utterances that the teacher demonstrated as the | Authority justification,
teaching was focused on pronunciation refinement. The directions, and questions.
students did not seem to independently express their
language. The students’ responses were focused on
pronunciation accuracy.

T3 Read the text, produced simple words and sentences Questions or instruction.
(positive and interrogative sentences) regarding the text
they remembered, and repeated utterances of the models
that the teacher gave to refine their pronunciation.

T4 Tended to repeat what the teacher asked them to utter Explanation (lecturing),

after being given models to pronounce the words or direction or instruction,

sentences, dictating text of the songs, writing the text on
the board, asking the students to repeat some key words

and authority justification
(i.e. control the students’
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(Cont.) to ensure their correct pronunciation. In other words, the | classroom activities by
instructions to the students to respond seemed to focus dictating text of the
on vocabulary and pronunciation as well as the songs).
translation of the vocabulary into Indonesian. During the
teacher’s explanation, the students responded
inattentively, as there was a single word to be indicated
in their responses.

T5 Produced words and sentences using ‘there is/are’ and Instruction as well as
‘that/this is’ as the teacher asked or encourage them to acceptance/use of the
name and count the numbers of windows in the students’ answers and
classroom. The students’ responses related to praise/encouragement.
vocabulary, syntactical, and pronunciation practices.

T6 Guessed meaning of the key words in texts, attempted to | Questions, authority
accurately spell and pronounce the key words as the justification, instructions
teacher asked them questions. The students repeated the | or command,
teacher’s models of utterances to correct the students’ accepting/using the
words, spellings and pronunciation. Overall, the students’ ideas.
students’ responses seemed to emphasise vocabulary and
pronunciation practices as well as translating meaning.

Practices of sentence structures were occasionally
reflected in the students’ responses.

T7 Mentioned words and their meanings as the teacher Directions or instructions,
asked in relation to the texts and colourful handkerchief | authority justification, and
(real objects) presented. The students also repeated their | questions.
utterances after the teacher corrected them, including the
appropriate words and pronunciation. The students’
responses seemed to reflect their attempts to improve
their knowledge of vocabulary and pronunciation as the
teacher led them.

T8 Seemed to guess and name colours and their translations | Directions or instructions
as the teacher asked them to do regarding their personal | and justifying authority,
items (real objects) chosen and shown in the classroom. and questions in the
The students also attempted to make sentences to include | classroom interaction.
the colours as the teacher asked. The students also
repeated the teacher’s words as corrected to develop
vocabulary, to refine pronunciation, and to practice
reading and translation.

T9 Seemed to be much more focused on their non-verbal Directions or instructions,
activities such as doing exercises as the teacher asked. justifying authority
Verbally, the students named or translated English words | (controlling students’
into Indonesian according to the teacher’s questions or activities), questions and
instructions. The students also repeated words or acceptance/use of the
sentences according to models that the teachers described | students’ ideas.
when correcting the students’ pronunciation. In general,
the students’ responses were regarded as attempts to
develop their reading skills, vocabulary, pronunciation,
and translation.

T10 Appeared to do their exercise in the textbook as the Lectures and directions or

teacher instructed. Verbally, the students also repeated
models that the teacher used in her direction/instruction.
The students listened to the teacher’s explanations about
the topic (lecture) and attempted to guess or answer the
teacher’s questions regarding the words in the text. The
students’ responses generally reflected their attempts to
develop pronunciation and meaning of words
(translation).

instructions as well as
questions.
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T11 Attempted to describe meaning of sentences regarding Questions appearing after
the teacher’s questions after explaining the topic and her explanation (lectures)
examples of ‘dress’. Some students voluntarily appeared | as well as the teacher’s
to construct or write English sentences on the board as acceptance/use of the
the teacher directed. Then, everyone in the room students’ answers, and
proposed their correct sentences as the sentences on the direction or instructions,
board were being discussed. Afterward, the students and justifying authority.
seemed to repeat well-structured sentences after the
teacher corrected them that reflected attempts to develop
and practice vocabulary, pronunciation, and sentence
structures.

