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Abstrak

Penclitian ini bertujuan untuk meningkatkan kemampuan mengenal kosakata Bahasa Inggris melalui
penggunaan media papan flanel pada anak Kelompok B2 di TK ABA Ambarbinangun. Jenis penclitian ini adalah
penclitian tindakan kelas yang dikembangkan oleh Kemmis dan Me. Taggart yang dilakukan secara kolaboratif.
Metode pengumpulan data melalui observasi dan wawancara, Teknik analisis data yang dilakukan secara deskriptif’
kualitatif dan kuantitatif. Indikator keberhasilan pada penelitian ini adalah apabila kemampuan mengenal kosakata
Bahasa Inggris anak dengan kategori baik sudah mencapai persentase minimal sebesar 75%. Keberhasilan tersebut
dilakukan dengan cara: 1) Guru menyajikan materi pengenalan kosakata Bahasa Inggris menggunakan media papan
flanel; 2) Anak meniru mengucap ata Bahasa Inggris sesuai gambar dalam papan flanel; 3) Anak menyebutkan
kata dalam Bahasa Inggris sesuai gambar dalam papan flanel; 4) Anak mencocokkan suara kata Bahasa Inggris
yang didengar dengan gambar yang melambangkannya dalam papan flanel; dan 5) Anak menghubungkan gambar
dan tulisan kata Bahasa Inggris di papan flanel, Peningkatan tersebut dapat dilihat perubahan untuk kriteria baik
disetiap siklusnya, pada saat pra tindakan menunjukkan hasil 16,67%, kemudian mulai meningkat pada Siklus I
sebesar 50%Y% dan pada Siklus Il sebesar 83,33%.

Kata kunci: mengenal kosakata, kosakata Bahasa Inggris, media papan flanel

Abstract

This study aimed to improve the ability to know the english vocabulary through the use of the flannel board
media in kindergarten ABA B2 group Ambarbinangun Kasihan BantulThis research was a collaborative
7 i is and Tageart. The e , v
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Dalam proses berbahasa, terdapat dua
proses pemerolehannya. Abdul Chaer (2009:
45) butkan  bahwa  berbal

merupakan gabungan berurutan antara dua
proses yaitu proses produktif dan proses
reseptif. Dalam kaitannya dengan proses
pemerolehan bahasa kedua pada anak TK
Kelompok B yang masih bersifat pengenalan,
proses tersebut termasuk dalam proses
berbahasa reseptif.

Abdul Chaer (2009: 46) menjelaskan
bahwa proses reseptif dimulai dengan tahap

rekognisi atau pengenalan akan arus ujaran

m i M. | Yoonisi)

tersebut yaitu kosakata (Martini Jamaris,
2006: 31). Kosakata menjadi salah satu yang
menjadi unsur penting dalam berbahasa.
Gorys Keraf (2009: 64) mengemukakan
bahwa kosakata adalah unsur bahasa yang
memiliki peran penting  dalam
pengembangan keterampilan bahasa yang
meliputi berbicara, mendengar, membaca dan
menulis yang merupakan  perwujudan
kesatuan perasaan dan fikiran yang dapat
digunakan dalam penggunaanya.

Penelitian ini berlangsung di TK

ABA Ambarbinangun yang beralamat di J1.

yang P 8 (2

berarti menimbulkan kembali kesan yang

Ambarbinang Tirtonirmolo, ~ Kasihan,

Bantul, Yogyakata. Di  TK ABA

pernah ada. Tahap peng
dengan tahap identifikasi, yaitu proses
mental yang dapat membedakan bunyi yang

kontrastif, frase, kalimat, teks, dan

Ambarbinangun terdapat 4 kelas yang dibagi
berdasarkan usianya. Masing-masing kelas
diampu oleh satu orang guru.-Fokus

penelitian ini ditujukan kepada anak-anak
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THE TEACHING AND LEARNING OF VOCABULARY

A first consideration in delineating the construct of “vocabulary
search and practice is that individuals have various rypes of vocabuls
that they use for different purposes. Failure 1o distinguish among the (hf-
ferent kinds of vocabulary can lead o confusion and disagreement about
both research findings and instructional implications. Generically. vocab-
ulary is the knowledge of meanings of words. What complicates this defini-
tion is the fact that words come in at least two forms: oral and print.
Knowledge of words also comes in at least two forms, receptive—that
which we can understand or recognize—and productive—the vocabulary
we use when we write or speak.

Oral vacabulary is the set of words for which we know the meanings when
we speak or read orally. Print vecabulary consists of those words for which
the meaning is known when we write or read silently. These are important
distinctions because the set of words that beginning readers know are
mainly oral representations. As they learn to read, print vocabulary comes
to play an increasingly larger role in literacy than does the oral vocabulary.

Productive vocabulary is the set of words that an individual can use when
writing or speaking. They are words that are well-known, familiar, and
used frequently. Conversely, recepitave, or re cognrition, zvulbull"v that ser of
words for which an individual can assign meanings when listening or read-
ing. These are words that are often less well known 1o students and less fre-
quent in use. Individuals may be able assign some sort of meaning to ther
even though they may not know the full subtleties of the distinction
Typically, these are also words thar individuals do not use spontancously.
However, when individuals encounter these words, they recognize ther
even if imperfectly,

n general, recognition or receptive vocabulary is larger than production
rabulary. And, as noted carlier, for beginning readers, oral vocabulary
trips print vocabulary. This is one of the determining factors
shaping beginning reading instruction. Beginning reading instruction is
typically accomplished by teaching children a set of rules to decode printed
words to speech. If the words are present in the child's oral vocabulary, com-
prehension should occur as the child decodes and monitors the oral repre-
wations. However, il the print vocabulary is more complex than the
child’s oral vocabulary. comprehension will nat occur. Thatis, the process of
decoding a word to speech does nothing more than change its representa-
ton from visual print ro oral speech. If it is nor in the child’s vocabulary, it is
simply an unusual collection of speech sounds. The details of this “theory
of vacabulary and reading instruction can be summarized in the following
way: Comprehension is a function of oral language and word recognition. That is,
Lomprehr:ns:on of print is a result of the ability 1o decode and recognize
words and oral language knowledge. There are two intermediate steps,
though. The first is the link between decoding and oral language.
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Unit One: What is vocabulary and what needs to
be taught?

What is vocabulary?

Vocabulary can be defined, roughly, as the words we teach in the foreign
language. However, a new item of vocabulary may be more than a single word
for example, post office and mother-in-law, which are made up of two or three
words but express a single idea. There are also multi-word idioms such as calf »
a day, where the meaning of the phrase cannot be deduced from an analysis of
the component words. A useful convention is to cover all such cases by talking
about vocabulary ‘tems’ rather than ‘words’.

Can you think of five or six further examples of vocabulary items, in any
language you know, that consist of more than one word?

What needs to be taught?

1. Form: pronunciation and spelling

The learner has to know whar a word sounds like {its pronunciarion} and what
it looks like (its spelling). These are fairly obvious characteristics, and one oc
the other will be perceived by the learnes when encountering the item for the
first time. In teaching, we need to make sure thar boch these aspects are
accurately presented and learned.

