CHAPTERII

REVIEW OF LITERATURE

To facilitate the understanding of speaking problend Content-based
Instruction (CBI) as its alternative solution, aviesv of relevant literature is
presented below. It consists of a review of furthealysis related to theories on
CBI, theme-based model, speaking skills, problefspeaking, and CBI as a

solution to speaking problems.

2.1 Content-based Instruction (CBI)

Content-based Instruction (CBI) is “the integratmina particular content
(e.g., math, science, social studies) with secamguage aims... It refers to the
concurrent teaching of academic subject matter sexbnd language skills”
(Brinton et al, 1989). While Brown (1994) cited t@howdury (2009) says
“...content-based language teaching integrates I¢hening of some specific
subject-matter content with the learning of a sedanguage”

Sutorius as cited by Marani (1991) defines CBI #w “integration of
linguistic and content material for the purposes@juiring a second language in
an academic setting”. Rather similarly, KrasherB8@)9ooints out that in content-
based instruction, students can acquire the coaremat of the subject matter with
comprehensible input, and simultaneously incredsar tlanguage skills. To

achieve the goal of language skills improvemengsken (1982) advocates that



the focus of the teaching is on the authentic ama@mmgful input, not on the
grammatical form. Furthermore, studies reportedDoyjay, Burt, and Krashen
(1982) lead clearly to the conclusion that timenspga experiencing the target
language as the medium of instruction is much meffective in producing
language proficiency than the time spent in didaciguage instruction alone.
More specific, William and Burden (1997, cited imeB/ster, 2004) claim that
CBI has some principles, those are: 1) constrigtivallows students to be active
participation in classrooms; 2) CBI focuses on arn@ang-centered and learning
process; 3) it increases potential for involvingfedent learning styles and
multiple intelligences which supports to uncoverdeints’ talent and potential; 4)
it leads to developing students’ independence agidissfficiency through
individual, pair, and collaborative work.

Based on the facts above, it can be inferred tHak i€ an effective
approach to make student master a foreign langwspecially in speaking
through the content of a course. CBI is effectivédé applied for adolescent class
since learning-centered process, pair and collaiberavorks, and the different
topics and activities in CBI can increase adoletstanotivation. It is important

because as stated above, adolescents are lesat@dtind less self-confident.

2.1.1 Definition of Content
The use of content in CBI is unremarkable sinctdilitates language

growth by providing rich avenues for meaningful gndposeful language use.



Therefore, the definitions of content have beenppsed by a number of
researchers.

As can be seen from Crandall and Tucker’s definjticontent is clearly
“academic subject matter” while Genesee (1994) ssigghat content “...need not
be academic; it can include any topic, theme orlaoguage issue of interest or
importance to the learners”. Chaput (1993) defioestent as “...any topic of
intellectual substance which contributes to thedetds’ understanding of
language in general, and the target language iticpkr”. Met (1999) has
proposed that “...‘content’ in content-based prograsesents material that is
cognitively engaging and demanding for the learaad is material that extends
beyond the target language or target culture.”

Although definitions of content vary in CBI, thei® a commonsensical
understanding that a content is a means that allstwdents to practice the
language objectives they are expected to learrevatithe same time reinforcing a
content area that also has priority.

In addition, Grabe and Stoller (1997) show someaesa for incorporating
content into English class. First, content providestextualized activities to
which students are exposed when learning a languageond, content allows
students to be exposed to complex information anlved in demanding

different activities that can lead to intrinsic rwvation.

2.1.2 Connection with the Language for Specific Purposes (L SP) M ovement

CBI connects with the LSP movement, which aimsrapare learners



for real-world demands and satisfy their needsiatatests. The content and aims
of teaching are determined by the requirement efldfarner rather than general
education criteria. As mentioned by Strevens (19#83% movement fulfils three
characteristics. First, the language-use purpo$etheolearner are paramount.
Second, the content isstricted to fit the learner's purposesgected according to
his/her interests, developed througkmes and topics according to his/her needs
and focused to satisfy his/hesmmunicative needs. Third, the methodology may
be any that is appropriate to the learning andhiegcsituation.