Ti2 Repeated speech, e.g. words and sentences, in chorus, Directions or instructions
that the teacher drilled regarding things in the classroom | and justifying authority as
and things in the house. The students also attempted to well as explanations and
guess and identify clues that the teacher pointed to and questions.
proceeded to do exercises on as the teacher explained the
poster pictures. The students were also noted to
individually point to clues from the posters as the teacher
asked and named which they were. This reflected the
students’ attempts to practice pronunciation as well as to
develop vocabulary and meaning.

T13 Answered and gave the names of the months that the Questions and direction or
teacher asked. The students also repeated the instruction as well as
pronunciation as the teacher corrected. Some students authority on topic of ‘the
also wrote the spelling of the months on the blackboard | months of the year’.
as the teacher asked them to do before they were
discussed with the class and drilled for accurate
pronunciation and translation. The students’ responses
reflected their attempts to develop accurate spellings and
pronunciation of months, and to develop vocabulary and
sentence structure.

T14 Mostly wrote in their exercises books or on the Direction or instruction
blackboard when the teacher gave instructions or questions, and justifying
directions for them to do so and asked them questions authority regarding
regarding numbers, which reflected less verbal numbers as well as the
interaction in the classroom. Some students occasionally | teacher accepting feelings
asked questions, reflecting the teacher accepting feelings | and giving encouragement.
and giving encouragement, but the questions were
addressed in Indonesian. The students also recorrected
their sentences written on the board into their book after
the teacher gave some corrections and explanation
(justifying authority). In general, the students’ activities
were focused on vocabulary ability, especially the
recognition of numbers.

6.4 Conclusion

This chapter describes the results of classroom observation data analysis,
which examined how the pﬁmary school teachers managed the English teaching
resources and how the students responded to them in classroom teaching and learning

activities. Using the adapted Flanders Interaction Analysis Categories (FIAC) and the
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observation field notes, the results of this study indicated some patterns of classroom
interaction including teacher talk and classroom activity management as well as
student talk (responses) in the context of using English teaching and learning
resources. The results reflected the teachers’ strategies in the use of English teaching
and learning resources that could effectively facilitate the students’ English language
learning according to the local condition of this study.

How the teachers made use of and managed the resources, as referred to in
research question 2, was reflected through their direct influence on the classroom
activities. This was indicated in their dominant talk when managing the classroom.
Among the features of this pattern, as referred to in the FIAC, are instructions or
directions (category 6), criticizing/justifying authority (category 7), asking questions
(category 4), lecturing (category 5), and praising or encouraging (category 2). Giving
directions or instructions were mostly indicated, as the teachers were identified to give
commands/instructions/orders to the students in the classroom activities, which
included the use of the English teaching and learning resources. This included asking
the students to repeat, asking them to do exercises, asking them to copy exercises, and
the like.

The ways in which the teacher managed the resources related to consideration
of a number of aspects of socio-culture, currictlum, and teachers’ teaching
experiences in the classroom teaching and learning process. This could indicate the
teachers’ awareness of the relationship of these aspects to their teaching to meet the
purposes of the ELT program in the primary schools.

Textbooks were identified as the prominent resource used. The textbooks were
selected from those available in the markets. The teachers’ main use of the textbooks
was also indicated from the topics taught to the students. Whether or not the contents
and materials of the textbooks suited the curriculum or the young learners’ needs
would be further discussed. Other resources used included songs, real objects in the
classroom and students’ personal items, and poster pictures. These reflected the
teachers’ knowledge of and ability in handling teaching and learning resources.

Concerning language skills, the ways in which the teachers managed the

classroom teaching and learning process (the classroom interaction) was related to
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vocabulary development. Other language aspects, such as pronunciation, translation,
and sentence structures, were also taken into account. These aspects were related to
developing the students’ spoken English, that is, speaking. Few teachers were
indicated as providing written skills, that is, reading and writing.

Classroom organisation was primarily managed through class-work activities.
Individualised work activities occasionally occurred when the teachers assigned the
students a particular task or instruction. Group-work and pair-work activities were
particularly used when the students were asked to do exercises or to practice their
lessons from the teaching and learning resources.