2. Grammar

The grammar of a new item will need to be taughr if this is not obviously
covered by general grammatical rules. An item may have an unpredictable
change of form in certain grammatical contexts or may have some idiosyneratic
way of connecting with other words in sentences; it is important o provide
Icarners with this information at the same time as we teach the base form.

i ve also its past form, if this
is irregular (think, thought), and we might note if it is transitive or intransitive.
Similarly, when treaching a noun, we may wish to present its plural form, if
irregular (mouse, mice), or deaw leamers” attention to the fact that it has no
plural at all (advice, information). We may present verbs such as wast and
enjoy together with the verb form that follows them (svarnt to, enjoy -ing), of
adjectives or verbs together with cheir ing p itions ( ible for,
remund someone of ).
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becauso they fitted neatly into the ‘trocture of the diy'

The advent of the communicative approach n the 19705 set the stige
foe & majo e-hink of the role ofveabulary. The communicatv vaue of
4 core vocabubuy has sbvys ben rcogrised, pariculry by tourss A
phrase book or dictionary peovides moce communicative mileage than &
grammar = in the short rerm atleast. Recognition of the meaning-making
potentialofwords eant ha vocabalrybecune s lsing objctie i s
v right. In 1984, for cxample, in the introduction to their Camdridge
English Crurir, Swan and Walter wrote that ‘vocabulary acquisition s the
argest and most important tsk ficing the lunguage learner’ Coussebooks

1 10 inchode actites that specificlly targeted vocabuliry
Mﬂemklm most (and sl a
grammar sylibuses, There e good groands fo reainig 4 gramticl
onanisation. While vcsbalry i hagely 3 cobition of items, gramnar s
» system of rales, Since one rule can geneeate a great many sentences, the
eaching of grammr is comsidered 10 be e productive, Grammar
mukiplie,whie vocabolary merely sdds, Howeve, o key deveopments
wene to challenge the hegemony of grammias, One was the lesicalsyllabus,
that it, & syllabus based on those words that appear with  high ‘ky« of
frequeacy in spoken sad writen English. The other was recopation of the
role of lexical chunks (see page 6) in the acquisition of linguage and in
achieving fluency. Both these ments (which we will ook st more

claely in Chaper 7) were uelld by discoveries tising from the new
science of corpus h[ul u:u i
The e b

X
P key

role vocabulary developenent playe in linguage learning, Even if most
coursebaoks scill adopt a grammatical syllabas, vocabulary i no longer
teated a5 an ‘2dd-on', Mich more attention i¢ ven to the grammar of
words, to collocation snd to word frequency. This is reflected in the way
ook prommated, For example, the back fhree recent

couryes claim:

Strong emghasi on vcabulry, with 1 articla focus o high froquency,
sl ords and phrases, fom Cusing Edge Intrmist)
Wel-defined vocabalary sylabus plus dictionary taining and proan-
cition practice inchding the use of phonetis. (from New Howduuty
Engish Coure)

oo 4 strongly lexical syllabus, peesenting und practising bundreds of
oatural ngrmiom which students will find immediately useful. (from
Innovtiem)

How 0 Teach Vocabulary
bkt s sch s the Direct Method ind sodiolingedl What does It We have been talking aboue the importance of having an extensve
b . . bulary - that is, knowing lots of words. But what does it mean to dnsey
e greates priocity to the teaching of grammatical structures. In onder not mean to ‘kmow  vocabulary , knowing
f: duq:n Amht Jearming; of these structures, the mumber of words aword? Aword? s
introduced in such courses ws ket firly low. Thase words which were Axthe moss basiclerel, knowing 1 word involves koawing:
ught were afen chosen cithee because they were eaily demanstrted, o o its form, and

* its meaning
0T tell you that there i, in Maoei, 2 word that takes the form tangs, you can
ot really claim to say yo ‘know sangi” since you don't know what feng
‘mearss, The form of the word tells you nothiing about its meaning,

So, what doss emgi mean? Well, it means sound But is that sownd the
‘noan, of sound the verb, us in to sound? In fact, it can mean both - so part
of knowing the meaning of tangi it knowing it grammatical function, But
tangi docsa't mean anly sawnd’, it alio mexns lamentation, dinge and fo
sweep. In fact the eaiate tangi (faneral lament) is an integral part of the
tangibong, o Maoti funeal ceremony, vo much o that femgi bas come to
mean (colloguialy) simply fneral. But, of course, ot u funeral in the
European sense. A Maoci fipi s 2 very diffecent kind of ceremony. For a
start ., (and g0 on), Ln other words, knowing the meaning of a woed is ot
st knawing it dicioeary meaning (or meanings) - it lso means knowing,
the words commonly associated with it (ts collocations) as well as its
connotations, incuding its register and its culeunl sccrerions,

Finally, we need 1 distinguish between receptive: knowledge and
prodhctive knowledge. Now that you know the mesning of tangi you can

bably cake sensc of the opening passge fiom the shot story Tangi' by
it [himaen:

Do ot listen to the wailing, Tama. Do ot listen to the women chanting

thei sorrows, the soaring wiats g which sings alone and disconsolte

shove the wailing, It is only the wind, Tama. Do not isten to the sorrows
of the marae ...

Aswuming you understood gl in this exwact, you may sl feel
uncomfortable about working the woed into a letter or dropping it into 8
covensation. (And so far you have only had its writeen form, not it spoken
form.) I acher words ou have recepiv,but o prcacive knowedge of
the ward Rseptive oowledgeexeeds productive knowledge and generaly
= bt ot abways = precedes it. That is, we undetstand moe words than we
ute, and we wsially undentand them defre we are capable of uttering

them,




Why dowe
forget words?

+ Affective depth: Related o the preceding oo, affective (¢, emarional)
information s stosed slong with cogaitive (.. intellectual) data, and may
ply an equally imporcant e on hove woeds are stored ar seclled. Jut
vt important for learnerst make cognitive judgements aboat words,
it may also be important to make afective judgements, such 3s Do | ke
the sund an ook o the word? D 1 ke he thing tho theword vpreintel
Dhr b eond el any plssans v umplssant anseiations? I Tt i,
Christopher Isherwood, coatinuing his discussion about feble and Tieh
(e page 19), makes the point that the difference between 3 able and ein
Tisch was that a table was the dining-table in his mother’s house and éin
Tisch was ein Tisch in the Cosy Corer [ low-ife bar in Berlin]’

Sinilrly, the reforming educationalist Sylia Ashton-Warner, who
taught reading and writing skills to underpeivieged chiklren in New
Zeahind in the 1960, used the affctive vlue of wards 35 the bass of
what the called her ‘key vocsbulary’ approsch. Her primary school
children chose the words they wanted to learn. These oftea had 2 strong
cmotional charge, wuch 38 Mumony, Daddy, Kiss frighiened, ghort. In
weaching exrly fteracy ane of Ashton-Warner's basic principles was thit
“First words mustbe made o the st of the child Nimsel, whatever and
wherever the child (from Ashton-Wames S, Teacker, Virago).

Even with the best willin the world, students forget words, As & rle,
forgettig is rapid at e, but gracually sows down, This s trve in both the
shas e (e, fom Jsn o keson)ad i he bong e (g, e 3
hol thas been ext P10 80p f materal s lost
within 24 hours of itiallearning, but that then the rate of forgetting Jevels
out, And 3 sy of eamers'etention of a foreign language (Spanish) over
an extened period showed that - n the absence of opportuities to ue the

= ragid forgetting occurred in the first chree o four years after
instruction, bat then evelled out, with verylte further los, even up to 50
years lats, Two factors seemed to determine stention. First, thote words
that were easy to learn were better ecained. (Sec the followiag secion for a
discussion of what makes 3 word easy or diffcul to learn ) Secondly, hose
words that were learned over spaced Jearning scasions were reained better
thin words that were lesmed in concentated barsts ~ consistent with the
principle of distibuted pricice sec page 24).

Forgetting may be caused both by interference from subsequent earsing
and by insuffccat recycling, With regard to interference, most teackers will
e Funiliar with the symptoms of‘orerlad', when the pric fo leaning new
nguage it is the forgetting of ld cnes, This seems to be particularly
e 1 words 1 taegh ha e vy il 10 rcealy acqoed woes,
The pew words have the effect of ‘verwritng the previoaly leamed
material. This it an arguent agou teaching words in Jexical sets where
words have very sl meanings (see Chapter 3).