According to Brinton, Snow and Wesche (1989), "L&Rirses, through
the frequent use of authentic materials and atierit the real-life purposes of the
learners, often follow a methodology similar to ttludé the other content-based
models in which amajor component is experientiaglaage learning in context".

It is strengthened by Martin (1990) who breaks doeomtent-based
language education “modules”, using the idea otexincontext non-specific and
context-specific. As he elaborates:

“Modules may be (a) context non-specific, or (b)testaspecific.

In the first case, they are simply designed acogrthh general pedagogical and second-
language learning principles and may be targetegtteral-purpose language-learners of
specific-purpose learners. Modules of the firsetgpe typically designed by language
teachers without specialist knowledge of the subjeatter being treated. In the second
case,the module’s design may be sensitive to thtbadelogy, preferring learning modes
andcognitive landscape of a specific discourse conityn These are true ESP (English
for Special Purpose) modules, aimed at a well-éeffinelatively homogeneous learner
population, and are typically designed by languadgachers possessing specialist
knowledge in the field in question or by languaggchers in conjunction with a subject
specialist.”

Based on the descriptions above, it can be infdhr@dCBI is an effective
approach to make students master a second or riofaigguage especially in

speaking through the content of a course. CBIfiscéf’e to be applied for ESP



class or at a vocational class such as hotel mamageclass. In this type of
context, content-based programs contain autheagkstcentered around authentic
materials that are needed by the students to mepamselves to work in the

real-world.

2.1.3 Prototype Models of CBI
CBI can be seen as having weak and strong forneif§gally, Stoller

(2004) writes:

[. . .] At one end of the continuum are “contenitrdn” approaches with
strongcommitments to content-learning objectives{ersion, partial immersion,
shelteredsubject-area courses); at the other etk @ontinuum are “language-
driven” approacheswith strong commitments to lamgguaarning objectives, using
content mainly as aspringboard for language practic
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Figure 1: Content-Based Language Teaching. A Continuum of Content and Language Integration.
Met (1999: 7)

In content-driven programs, students learning afteot has the greater
importance rather than language learning. Contettomes are a driving force of
instruction, and student mastery of content is belde of paramount importance.
Whereas in language-driven programs, content il e a useful tool for
furthering the aims of the language curriculum. ®ah learning may be

considered incidental, and neither teachers natestis are held accountable for



content outcomes. Examples of programs that tiesacthe continuum can be
found in all levels of education. One of these paog models is discussed below.
2.1.3.1 Theme-Based (TB)

Theme-based course (also termed theme-based imstre topic-based
teaching) is one of the approaches within the lepadodel of content-based
instruction (CBI) in which the emphasis is on expgsstudents to a “highly
contextualized” second language environment byguiie subject matter as the
content of language learning (Wesche & Skehan, R0®2s an approach to
language teaching in which the whole course iscaired around certain themes
or topics (Brinton, 2001; Brinton, Snow, & Wesch2003). Theme-based
instruction differs from traditional language insgition in that the language
structures/items to be covered in a syllabus ateriakned by the theme or topic
(Brinton, Snow, & Wesche, 2003). In a theme-baseadrse, different teaching
activities are integrated by their content, thecléag of different skill areas is
incorporated into the theme (Brinton, Snow, & Wesc003). The rationale for
this thematic approach is to “avoid[s] fragmentatiand unconnected skKill
exercises” and a variety of activities are integglaround meaningful content
(Berry & Mindes: 1993).
2.1.3.1.1 Objectives

As it lies close to the language-driven end ofdbetinuum, it is very clear
that theme-based courses do have explicit langasge which are usually more
important than the content learning objectives. Bxmton, Snow, and Wesche