As related to research question 3, students’ answers were significantly
indicated in the way they responded to the teachers in the classroom teaching and
learning activities. The students mainly answered or responded to the teachers when
the teachers gave directions (that is, gave commands/instructions/orders for the
students to perform with the English teaching and learning resources, by asking the
students to repeat, do an exercise, copy an exercise, and the like). This also included
teacher talk when criticizing/justifying authority, asking questions, lecturing, and
praising or encouraging took place. The students rarely initiated the talk in the
classroom interaction contexts. The students’ response could reflect their learning
strategies, personalities and stages of language development, which could be used as

input to develop effective teaching strategies.
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CHAPTER 7
DISCUSSION OF THE FINDINGS

7.1 Introduction

This chapter discusses the results of the data analysis in relation to the
literature review and the objectives of this study. The discussion seeks a connection
between teachers’ views and their actions in managing the classroom, as well as
students’ responses, to identify teachers’ effective strategies for resource use.

Since there were three major objectives of this study, there will be three main
topics discussed in this chapter. First, aspects of socio-culture, curriculum, and
teaching experiences considered significant by teachers when selecting and using
resources will be discussed. Second, teachers’ actions which reflect these aspects in
the use and management of English teaching and learning resources in classroom
activities will be identified in relation to teacher talk, classroom interaction and
organisation. Third, to provide an insight into the effectiveness of teachers’ strategies
in managing English teaching and leaming resources, the relationships between
students’ responses in classroom teaching and learning activities and their language
acquisition and development process, their personalities in classroom interactions, and
their learning strategies will be identified. Prior to this chapter’s conclusion, strategies
undertaken by Indonesian teachers will be illustrated to describe a framework of
teachers’ decision making. The methodological perspectives of the study will be

revisited as well.

7.2 Aspects reflected in teachers’ strategies when using resources

Several aspects of socio-culture, curriculum practice, and teachers’
experiences were identified as significant considerations for teachers in teaching their
young learners. These aspects reflected the strategies that teachers utilised when
using English teaching and learning resources. These aspects—reflected through their
thoughts, beliefs, and knowledge, and their theories—affected how the teachers

managed their classroom teaching and learning activities (Kauchak & Eggen,
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1998:70; Randi & Corno, 1997:196-7; Richards, 1998:49-51; Stern, 1994:275-80;
Todd, 1999). Incorporating consideration of these aspects in their teaching made
teachers feel confident that their teaching practice would motivate their students’
learning of English as a foreign language in the context of Indonesian primary schools
in West Sumatra.

Types of English teaching and learning resources used were also confirmed.
Textbooks, poster pictures, real objects, radio-cassette player, miscellaneous personal
items, clippings, songs and some interactive games were identified as prominent
resources, but textbooks were most widely used. Discussion on this section then

relates to objective 1 (research question 1) of this study.

7.2.1 Socio-culture

Teachers took a number of socio-cultural factors into account in their teaching
(Brady, 1999; Ellis, 1994; Huda, 1999; Kauchak & Eggen, 1998; Larsen-Freeman &
Long, 1991; Nunan, 1995; Randi & Corno, 1997; Richards, 1998; Sinaga, 1997,
Stern, 1994; Suryadi & Tilaar, 1994; Todd, 1999). The significant aspects were
regarded as students’ background (that is, characteristics, nature, social background),
context of teaching (that is, socio-cultural organisation influence, social class in
society, economic and political situation, institutional factors and technology
development), and teachers’ background (that is, thoughts, beliefs, preferences, and
personal characteristics). Discussion of how these aspects related to the results of this

study is as follows.

a. Students’ background

Students’ background included their characteristics, nature, and social
background, as was summarised in Table 2.1. The teachers’ consideration of these
aspects reflected their awareness of the significance to their teaching. Consideration of
these aspects was also reflected by the teachers’ attempts to adjust resource use to
align with their students’ interests, and to encourage their participation in classroom

English language teaching and learning activities.
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In this study, students’ characteristics were identified in teachers’
concentration on the significance of the students’ general English proficiency level,
age, and learning experiences in English when teaching and making use of resources.
Students’ linguistic aptitude and linguistic background—also an influence in teaching,
according to Ellis (1994:28) and Stern (1994:275-80)—were not particularly
addressed. Rather, materials use was graded according to students’ abilities and
presented in accordance with their different abilities and learning experiences.