More iportant, perhaps, as 2 remedy sgainst forgeting, s recycling
Research shows that spaced review of katned materal can dramatically
odie the rte of forgening. But it not enongh simply to repeat words, ot

How 10 Teach Vocabdary

polyylabic words - soch s in word il Lk ey, vy and
‘necesarly = can add to theit diffeulry,

Grammar: Alko problemasic is the grammar sssocated with the word,
especallyfthis differs o that of ity L1 equivalnt, Spaish eamer of
Eaglih, for examle ted to asume that exlin fllows the yame
pate 22 bth Spinish exglarund Englishtel 0d say e exploind mc
Thelesn R b verk (e emion oo o Bege s Totkowed
by an infntve (1) or 30 ~ing form (summing) can 30d 0 ity
ifficaly: And the gramimas of phrsal verbs i paticularly todblesome:
some phrasal verbs are separable (ibe osked the word up) bat athens are
ot (ke ook afer the childen)

Meaning, When two words overlp in meaning lestnes e lkely 10
confise them. Make 40 do ae a case in poiat: you mate bredfot and
make an appointosnd, but you do Al Beusework snd dp 4 questionain.
Words with moliple esnings, such as s and il can also be
toublesome forlemers. Having learned one mesning of the word hey
may be rehucant to aceept 2 second, tonlly diferent, meaning
Unfanlbae concepts nay make # wond difcult 1o leam, Thus, cubure

specifc tems wuch a words and expressions assocated with the game
cricket (o ey wicket,  but ik, geod inmings) il seem ficy opaque
10 most leamess and are unlikely to be easily learned.

+ Range, comotation and iiomaticity: Words thatcanbe wsed in a wide

range of contexts will genenlly be perceived 35 caser than their
symooyms with 2 nistowes range. Ths put i & very wide-ranging verd,
compared to s, plac,paiion, et Likewse, fiw is 4 afer bet thin
shinny, i, lender, Words that have style constraints, such s very
informal woeds (el for hros eoepfoe exchang), may cause problems.
Uncertainty 3 1o the connotations of some words may cause problems
100, Ths, propapends has negative connotations in English, but it
equivalent may smply mean pufity, On the othee hand, atentric does
oot have negative connotations in Enish, but ts nesrst eguivaent in
iherlanguages tay oeandewins, Pl woss o expresins tht e
idomatc ike ek yur mind, bp an e o .) will el be
mote diffcultthan words whose mesning i transpaseat (deide,wateh), It
is their idsomaticity, &5 well as their syntactic complexity, that makes
phrasal verbs o difficult.

What kind of  Giventhe kinds of iculy oudined sbove it s not surpeisi that lamers
mistakes do  Make mistakes with words.In fact, the sesearcher Paud Meara estimates that

fearners make?

lexical errors outaumber other types of esvor by more than three to one

Hereis 8 ample oflexical etors (undelned):

11 b aftar bgrwrg Erdeh shudg T gl ot e & free tim
at all

2 1% bhe 0 spend & cauphe of wodk somauhere on & uipless rard.

31 the wichrg s and wileg thor 0y 9nd

What makes a
word difficult?

10 re-encounter them in their ocginal contexts, Much bester i o recyele
them in different ways, and, ideally,at succesive levls of depth. Research
suggests that i learnées see or use 3 word in 2 way diferent from the way
they first met it, then better learning is schieved. For example, study this
sentence (in Maoi), and its transhtion: '

E Hiohepa e tangi, kii ra te tangi!

(Joseph, you are crying, but you have cried enoagh)

(from The Penguin Bosé of New Zoahond Verse)

Even if you cant make much sease of the grammar, the novel encounter
with angi,inits sense of‘crying’, i furthes sinforcement of fangi » funeral,

Anyone who has learned 2 secord language will kiow that some words
séem caset to learn than others. Easiest of all are those that are more of less
identical, both in mening and form, to their L1 equivalents. When this is
due 1 the fact that they derive from & common origin, they are called
cognates. Thus Catalan vevabuders, French vecabudasre, ltalian ewabslerio
and English swcabulery are all cognates and heace relatively easily
teansferable from one language to the other. The global spresd of English
has also meant that many English words have been borrowed by other
languages. Examples of such loan words in Japanese are shampu (shampoo),
boppingu (shopping), and smabbu (smack), Cognates and Joan words
provide 2 useful ‘way in' to the wocabulary of Englsh, and are worth
(3¢ page 35). However, a5 we have seen, there are & number of
if i K that

exgloit

i oy -
aktualniz are flse friends may make the learning of actually difficult for 4
Polish speaker (o 2 Freoch or Spanish speaker, for that matter), since they
may tend to avoid using it altogether. 3

Other fuctors that enake some words mare difficult than others are:

* Pronunciation: Research shows that words that are difficult to
pronounce are: more dificult to Jearn. Potentially difficult words will
typicall be those that contain soands that ase unfamiliar to some groups
of leamers = sach a regulor and lomy for Japanese speakers. Many
learners find that words with clusters of consoaants, such as strength ar
s ox breakfas, are also problemasic

Spelfing; Sound-spelfing mismatches are likely to be the cause of error,
cither of pronuaciation or of spellng, 3nd cin contribute to a words
difficlty. While most Engiish spellng is farly law-abiding, there are
o woue g Irbuinicie Ve thar sty sl o oo
particubrly prablematic: ireign, ien, bundacb, cimbing, Bord, hanest,
expbsard, mancke, et

Length aod complexity: Larg wonds seem to be no more dificalt to
Jearn than short ames. Bat, 153 ale of thumb, high frequency words tend
10 be short in Englsh, and therefure the learner s kely to meet them
more often, a fator favouring their leasnabilty’, Ao, varable stres i

z

2 How worth are learned

Al leica ermons e instances of a wrong choic of form - whether 3
spellngeror (x-.f iggening sl o v (el orthe wrong

word atogethe e uiihin, inbaling), Howeves, o convenence we can
ategare €10 i) T ajo ypes:

+ form-elated

+ meaning-relared

Fornv-seated erors include mis-selections, misformations, 0d spelling
and promunciation ertots, A niselction 1 whe an existing word form
it selocted that is similar in sound or spelling o the cormect form = the
equivalent toa naivespeaker's malapropism (ee page 16). For example: My
girfiend s very bungry with me (for angry). O, He poraded me to have
@ moise sporation (for e,

Misformations often result fiom misapplying word formation ale (see
age ), poducing non-cxistent words, 4§ 10  peopleess idand, o s
Bypenes f e, Smetmes these isorrions wllshow e influence
from the kamer mother tongue, i the ol okl emocionated - from
the Spanish emaionads (ecited). Whole words may be combined wrongly
1o foem non-existent combinations: Mot of time 1 juat watch shop windess
(fo go windoe-shopping) Ioms and Fsed expresions are wieable to
hiskind of i ap 4 stike ot bill he gl eggsgooe and e the i of
€ ountry

Speling mistakes reslt from the wrong choice of ktter (bl for slf,
she omission of kestes (tuding ot shdying,or the wrong arder ofktter
ittelfoe ltte). Pronunciation errors may resalt from the wrong; choice of
sound (ferve for fiee), addiion of sounds {eiheel for schusf), amission of
sounds (paduk for prodct) or misphaced word stress (omFORTG for
comfortabe).