(1985) point out that theme-based would constitiéeweakest representation of



CBI models whose main aim is to develop learneommunicative proficiency.
This is in line with the objective of hotel managamclass in vocational school
since particular discipline held in the class, swash English offers a strong
language-oriented projection and allows a high ele@f flexibility in terms of
content selection.
2.1.3.1.2 Learning and Teaching Activities

Teaching and learning activities in CBI can be aeldgrom Task Based
approach since in content-based courses studesdstade engaged in a variety
of tasks and classroom roles as they attempt toaygreater command of both the
language and the target content. This is suppdoyeunan (2004) who points
out that “CBI is very much in line with the prindgs of task-based language
teaching”. Nunn (2006) has proposed a task-basedework based on units of
instruction that leads students through tasks aedceses which may or may not
focus on form through to "holistic outcomes in then of written reports, spoken
presentations and substantial small-group conversatthat lead to decision-
making outcomes". The same unit-based model casubeessfully applied to
more content-centered courses in the form of flexdtaged tasks which allow for
instruction to be adapted to fit situational needs.

To realize what is pointed out by Nunan above, Tiedy be adapted here
following Willis’s model. He (1996) proposes thdléoving sequence of tasks:

PRE-TASK PHASE

INTRODUCTION TO TOPIC AND TASK



This is the basic procedures of the three phasashvamows the kind of
preparation that may need to be done beforehamddantifies the steps involved
in setting up a task. It goes on to illustrate mgeaof preliminary activities that
can be used in class to introduce the topic angapeethe learners of the task
itself. In this phase the teacher explores thectapih the class, highlights useful
words and phrases, and helps learners understakdnistructions and prepare.
Learners may hear a recording of others doing dasitask, or read part of a text

as a lead in to a task.

TASK CYCLE

TASK

Students do the task, in pairs or small groupschA@&amonitors from a
distance, encouraging all attempts at communicatimt correcting. Since this
situation has a “private” feel, students feel fiteeexperiment. Mistakes not
matter.

PLANNING

Students prepare to report to the whole class Iyooal in writing) how
they did the task, what they decided or discovesaace the report stage is public,
students will naturally want to be accurate, so td&cher stands by to give
language advice.

REPORT

Some groups present their reports to the classxarange written reports,

and compare results. Teacher acts as a chairpeasdnthen comments on the

content of the reports. Learners may now hear ardety of others doing a



similar task and compare how they all did it. Timegty also read a text similar in
some way to the one they have written themselvesslated in topic to the task

they have done.

LANGUAGE FOCUS

ANALYSIS
Students examine and then discuss specific featlfithe text or transcript
of the recording. They can enter new words, phreamed patterns in voacbulary
books.
PRACTICE
Teacher conducts practice of new words, phrasekpatterns occuring in
the data, either during or after the analysis. Sonee after completing this

sequence, learners may benefit from doing a sirtakl with a different partner.

2.1.3.1.3 Role of Teacher

“Instructor must be more than just good languagetters. They must be
knowledgeable in the subject matter and able wteahat knowledge from their
students” (Stryker and Leaver, 1993). It can beeriiefd that in theme-based
course, it is a language teacher, and not a sufpectalist, that is responsible for
teaching content. In details, teachers have to keapext and comprehensibility
foremost in their planning and presentations, greyresponsible for selecting and
adapting authentic materials for use in class, tegome student needs analyst,

and they have to create learner-centered classrd@srBrinton et al. (1989) note:

They are asked to view their teaching in a new wayn the perspective of truly
contextualizing their lesson by using content as ghint of departure. They are almost



certainly committing themselves to materials adémaand development. Finally, with
the environment of time and energy to create aetdftiased language course comes even
greater responsibility for the learner, since leameeds become the hub around which
the second language curriculum and materials agr@fibre teaching practices revolve.