The age facto—Marinova-Todd, Marshall, and Snow, (2000:9-31) argued
whether it is a major factor contributing to the success in second language learning—
was still considered significant by the teachers. Age was a deciding factor when
determining whether types of resources used suited students’ aptitudes, abilities, and
interests. Students’ age was believed to have a strong relationship to their aptitude,
ability, and interests in English language learning, which aligns with the critical-
period hypothesis claiming that there is a biological timetable to language acquisition
(Brown, 2000:52-58).

Students’ nature, including their preferences and personalities, were of
significance to the teachers when selecting and using colourful picture books, personal
items, and songs, as these could stimulate students’ interest. Consideration of the
students’ preferences and personalities should assist their learning of English as a
foreign language, as young students learn through having fun, fantasising, and being
creative, which differs from how adults learn (Brown, 1994:90-91; Sinaga,
1997:174). For instance, students recognised the content of some resource pictures as
they represented places or items that could be found within their environment. Using
songs also related to the students’ nature, as they enjoy singing songs while learning.
As aresult, teachers’ choices reflected their awareness of the significance of students’
preferences.

Personality types such as introvert, extrovert, risk taking, and others (Brown,
2000:142~156; Ellis, 1994:517; Gass & Selinker, 1994:260) were not specifically be
described by the teachers when determining resource use, but were regarded as
significant in the resource use. For example, songs were offered before ending a

session, which stimulated students’ curiosity and attracted their attention.
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Additionally, monotonous classroom situations were avoided by offering stories. This
suggests that the students’ personalities are recognised in the classroom and regarded
as a significant and influential aspect in effective classroom teaching and learning
activities.

Students’ social background—also considered an important factor in resource
use—was particularly related to parental background. Parental background also
reflects students’ socioeconomic status. First, parents were considered well educated
socially. Parental participation by following-up progress of their children’s school
lessons at home—indicated by parents’ signatures on the students’ homework—
indicates that significance of the parental factor incorporated into the teachers’
considerations of their teaching and use of appropriate resources.

Second, parental financial and material situations were also reflected in
teachers’ decision making and teaching practice. Parents supported the English
language program at the schools through their ability to pay extra for students’
English learning program, which relates to the affordability of the students’ learning
resources. Parents also donated some poster pictures. This suggests that parents were
aware of the importance of introducing this subject to their children, and also made
the teachers aware of the parents’ role in assuring attainment of desired teaching and
learning objectives.

Parental support, understanding, and cooperation that could contribute to their
children’s learning success (Chambers, 1999:82-95; Huda, 1999:99-106; Kauchak &
Eggen, 1998:348) were regarded as significant to the teachers’ classroom practice.
This study suggests that teachers’ decisions on the use of English teaching and
learning resources should be made in cooperation with parents. This may assist
children’s learning success. However, further study needs to be undertaken,
particu]arly> to identify the relevance of parental involvement to students’ English
learning achievement. Also, parental English language competence, which would
influence students’ attitudes and achievement (Chambers, 1999:87), could also be
examined in further detail.

In short, teachers’ use of English teaching and learning resources reflected

their awareness of their students’ backgrounds, which included (a) their students’

227



English proficiency level, (b) their students’ age level, (c) their students’ learning
experiences, (d) their students’ preferences for materials they recognised from their
own environment and culture, (e) their students’ nature—enjoyment and fun while
learning, and (f) their students’ parental involvement and support. These socio-
cultural issues in regard to the characteristics of Indonesian students were significant
for teachers’ decision-making framework, particularly in West Sumatran primary

schools.

b. Contextual or environmental background of teaching

A number of factors related to context of teaching (Kauchak & Eggen,
1998:336-337; Messer, 2000:138-143; Rios, 1996:1-22; Stern, 1994:275-280) were
identified in this study. Most of the factors relate to school location and the major
religion in society, influence of socio-cultural organisations, social class in society,
economic and political situation, institutional factors and technological development.
These factors were reflected in the teachers’ decisions when using English teaching
and learning resources to facilitate the students’ English language learning.