Pleaniog-related erors typically oceue when words that have il or
tebted meanings are confissed and the wrong chaice is made. Thus ] bepe
o Label vt have s fo time Gnsead of I expes .}, And 1 i watcbing
fien end inbaling hir lovey el Wil satcingbelongs tothe et of
Verbs related to seng it s inappropeate for elatively static objects lke
Howers. Siniiely, inhafin tends t be used fo smoke of gas, and not smell
Thst s to say inbaling ot o v e M any ‘wrong word'
mistakes ae in fuct weong colocates. For exampl: 1 ho fifim yoar
experience 41 particudar professor (rather than @ prie teacher)

“.\(ﬂmngvmgr:! wn»f:;flmc etron may i om the ek L,
‘ehere the mening of a0 L word may notexacly match it L2 eqivileat.

ple ade by Spanih spakens . e it my s
Mesico iy In Spanish, the plal of pare frber) s parenss,

Learnery may alio be unaware of the differet connotations of reated
Wordh, causing wioog-choie ervos uch : | beoe hosen fo descrile Szphen
Hasking, o notoious siencfc of our cntury. Wi choice oay resl i
clashing styles, a5 in this etter by & Japanese student o the accommodation
buress ot my plce of work:
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which words stucer s aced o hnow and b aniention

studcn:

od Tists differ de-

vend th f ome list is of Timited use
| ndividual students may

ave a need for nferest but an: not
frequently. Thus, word freque portant. is pot the only
Pemcipie tht sundes tcachess’ selection of vocabulary W present m the
! apler that nform 1eacher decisions ahout
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i vocabulary issues, onderod by time: before

after reading

- e
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Vocabulary before reading

Once a text has been selected for use in class, seachers need 1o decide which
vocabulary words 10 teach before students begin 10 read the text. In making
this decision, they need so consder (1) what therr students already know of
the vocabulary in the text. 2) what vocabulary studes
10 make sense of the text, and (3) what vocabulary they will need to know to
function in the LYFL in the future - that is. the overall vocabulary goals of
the course

Wards that appesr frequently im o particular toxt hecsuse they are relaied
10 the topic of the text are known as tepic-specific or content-specific
vocabulary. For example, in a text on the topic of e cream, the words
Ravor, textuee, come, sundae, toppings, and carton might appear frequently
Since some knowledge of these words would he helpful for this reading
Rext. they should be presented belore stodents reid the text so that students
will
they encounter them in the text. Although sopic-spes
useful for short-term comprehension, it may not be frequent enough in the
overall L2/FL 10 be emphasized for students to learn. That 1s. students need
0 gecogaize it but may not need 1o earn it

Vocabulary that readers recognize when they see it bul do not use when
they speak or write is known as receplive vocubulary. Readers b
general sense of 3 word's meaning bat are not sure of its many meanings of
nuances of meaning. Productive vocabulary 15 the vocebulary thut people
sciially use 10 speak and wrile: Like L1 speakers, LYFL speakers have a
larger receptive than productive vocsbulary. Net every word that 1.2/
students encounter shoukd becume a part ol their productive vocabulary

Most students noed 10 see 4 wond many times in diffes
it is leamed, o entered into long-term memory. Althou,
indication that salient words i a particular text, whether high frog
gencral English usage or not, may he learned from reading (C. Brown 1993
278), presenting topic-specific words before reading does nol necessarily
result in students” learmimg those words. If teachers want students 10 learn
vocabulary, they must emphasize those words 1n postreading activities. The
introdaction of a word and the learning of a word are different masers
and require diffesent swiegics in the classmom

Tearming 3 wond is 4 complex matter involving many types of knowl
edge. In Teoching and Learning Vooabwlory (1990}, Nation sdentifies the
following categories of knowledge about x word:

s need 10 1

ize them when

e a general understanding of these wonds aud 1o

vocabulary is quite

nd distinzuish its varioas

Forn: Readers recog
mrammatical foems (noan. veeb, adjective. sdverb
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Vocabulary in language assessment 7

Bachman and Palmer (1996: 67) acknowledge that many language
tests focus on just one of the areas of language knowledge, such as
vocabulary. They give as an example a test for primary school children
learning English as a foreign language in an Asian country. In the
context of a teaching unit on "“Going to the zoo', the students are
tested on their knowledge of the names of zoo animals (Bachman and
Palmer, 1996: 354-365). The authors argue that, even at this elemen-
tary level of language learning, vocabulary testing should relate to
some meaningful use of language outside the classroom.

Howewver, their main concern is with the development of test tasks
that not only draw on various areas of language knowledge but also
require learners to show that they can activate that knowledge effec-
tively in communication. An illustration of the latter kind of task is
found in an academic writing test for non-native speakers of English
entering a writing programme in an English-medium university
(Bachman and Palmer, 1996: 253-284). The test-takers are required o
write a proposal for improving the institution’s admissions proce-
dures. Rather than the single global scale that is often employed to
rate performance on such a task, Bachman and Palmer advocate the
use of several analytic scales, which provide separate ratings for
different components of the language ability to be tested. In the case
of the academiec writing test, they developed five scales, for knowledge
of syntax, vocabulary, rhetorical organisation, cohesion and register.
Thus, vocabulary is certainly being assessed here, but not separately;
it is part of a larger procedure for measuring the students’ academic-
writing ability.




Thus, vocabulary is certainly being assessed here, but not separately;
it is part of a larger procedure for measuring the students” academic-
writing ability.

Three dimensions of vocabulary assessment

Up to this point, I have outlined two contrasting perspectives on the
role of vocabulary in language assessment. One point of view is that it
is perfectly sensible to write tests that measure whether learners know
the meaning and usage of a set of words, taken as independent
semantic units. The other view is that vocabulary must always be
assessed in the context of a language-use task, where it interacts in a
natural way with other components of language knowledge. To some
extent, the two views are complementary in that they relate to differ-
ent purposes of assessment. Conventional vocabulary tests are most
likely to be used by classroom teachers for assessing progress in

8 ASSESSING VOCAEBEULARY

vocabulary learning and diagnosing areas of weakness. Other users of
these tests are researchers in second language acquisition with a
special interest in how learners develop their knowledge of, and
ability to use, target-language words. On the other hand, researchers
in language testing and those who wundertake large testing projects

tend to be more concerned with the design of tests that assess learn-
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vocabulary learning and diagnosing areas of weakness. Other users of
these tests are researchers in second language acquisition with a
special interest in how learners develop their knowledge of, and
ability to use, target-language words. On the other hand, researchers
in language testing and those who undertake large testing projects
tend to be more concerned with the design of tests that assess learn-
ers’ achievement or proficiency on a broader scale. For such pur-
poses, vocabulary knowledge has a lower profile, except to the extent
that it contributes to, or detracts from, the performance of commu-
nicative tasks.

As with most dichotomies, the distinction I have made between the
two perspectives on vocabulary assessment oversimplifies the matter.
There is a whole range of reasons for assessing vocabulary knowledge
and use, with a corresponding variety of testing procedures. In order
to map out the scope of the subject, I propose three dimensions, as
presented in Figure 1.1.

The dimensions represent ways in which we can expand our con-
ventional ideas about what a vocabulary test is in order to include a
wider range of lexical assessment procedures. | introduce the dimen-
sions here, then illustrate and discuss them at various points in the
following chapters. Let us look at each one in turn.

Discrete — embedded

The first dimension focuses on the construct which underlies the
assessment instrument. In language testing, the term construct refers
to the mental attribute or ability that a test is designed to measure. In
the case of a traditional vocabulary test, the construct can usually be

labeled g< vocabulan boowwledee" of some kind The praciical sjonific
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Discrete

A measure of vocabulary
knowledge or use as an
independent construct

Selective

A measure in which
specific vocabulary items
are the focus of the
assessment

Context-independent

A vocabulary measure in
which the test-taker can
produce the expected
response without
referring to any context

PR

Embedded

A measure of vocabulary
which forms part of the
assessment of some
other, larger construct

Comprehensive

A measure which takes
account of the whole
wocabulary content of
the input material
(reading/listening tasks)
or the test-taker’s
response (writing/
speaking tasks)

Context-dependent

A vocabulary measure
which assesses the test-
taker's ability to take
account of contextual
information in order to
produce the expected
response