In regard to school location, English teaching materials used by the teachers
were related to the tourism industry. As noted by Kauchak and Eggen (1998:336-7),
physical environment often influenced teachers in their teaching. The physical
environment of the school locations in this study is close to tourism destinations, such
as beaches, scenery, and examples of Minangkabau cultural heritage. The teachers
reflected their awareness of the influence of school location through the materials and
resources used in their teaching which were related to the tourism purposes of the
region.

Despite the significance of introducing the language to their young students in
relation to the tourism industry, materials relevant to the role of the major religion in
the society were also used. Religiously related materials were considered significant
to maintain and develop positive moral values in young learners when learning
English as a foreign language. This consideration was related to an assumption that
(second) language learning included some degree of (second) culture acquisition

(Brown, 2000:182). It is suggested that foreign language teaching could also
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incorporate a negative impact from the foreign culture’s infiltration. Therefore, as this
study indicated, teachers considered it important to provide students with learning
materials and resources relevant to their religious observation, reflecting the
significance and influence of a major religion in society. Also, such tourism and
religiously related teaching, typifying the English teaching programs in West
Sumatran primary schools, could be included in one of the widely discussed topics of
English for specific purposes (ESP).

Teachers’ associations—considered influential in the aspect of social and
cultural organisations (Stern, 1994:227)—were not indicated in the teachers’ decision
making on the use of English teaching and learning resources. Nor were other socio-
cultural organisations such as ethnic groups and occupational groups in local society
indicated as a factor. However, religious associations might be indicated, particularly
if schools operate under a certain religious organisation. Teachers usually take their
school’s mission into account through selection and adjustment of their teaching
materials. This confirms that religious observance influenced by authorised religious
organisations is important for English teaching and learning activities.

Economic conditions as an influence on how teachers taught (Stern, 1994:275—
8; Messer, 2000:138-43) was particularly reflected in teachers’ decision making on
resource use. The economic conditions—indicated by parental lack of purchasing
power in affording (expensive) textbooks or other learning resources for their
children—were recognised through the selection of textbooks used in teaching and
learning covering materials for a one-year English language program. This was to
avoid an obligation to buy a textbook every school term. Students were not required to
have textbooks for their English lessons: the materials used for the students were
copied onto the blackboard or photocopied to reduce costs. This consideration
maintained and encouraged parental continuous support for the English program in the
school.

Principals’ general guidelines—Kauchak and Eggen (1998:70) suggest that the
leadership of the principal influences teachers—were particularly acknowledged as a
factor in teachers’ use ‘of English teaching and learning resources in the classroom.

Other aspects categorised as institutional factors, such as state/district guidelines, and
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school policy (Kauchak & Eggen, 1998:70), were not explicitly regarded as
determining factors. The provision of general guidelines By the principal was
considered significant, as the role of principals provides teachers with general
guidelines about how teaching should be conducted, what students’ ability was
expected, and how teaching and learning situations should be maintained in the
classroom (for example, to practise English should not disturb other students from
different classrooms who were learning other subjects). The principal did not dictate
detailed classroom teaching materials and activities, as these remained under the
teachers’ professional authority. This direction also encouraged teachers’ development
of their authority.

The impact of technological development was also reflected in teachers’
teaching and resource use. Although there was a minimal use of technological
instruments in their English language classrooms (see types of resources used in
teaching), the teachers were well aware of the need for English to be introduced to
their young learners in relation to technological advancement. In the results of this
study, English materials/resources used related to the introduction of technological
terms. The use of technological-related materials/resources would actively engage
students in classroom teaching and learning activities (Cunningham & Redmod,
2002:43-54).

In short, teachers’ use of English teaching and learning resources reflected
their awareness of the influences and significance of the contextual background.
Aspects incorporated in the contextual background are (a) school location (in relation
to the need to develop tourism industry), (b) the major religion in society (in regard to
cultural and moral maintenance), (c) the school mission (if the school is under a
certain affiliation/association), (d) the current economic situation, (¢) orientation given
by the principal, which leads to the development of the teachers’ teaching autonomy,
and (f) technological advancement. These aspects particularly influenced teachers’
decision making when determining effective teaching by making use of English

teaching and learning resources for their English primary school classroom.
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c. Teacher’s personal background

The teacher’s background was also a factor that imposed directions on
teaching, including the use of teaching resources. Aspects related to this factor
included the teacher’s personal thoughts, beliefs, preferences, and characteristics
(Huda, 1999:138; Kauchak & Eggen, 1998:13-15; Kosunen, 1994:247-257; Nunan,
1995:212; Randi & Corno, 1997:196-197; Richards, 1998:49-73; Sanches, 1994:181—
195; Suryadi & Tilaar, 1994:118).