Figure 1.1 Dimensions of Vocabulary Assessment

return to in Chapter 4. However, most existing vocabulary tests are
designed on the assumption that it is meaningful to treat them as an
independent construct for assessment purposes and can thus be
classified as discrete measures in the sense that I am defining it here.
In contrast, an embedded vocabulary measure is one that contri-
butes to the assessment of a larger construct. I have already given an
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Amt %
Wy, Counseling-Learning, and Suggestopedia did not succeed in astfact-
ing the support of maiastream language teaching, each an be seen a5
stressing important dimensions of the teaching-lcarniog process. Tb
can be seen as offering particular insights that have artracted the attention
and/or sllegiance of some teachers and educators, but they have each seen
their popularity rise and wane since the 1970, Today, in most places,
they are of litle more than histarical interest. The fare of others, !u(tl a8
the Lexical Approach, Whole Langusge, Neurolinguistic Programming,
and Mulriple Inteligences, s yet to be fully determined, Becase of he
limited influence of most of the approaches and methods described bere
and because many of them have a relarively slight liserature, we have
generally provided less detailed descriptioni than for the ‘approaches 'nn.d
methods described in Parcs 1 and III. Compesency-Based lnstruction,
however, has a different status, since it is used as the hmmﬂx_ for the
design of nationsl curricula in English s well as other subjects in some
countries. ok

5 Total Physical Response

Background

Total Physical Response (TPR} is a language reaching method buile
around the coordination of speech and sction; it attempts to teach lan-
guage through physical (motor) activiry. Developed by James Ashes, &
professor of psychology at San Jose Seate University, Californis, it draws
on several traditions, including developmental psychology, learning the-
oy, and humanistic pedagogy, as well 1 on language teaching pro-
cedures proposed by Harold and Dorothy Palmer in 1925. In s develop-
meatal sense, Asher sees successful adult second language learning a5
pacallel process to child fiest language acquisition, He claims that speech
directed to young children consists primarily of commands, which ehil-
dren cespond to physically before they begin to produce verbal responses.
Asher feels that adults should recapitulate the peocesses by which chil:
dren acquire their native language.

Asher shares with the school of humanistic psychology 4 conceen for
the role of affective {emotiona!) factors in language learning. A method
that is undemanding in terms of linguistic poduction and that involves
gamelike movements reduces learnar stress, he believes, and ceeates &
positive mood in the learner, which facilitates Jearning,

Approach: Theory of language and learning

TPR eeflects 8 grammarbased view of language. Asher states that *most
of the grammatical steucture of the target language and hundreds of
vacabulary items can be learned from the skillful use of the imperative by
the inseructor” {1977: 4), He views the verb, and particularly the vezb in
the imperative, as the central linguistic motif around which language use
and learning are organized.

Asher sees a stimulus-response view as providing the learning theory
undeclying language teaching pedagogy. TPR can also be linked to the
“trace theory” of memoty i psychology (e.g., Katona 1940), which
holds that th ften or ch intensively a memory conniection is
traced, the stronger the memory association will be and the more likely it
will be recalled. Retracing can be done verbally (.., by rote eepetition)
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15 Total Physical Response

Introduction

We saw Chapter 3 that maajor ap hes and h k gt the twentieth contury
wecar grinerally infivencod by theorkes of i and | g drawn from the dis
ciplimes of linguistics and applied linguistics — and from the 1usas onwards, oficn from oh
discipiine of second ition. ¥ some methods were based on learniomg

thearies not specific o I.ngqu Ic‘mln‘,. for example. Audiolingualisms (Chapter 4} drew
o B hansor Total Physical Respomnse (TPR) 5 another example of a teachang method
that goes ocutside mainstream applicd fing ~ for s basis. It &= o langeage

b hod bush 4 the © di of speech and actioe: it stempts to teach
language throsgh physical fmotar) activity. Developed by James Asher, wivo was a profissor
of prychology at San Jose State University. Californsa. it draws on several tradsions. includ
ing & - 1 paychology. | ing theary, and humanistic podagogy. as well as on ks
guage teaching procedures proposed by Harold and Dorotby Palmer in 1923, Let ws briefly
consider thesc precedents to TPR.

TPR is limked 10 the “trace theary™ of nw'u(wry in 'u,uml-gu (o, Katoma 1usok
which holds that the more oftco or mose jon is traced. the
will be and the more Likely it unll be recalled. Retracing
cam be done v-—.h.ln (e by rote repetition) and/or i asseciation with motor activity
Combined tracing activities, such as verbal rehearsal accompanied by motor activity. beace
increase the probability of seccessful recall

In & devclopment sense, Asher sees svccessful adult second language learning as
.unlh.-l process to r.hnd first language acquisition. He claims that speech directed 1o yousg

ily of ds shich <hal e} 1 ta physically b they
begln to produce vectiad responses. Asber fecls adults should recapitulate the processes by
which children acquire their mother to.

Asher shares with the school of humanistic paychology a concerm for the role of
atfective (emotional) factors in langusge kearnias. A method that is usdemanding in ters

e

of Bargguint prodection and that 1 learser stress, b
belioves. and creates a positive mood in the learner. which facilitates lcarming.

Ashes's oe developing akills betiore the learner & taught 1o
speak limks him 1o & meovement in lnrr-‘n 1 tenchi reforred 1o as the

Comprehension Approach (Winitz 19%1). This refers to several different comprehension
based language seaching propassls which share the belief that (a) comprebension ahilitics
1 ! puakd be

precede productive skills in 5= {5) the ing of speaking
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Series Editors’ Preface

It is always a feeling of great pride for general editors of a pedagogical
series when the resounding success of one of its books leads o the
demand for publication of a second, expanded edition. We are therefore
extremely pleased that Diane Larsen-Freeman has undertaken to con-
tribute to the field of language-teaching professionals  newly cevised,
updated, and enlarged version of her original and immensely valuable
Techniques and Principles in Language Teaching, The ways in which the
second edition differs from the first—from the addition of new methods,

(hmu;h more attention to the learning process, to a little self-indulgence
in h amply d {in Diane’s own mes-

sage ‘To the Teacher Educator’, and these are departures chat are both
appropriate and illuminaring. Wha( has not changed, however—~and
‘modesty would prevent her from saying so—are the intangible qualities
that made the first edition so special: enlightenment without condescen-
sion, comprehensiveness without tedium, engagement without oversim-
plification. Still evident as before is Diane's gift for being able gently o
lead one to examine onc’s own professional behavior for possible incon-
gruities between one's view of language and the way one teaches it. And
still there, even intensified, is evidence of her serious and deeply personal
thought devoted to complex pedagogical issues and her incomparable
al-nhry to m:k: these matters come alive with great clarity for the widest

dership. It is no mean

Russell N, Campbell
William E. Rutherford
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far. Everything is bright and colorful. There are several posters tmlthc
walls. Most of them are travel posters with scenes from the United
Kingdom; a few, however, contain grammatical information. One hasthe
conjugation of the verb ‘to be' and the subject pronouns; another has the
object and possessive pronouns. There i also a table with some rhythm
instruments on it. Next to them are some hats, masks, apd other props.
“The teacher greets the students in Arabic and explains that r_iwy are
about to begin a new and exciting experience in language learning. She
says confidently, “You won't need to try to learn, It will just come natu-
rally! ) .
‘Fyim, youwill al get to pick new names—English ones. l,' will be fun,
she says, Besides, she tells them, they will necd new identities (ones they
can play with) to go along with this new experience. She shows the class a
postee with different English names printed in color in the Rom alph_z-
bet. The students iliar with the R Iphabet from their earlier
study of French. There are men’s names in one column and women's
‘names in another, She tells them that they are each to choose a narqt..shc
pronounces each name and has the szudlc:ms‘ r:pez: the pronurciation.

Desuggestopedia 75

they should just choose a profession to go with the new name, Usitig pan-
tomime to help the students understand, the teacher acts out various
occuparions, such as pilot, singer, carpentes, and artist, The students
choase what they want to be.

The teacher greets each of the students using their new name and asks
them a few questions in English about their new occupations, Through
her actions the students understand the meaning of her questions and
they reply ‘yes” or ‘no.’ There is a great deal of recycling of the new lan-
guage. She then teaches them a short English dialog in which two peaple
preet each other and inquire what each other does for a living, After prac-
ticing the dialog with the group, they introduce themselves to the teacher,
Then they play various chythm instruments that the teacher has brought
as they sing a name song.

Next the teacher announces to the class that they will be beginning a
new adventure, She distributes a twenty-page handout, The handout con-
tains a lengthy dialog entitled ‘To want to is to be able to,” which the
teacher translates into Arabic. She has the students turn the page. On the
right page are two columas of print: I the left one i the English dialog; in
the right, the Arabic translation. On the left page are some comments in
Arabic about certain of the English vocabulary items and grammatical
structures the students will encounter in the dialog on the facing page.
These items have been boldfaced in the dialog, Throughout the tweaty
pages are reproductions of classical paintings,

Partly in Arabic, partly in English, and partly through pantomime, the
teacher outlines the story in the dialog, She also calls her students’ atten-
tion to some of the comments regarding vocabulary and grammar on the
left-hand pages. Then she tells them in Arabic that sheis going to read the
dialog to them in English and that they should follow along as she reads,
She will give them sufficient time to look at both the English and the
Arabic, ‘Just enjoy, she concludes,

The teacher puts on some music. It is Mozart's Violin Concerto in A.
Aftera couple of minutes, in a quict voice, she begins to read the text. Her
reading appears to be molded by the music as she varies her intonation
and keeps chythm with it, The studeats follow along with the voice of the
teacher, who allows them enough time to silently read the translation of
the dialog in their native language. They are encouraged to highlight and
take notes during the session, The teacher pauses from time to time to

i b

One by one th h y

appears pleased with their choices. ; Y
Next, she tells them that during the course they will create an imagi-

nary biogeaphy about the life of their new identity. But for now, she says,

allow the stud ic, and for two or three mi 1
time, the whole group stands and repeats after the teaches, joining théic
voices to the music.

Following this musical session, the lesson pauses. Whenthe studenis
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Alternative approaches and methods

andlor in association with motor activity. Oombingd_&iﬁm Afxivitiu,
such a5 verbal rehearsal accompanied by moror activity, hence increase

ibility of successful recall A
'h;nmt;olz Asherhas clsborated an accountof what he feels facilitates
or inhibits foreign Janguage learning. For this divlmnsmn of his learning
theory he draws on theee rather influential learning hypotheses:

. There exists a specific inate bioprogeam for language learning,
: I/h::\ ‘:lﬂncs?:x optimal path for firse and second language
development, )
2, Brain lateralization defines diff

ight-brain hemispheres, :
3 ;I;zm [ax: affctive filter) intervenes between the act of leaning and
what is to be leamed; the lower the stress, the geeater the learning,

erent learning functions in che left-and

Let us consider how Asher views each of these in twen.

The bio-program )

i isa "] " (see Chaprer 1),
Asher's Total Physical Response is a “Natural Method® (see ¢ X
inasmuch as Asher sees first and second langusge learning as paralle]
processes. Asher secs three processes 25 central:

1. Childzen develop listening competence before they d‘f’F[PP the abilicy
to speak. At the early stages of first language acquisition, they can
understand complex utterances that they cannot 1ponl|ne57us!y pro-

o imitate. ; ’

2, dC?n?l‘dr:n'x ability in listening comprehension is acquired because chil-
dren ase required to respond physically to spoken language in the
form of parental commands. ) i

3, Once 2 foundation in listening comprehension .has been established,
speech evolves naturally end effortlessly out of it.

Pacall] o the processes of first inguage kearning, the foreign language
learnex should fist internalize & “cognitive map” of the target langusge
through listening exescises. Listening !Mu]d'h: accompanied by physical
movement, Speech and ather productive skills should come later. Asher
bases these assumptions on his belief in the existence in the human brain
of a bio-program for language, which defines an optimal order for first
and second language learning,

A reasonable hypothesis i that the beain and nervous syscem aze b?dop:nl!y
programmed to acquite language . .. ina plm':u!lr sequence and in a partc-
ular mode, The sequence s listening before speaking and the mode is to syn-

chranize language with the individual’s body, (Ashec 1977 4)
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Brain lateralization

Asher sees Total Physical Response as directed to tight-brainylearning,
whgrm most second language teaching methods are directed to Jef-
brain leaening, Drawing on work by Jean Pisger, Asher holds that the
q“ld language learner acquices language through motor movement -
right-hemisphere activity. Right-hemisphere activities must occur before
the left hemisphere can process language for production.

Similarly,the adul should proceed to language mastery through right-
hemisphere motor activities, while the left hemisphere watches and
learns. When a sufficieat amount of right hemisphere learning has taken
place, the left herisphere will be triggered to produce language and to
initiate other, more absteact |anguage processes.

Reduction of stress

An importan condition for successful language learning i the abseace of
steess, Fiest language acquisiti placein a st i
according to Asher, whereas the adult language learning environment
often causes considerable steess and anxiety. The key to stress-free learn-
ing s to tap into the natural bio-progeam for language development and
thus to recaprure the relaxed and pleasurable experiences that accom-
pany firstlanguage learning. By focusing on meaning interpeeted through
movement, rather than on language forms studied in the abstracr, the
learner s said to be liberated from self-conscious and stressful situations
and is able to devote full energy to learning,

Design: Objectives, syllabus, learing activities, roles of
learners, teachers, and materials

The geaeral objectives of Total Physical Responise are to teach oral profi-
cieney ata beginning level. Compreheasion is a means to an end, and the
ultimate aim s to teach basic speaking skills. A TPR course aims to
produce leacners who are capable of an uninhibited communication that
isintellgible to a native speaker, Specific instructional objectives are not
claborated, for these will depend on the particular.needs of the learners.
Whatever goals are set, however, must be attainable through the use of
action-based dills in the imperative form,

‘The type of sylabus Asher uses can be infeceed from an analysis of the
exercise types employed in TR classes. This analysis reveals the use of a
seatence-based syllabus, with grammatical and lexical criteria being pei-
mary in selecting teaching items, Unlike methods that operate from 3
‘grammaz-based or structural view of the core elements of language, Total
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andlor in association with motor activicy. Combined tracing a?ﬁviﬁa,
such as verbal rehearsal accompanied by motor activity, hence increase

the possibility of successful recall. 3

In addition, Asher has claborated an account of wlug he fcels{fndliu.m #
or inhibits foreign language learning. For this dimension of his learning 3
theory he draws on three rather influential learning hypotheses:

1. There exists a specific innate bio-program for language Jearning, 7
which defines an optimal path for first and second language i
development. o E
Brain lateralization defines different learning functions in the left- and
right-brain hemispheres, .

Stress (an affective filter) intervenes between the act of learning and
what is to be learned; the lower the stress, the greater the learning.

il o

Let us consider how Asher views each of these in twen.

The bio-program i
Asher's Total Physical Response is a "Natural Method” (see Chaper 1), 3
inasmuch as Asher sees first and second language learning as pasallel -
processes. Asher sees three processes a5 central:

Children develop listening comperence before they develop the abiliy
10 speak. At the early stages of fist language acquisition, they can
understand complex utcerances that they cannot spontancously pro-
duce or imitate. ) ? ;
Childcen's ability in listening comprehension is acquied because chil-
dren ase required to respond physically to spoken language in the
form of parental commands. s
Once 2 foundation in listening comprehension has beea established,
speech evolves naturally and effortlessly out of it.

™~

-

Parallel to the processes of first language learning, the foreign language
learner should first internalize a “cognitive map"” of the target language .
through listening exercises. Listening should be accompanied by physical i
movement, Speech and other productive skills should come later. Asher 7
bases these assumptions on his belief in the existence in the human brain

of a bio-program for language, which defines an optimal order for first

and second language learning.

A reasanable hypothesis is that the brain nd nervous system ace biologically
programmed to acquicc language ... in & parscular sequence and in a partic-
War mode, The sequence is listening before speaking and the mode s to syn-
chronize language with the individual's body. (Asher 1977: 4) 9
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Brain lateralization

Asher sees Total Physical Response 15 directed to right-brainlearsing,
wh;m; most uconq language teaching methods are directed to lefx:
bt_am leacning, Drawing on work by Jean Piaget, Asher holds that the
child language learner acquites language through motor mavement - 2
right-hemisphere activity. Right-hemisphere activities must occur before
the left hemisphere can process language for production.