In this study, teachers’ thoughts, beliefs and preferences were profoundly
determining aspects of what and how resources should be used in teaching. The
teachers’ thoughts, beliefs and preferences were indicated through their attempts to
make learning easy and enjoyable for their young learners. For example, teachers
attempted to ensure that materials used related to students’ daily life or their socio-
cultural environment.

Materials used were compiled from several textbooks and picture textbooks to
suit their students. Compiling the materials reflected teachers’ professional practices
(thoughts), although teachers’ competence in organising and managing their teaching
materials has been of serious concern (Huda, 1999:153—4; Jazadi, 1999a, 1999b; Nio,
1993). In fact, the teachers could carefully organise and adjust their teaching and
learning materials according to students’ grades and abilities. Writing—difficult for
younger and lower grade learners (that is, students of Grades 1 and 2)—was only
offered to students of higher grades after careful consideration and with guidance.
This suggests that teachers’ professional thoughts were influential and reflected their
competence, despite any barriers implied through their native language background,
their training background, or their length of service implied in section 3.5 (Chapter 3).

Teachers’ beliefs about their own competence are particularly reflected in their
decisions on resource use. In this regard, materials seleqted from available resources
are matched to their students’ levels of vocabulary mastery. The materials believed
relevant to students’ real daily activities and general ability are mainly taken into
account.

The teachers’ confidence about their personal ability to effectively prepare for

teaching was evident as they were the only English teachers employed in their
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respective schools. There appeared to be no collaboration—although collaborations
could help the teachers in their professional growth (Brady, 1999:12-3)—or
opportunities to attend workshops to develop professional competence. The teachers
seem to have developed confidence in their own ability.

The teachers’ confidence could relate to their appointment by their principals
and other personal background such as their previous training or length of service.
However, this does not guarantee the teachers’ professional growth unless
collaboration with other teachers and in-service training is undertaken. This suggests
that the respective schools or district department of education should facilitate their
teachers to attend relevant activities to develop their expected professional teaching
competence.

Teachers’ preferences were reflected in their use of textbooks from certain
publishers. These preferred textbooks were mainly based on their ease of application.
Every teacher was identified as choosing textbooks from different publishers as either
their main or a supplementary resource (see types of textbook in 5.2.1).

Regarding teachers’ characteristics, length of service was contrastively
revealed in their decision making when determining and using English teaching and
learning resources. Teachers’ length of service demonstrated their professional
expertise and development, regardless of any formal education background in English
language teaching, which although possessed by several, was considered irrelevant.
Teachers’ length of service—ranging from three to nearly twenty years—plus an
authority established by their principals to teach English, suggests that teachers’
professional growth relies not merely on formal training but also on continuous
opportunities to access teaching practice. This implies that teachers’ in-service
training programs will be needed to bridge the gap in expected professional
competence.

Overall, teachers’ use of English teaching and learning resources to facilitate
their students’ English language learning reflects teachers’ personal backgrounds,
which include (a) their professional thoughts in managing resources according to
students’ abilities, (b) their confidence about their competence, (c) preferences for

certain publishers of textbooks, (d) authority established by their principals, and (e)

232



professional ability developed over years in service, as significant and influential to
effective strategies. These components are incorporated into the influence of socio-
culture on teachers’ decision making when using English teaching and learning

resources in the context of this study.

7.2.2 Curriculum practices

Curriculum reflecting what, how, and when to teach (Marsh, 2000:65)
included several components such as orientation and objectives of English language
teaching in primary schools, language skills and content, teaching methods, teaching
activities, teaching interaction, and timetable and evalvation (Kauchak & Eggen,
1998:82-86; Richards, 1998:103-119). Teachers’ common practice of these
curriculum components confirms their significance in their teaching practice,
including their use of English teaching and learning resources. Also, how these
curriculum components were emphasised within their teaching could pro