Snfmlarly, the adult should proceed to language mastery through righe-
hemisphere momr.mivin'u, while the left hemisphere watches and
leazns. When a sufficicat amount of right-hemisphere learning has taken
place, the left hemisphere will be triggered to produce langusge sad to
initiate other, more abstract language processes.

Reduction of stress

An important condition for successful language learning is the absence of
stees. First language acquisition takes place in s stress-free enviconment,
according to Asher, whereas the adult language learning environment
_ofrql causes considerable stress and anxiety. The key to stress-free learn-
ing is t0 tap into the natural bio-progeam for language development and
thus to recapture the relaxed and pleasurable experiences that accom-
pany first language leaming, By focusing on meaning interpreted through
movement, rather than on language forms studied in the abstract, the
learner is said to be liberated from self-coascious and stressful siruations
and is able to devote full energy to learning,

Design: Objectives, syllabus, learning activities, roles of
learners, teachers, and materials

The general abjectives of Total Physical Responise are to teach oral profi-
cieacy at albe;mning level. Comprehension is 3 means to an ead, and the
ultimate aim is 1o teach basic speaking skills. A TPR course aims to
produce leacners who are capable of an uninhibited communication that
is inelligible o a native speaker. Specific instructional objectives are not
elaborated, for these will depend on the particular needs of the learners.
Whatever goals are set, however, must be attainable through the use of
action-based drills in the imperative form,

‘The type of syllabus Asher uses can be inferred from an analysis of the
exercise types employed in TPR classes. This analysis reveals the use of a
lum_nlce-hnxedl syllabus, with grammatical and lexical criteria being pri-
mary in selecting teaching items. Unlike methods that operate from a
grammar-based or structural view of the core elements of language, Total
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return, they see that the teacher has hung a painting of a calming scen in
nature at the front of the room, The teacher then explains that she will
read the dialog again. This time she suggests that the students put down
their seripts and just listen, The second time she reads the dialog, she
appears to be speaking at a normal rate. She has changed the music to
Handel's Water Music. She makes no attempt this time to match her voice
to the music. Wich the end of the second reading, the class is over. There s
o homework assigned; however the teacher suggests that if the students
wantto do something, they could read over the dialog once before they go
to bed and once when they get up in the nioming.

We decide to attend the next class to see how the teacher will work with
the new matesial she has presented. After greeting the students and hav-
ing them introduce themselves in their new identities once again, the
teacher asks the students to take out their dialog scripts.

Next, the teacher pulls out a hat from a bag. She puts it on her head,
points to herself, and names a character from the dialog. She indicates
that she wants someone else to wear the hat. A girl volunteers to do so.
‘Three more hats are taken out of the teacher's bag and, with a great deal
of playfulness, they are distributed. The teacher turns to the four students
wearing the hats and asks them to read a portion of the dialog, imagining
that they are the character whose hat they wear. When they finish their
portion of dialog, four different students get to wear the hats and con-
tinue reading the sceipt, This group is asked to read it in a sad way, The
next group of four read it in an angey way, and the last group of four ina
cheerful way.

The teacher then asks for four new volunteers. She tells them that they
arc auditioning for a role in a Broadway play. They want very much 1o
win the role. In order to impress the director of the play, they must read

their lines very dramatically. The first group reads several pages of the
dialog in this manner, and following groups do this as well.

Next, the teacher asks questions in English about the dialog, She also

k o give her the English on of an Arabic d
vice versa, Sometimes she asks the students to repeat an English line after
her; still other times, she addresses a question from the dialog to an indi-
vidual student, The classcoom environment remains very lively and playful.

Next, she teaches the students a children’s alphabet song containing
English names and occupations, ‘A, my name is Alice; my hushand's
name is Alex. We live in Australia, and we sell apples. B, my name is
Barbara; my husband's name is Bert. We live in Brazil, and we sell books.'
The students are laughing and clapping as they sing along.
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After the song, the teacher has the students stand up and get in a ci
She uk:? outa medium-sized soft ball. She theows thg ball (1.9: onew;ﬁ
and, while she is throwing it, she asks him what his name s in English. He
catches the ball as he says, ‘My name is Richard,' She indicates that he is
o throw the ball to another student while posing a question to him,
Rn}ad asks, “What you do?* The teacher corrects in a very soft voice
saying 'Wl)m do you do?" The student replies, ‘I am a conductor,’ The
game continues on in this manner with the students posing questions to
uhn: afwthe; amrw the ball. The second class is now over. Again,
there is no hor assigned, other ialogifa stu-
oot oy igned, other than to read over the dialog if a stu

During the third class of the week, the students will continue to work
with this dialog. They will move away from reading it, However, and
move luwuvd' using the new language in a creative way. They will play
some competitive games, do role plays (sce description in the techniques
review) and skits. Next week, the class will be introduced to a new dialog
and the basic sequence of lessons we observed here will be repeated,

I the classroom next doos, an intermediate class is studying, The stu-
dents arevseated around a rectangular table, On the table there are a few
toysand instruments. Again there are posters around the room, this time
of more complicated grammar. As we listen in, the teacher is introducing
a stoty from a reade. She gives synonyms or descriptions for the new
words, She reads parts of the story and the students do choral and indi-
vidual reading of other sections. New words, families of words, and
expressions are listed at the end of the story for reference, The intermedi-
ate students are encouraged to add their own new words and phrases to
the lesson with their translations, The students use more complex tenses
and language structures,

‘The teacher presents the first story and lists of related words and struc-
tures toa Mvm piano concerto in much the same way as the begin-
ners’ dialog is read, followed by a shorter second reading, this time to a
piece by Bach. The following days include reading, singing, discussions,
story llellnng, grammar and pronunciation games, and writing, all orches-
trated in a creative and playful fashion,

THINKING ABOUT THE EXPERIENCE
Let us now investigate Desuggestopedia in our usual fashion. First, we

wi]l l}st our observations. From these, we will attempt to uncover the
principles of Desuggestopedia, A
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Observations

1 The classroom is bright and
colorful.

2 Among the posters hanging
around the room are several
containing grammatical
information.

3 The teacher speaks
confidently.

4 Theteacher gives the students
the impression that learning
the target language will be easy
and enjoyable.

§ The students choose new
names and identities.

6 The students introduce
themselves to the teacher.

7 They play thythmic
instruments as they sing a
SOng.

8 The teacher distributes a
lengthy handout to the class.
The title of the dialog is ‘To
wanttois to be able to.”

principles

Learning is facilitated in a cheerful
environment.

Students can learn from what is
present in the environment, even if
their attention is not directed to it
(‘Peripheral learning’).

[f students trust and respect the
teacher’s authority, they will
accept and recain information
better.

The teacher should recognize
that learners bring certain
psychological barriers with them
to the learning situation. She
should attempt to ‘desuggest’
these.

Assuming a new identity enhances
students’ feeling of security and
allows them to be more open,
They feel less inhibited since their

rformance is really that of a
different person.

The dialog that the students learn
contains language they can use
immediately.

Songs are useful for ‘frecing the
speech muscles’ and evoking.
positive emotions.

The teacher should integrate
indirect positive suggestions
{‘there is no limit to what you can
do') into the learning situation.

Observations

9 The teacher bricfly mentions a
few points about English
grammar and vocabulary,
These are in bold print in the
dialog.

10 There are reproductions of
classical paintings throughout
the ext.

11 In the left column is the dialog
in the target language. In the
right column is the native
language translation.

12 The teacher reads the dialog
with a musical
accompaniment. She matches
her voice to the chythm and
intonation of the music.

13 The teacher reads the scripta
second time as the students
listen. This is done to different
music.
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Principles

The teacher should present and
explain the grammar and
vocabulary, but not dwell on them.
The bold print allows the students’
focus to shift from the whole text
to the details before they return to
the whole text again, The dynamic
interplay between the whole and
the parts is important.

Fine art provides positive
suggestions for students.

One way that meaning is made
clear is through native language
translation,

Communication takes place on
“two planes’: on one the linguistic
message is encoded; and on the
other are factors which influence
the linguistic message. On the
conscious plane, the learner
attends to the language; on the
subconscious plane, the music
suggests that learning is casy and
pleasant. When there is a unity
berween conscious and
subconscious, learning is
enhanced.

A calm state, such as one
experiences when listening to a
concert, is ideal for overcoming
psychological barriers and for
taking advantage of learning
potential.
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Abstracr

FPembelajaran bahasa Inggris unmk anak-anak kecl (yownsg obifdren) menuntut guno
untuk selalu kreatif dan inowvatif dalam mendesign aktivitas pembelajaran di kelas.
Pengajaran bahasa Inggrs untuk anak-anak kecil tidak mudah mengingat anak-anak
kecil mempunyai karakteristik dan keunikan tersendin dalam mempelajar sebuah
bahasa. Setiap gpuru tentu menginginkan kegiatan pembelajaran yang efektif dan
bermutu baik. MNamun, persoalannya adalah bagaimana pembelajaran bahasa
Inggris untuk anak-anak dapat dilakukan sccara cfcktif dan maksimal. Maka, guru

sebagai

fasilitator, pelaksana dan

engembang

kurikulum harus mampu

menentukan metode pengajaran yang kreatif, inovatif dan relevan untuk anak-anak
kecil. Salah satu metode pembelajaran bahasa Inggris yang relevan untuk anak-anak
kecil adalah metode Total Physical Response (TFR). TPR adalah scbuah metode
pengajaran bahasa yang sampai detik ini masih dianggap sebagai metode yang
sangat populer dan relevan untuk ditcrapkan dalam pengajaran bahasa Inggns
untuk ana-anak kecil baik di MI magpun S, Olch karema itu, artikel i akan
mencoba untuk menjelaskan secara detail tentang metode Total Physical Response
(TPR) serta implementasinya dalam pembelajaran Bahasa Inggrs untuk anak-anak

kecil di MI/SD.

Keywords: Implementasi, Metode, Total Physical Response (TPR)

Pendahuluan

Bahasa Inggris

merupakan salah samm mata pelajaran yang sangat

fundamental unruk diajarkan kepada anak-anak kecil khususnya siswa di tingkat
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Selain ita, Larsen dan Freeman juga mengemukakan beberapa prinsip dalam
proscs belajar mengajar dengan menggunakan motode total physical response.
Gum sebagai fasilitator di kelas hamis mendesign aktifitas pembelajaran yang
didasarkan pada prinsip-prinsip TPR berikats"

1. Makna dalam bahasa arget (erger fanguege) dapat disampaikan melalui
indakan. BMemori diaktifican melalui respon siswa. Bahasa target tidak bolch
disajikan dengan sepotong atan kata demi kata.

2. Pemahaman siswa perhadap bahasa target hames dikembangkan sebeloam
berbicara.

3. Siswa dapat mempelajarn bahasa dengan mengounakan gerakan tubuh mercka.

4. Perintah (femperarse) adalah perangkat limgnistik yamng bisa guorn gunalan ook
mengarahkan perilakn siswa.

“* Hemry G- Tarigan. & ok Bafa (Bandt 200 Bim 149
“ Drame. Larsen & Techs and Princpie, (U_S.A: Oxford Uniwersity Press. 200400, p.
114115
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5. Siswa dapat mempelajar bahasa melalni pengamatan tindakan serta densgan
melakukan tindakan sendiri.

&. Perasaan sukses, percaya diri dan kecemasan yang remdah menduokuong
kcgiatan pembolajaran bahasa.

7. Siswa tidak boleh diberikan materi menghafal mtinitas tetap.

3. Korcksi hams dilakbukan dengan cara yvang ddak mengoanggn.

9. Siswa mdak hars mengembangian fleksibilitas dalam memahami kombinasi
bar dari target bahasa. Bdercka perlu memahbami kalimat yvang topal yamg
digunakan dalam Latiham.

10. Pembelajaran bahasa akan lebih efektif dengan aktifitas pembelajaran yang
muenycnangkan.

11. Kemampuan berbicara hames hamas lebhih ditckankan sebelum bahasa termualis.

12. Siswa akan mulai berbicara ketika mercka sudah siap.

13. Siswa diharmapkan untok membuaat kesalahan ketika meereka pestama kali mmlai
berbicara.

Implementasi Mlctorde Total Physical Response (TPR) dalam

F lajaran Bah Inggris untuk Anak-amnak ML/SDY
Seperti yvamng suadah dijelaskan seccara detail di atas balwa metode Total
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~in Language

Teaching
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116 Total Physical Response

Using commands to direct behavior

Itshould be clear from the class we obscrved that the use of commands is
the major teachi hni f TPR. The ds i getstu-
dents to perform an action; the action makes the meaning of the com-
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Action sequence

At one point we saw the teacher give three connected commands, For

example, the teacher told the scudents to point to the door, walk to the

door, and touch the door. As the students learn more and more of the tar-
& cin be i i

get a longer series of d

mand cleac. Since Asher sugg pace lively, i for
ateacher to plan in advance just which commands she will introduce in a
lesson, If the teacher tries to think them up as the lesson progresses, the
pace will be too slow.

At first, to clarify meaning, the teacher pesforms the actions with the
students. Later the teacher directs the students alone. The students
actions tell the teacher whether or not the students understand.

As we saw in the Jesson we observed, Asher advises teachers to vary
the sequence of the commands so that students do not simply memorize
the action sequence without ever connecting the actions with the lan-

K“A‘flm believes it is very important that the students feel successful.
‘Therefore, the teacher should not introduce new commands too fast. Itis

ded that a teacher present ds at a time. After stu-
dents feel successful with these, three more can be taught.

Although we were vnly able to observe one beginning class, people
always ask just how much of a language can be taught through the use of
imperatives. Asher claims that all grammar features can be communi-
cated through imperatives. To give an example of a more advanced les-
son, one might introduce the form of the past tense as follows:

TEACHER Ingrid, walk to the blackboard.
(Ingrid gets up and walks to the blackboard.}
TEACHER Class, if Ingrid walked to the blackboard, stand up.
(The class stands up.)
TEACHER Ingrid, write your name on the blackboard.
(Ingrid writes her name on the blackboard.)
Teacker Class, if Ingrid wrote her name on the blackboard, sit
down.

(The class sits down.)

Role reversal

, which
together comprise a whole procedure. While we did not see a long action
sequence in this very first class, a little later on students might receive the
following instructions:

Take outa pen.

Take out a piece of paper.

Write a letter. (imaginary)

Fold the letter,

Put it in an envelope,

Seal the envelope.

Write the address on the envelope,
Put a stamp on the envelope.

Mail the letter.

This series of commands is called an action sequence, or an operation.
Many everyday activities, like writing a letter, can be broken down into
ion sequence that studen be asked to perform.

CONCLUSION

Now that we h peri TPRcl d i
its principles and techniques, you should try to think about how any of
this will be of usc to you in your own teaching. The teacher we observed
was using Total Physical Response with Grade $ children; however, this
sal;;e method has been used with adult learners and younger children as
well.

Ask yourself: Does it make any sense to delay the teaching of speaking
the target Iangpag_:? Do you believe that students should not be encour-
aged to speak until they are ready to do s0? Should a teacher overlook
certain student errors in the beginning? Which, if any, of the other princi-
ples do you agree with?

Would you use the imperative to present the grammatical structures

O

Stud their teacher ction:

Asher says that students will want to speak after ten to twenty hours of
TN Ty

and bulary of the target language? Do you believe it is possible to
teach all grammatical features through the imperative? Do you chink that
ing 1 PR Ll di

nstruction, alth

h d take longer. S
be encouraged to speak until they are ready.

Would h
and writing in the manner described in this lesson? Would you want fo
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