2.1.3.1.4 Role of Learner

One goal of Content-based Instruction (CBI) is earners to become
autonomous so that they come to “understand thvair learning process and ...
take charge of their own learning from the verytstgtryker and Leaver, 1993).
CBI is in the “learning by doing” school of pedagodhis assumes, students
learn through doing and are actively engaged idgaming process. They do not
depend on the teacher to direct all learning dvetdhe source of all information.
Central to CBI is the belief that learning occua anly through exposure to the
teacher's input, but also through peer input atetactions. Accordingly, students
assume active, social roles in the classroom tmablve interactive learning,
negotiation information gathering and the co-constructionmeganing (Lee and
VanPatten, 1995).

Learners themselves may be sources of contentjoamdparticipants in
the selection of topic and activities. Such pgpation “has been found to be
highly motivating and has resulted in a course ghanits direction in order to
better meet the needs of students” (Stryker andere4993).
2.1.3.1.5Roleof Instructional Materials

Deriving from the evolution of Communicative Lam@e Teaching
approach, the materials in theme-based courseidded into three categories:
text-based materials, task-based materials andar¢Richards and Rodgers,

1986).



Text-based materials, commonly known as textboeks, designed to
support communicative language teaching suggestikind of sequencing and
grading of language practideurther, Savignon (1983) argues that the textbeok i
the most common of classroom materials combiningguage samples,
explanations and activities into a single volumehil/ task-based materials
include a variety of games, role-plays, simulatiand task-based communication
activities. They are in the forms of cue-cardsir-pammunication practice
materials, and student-interaction practice bosklen others such as role play,
different role relationships are given to the stide for example, as a hotel
receptionist and a guest. And realia are classi#igdamples of authentic, then
they are selected, and occasionally edited so tivey would progressively
become more difficult, complex, and challengingctRirds and Rodgers, 2001).
They usually feature a variety of text types argtdurse samples, combining oral
input — teacher presentations, video sequencesrded passages, guest lecture
talks, radio and TV broadcasts, etc— with writteatenials —newspapers articles
and ads, tourist guidebooks, technical journaléwag timetables, etc. Another
key feature is the interest in the concept of iratal skills which are often
“characterized by a heavy use of instructional rae@.g. videotapes and/or
audiotapes) to further enrich the context providgdauthentic readings selected
to form the core of the thematic unit” (Brintonatt 1989). It means that although
the topics presented are commonly provided onnliste or reading, the oral
passage or written text always serves as the basfarther exploration of other

areas —grammar, vocabulary, language awareness; et well as acting as a



springboard for the practice of productive skillsmaking presentations and oral
reports, engaging in discussions and debates,gmial or written response to

guestions or issues associated to the topicsgrsiummaries, commentaries, etc.
In this way, skills and language analysis are irgegl around the selected topics
in a meaningful, coherent and interlinked way.

In addition, the language learning in theme-basmdses is facilitated by
the materials that are used typically with the sabmatter of the content course
(Richards and Rodgers, 2001). As a result, thenilegrmaterials are usually
teacher-generated or adapted from outside sowsicelsan attempt is often made
to integrate the topic into the teaching of allliskiAs such, in theme based
sources, students often move to higher levels ofjlage processing (e.g.
comparison, separating fact from opinion) througle wariety of text types,

formats, and activities to which they are expostab(v et al, 1989).

2.1.3.1.6 Assessment M ethods

In theme-based courses, teachers are more likelpss®ess language
growth than content mastery. O’Malley and Pierc@@) suggest that there are a
number of instructional activities that can be u$smdassessment. In addition,
Herman, Aschbacher, and Winters (1992); HughesQt 98derhill (1987) cited
in O’Malley and Pierce (1996) point out that thadieers can use as wide a variety
of assessment activities as possible to make #ssiessment more authentic and
reliable.

Since the primary goal of theme-based course isiegelop students’

communicative proficiency, the teacher has to me\vnstructional activities in



which students can talk extensively in the targaglage. These kind of activities
have been proposed by Brinton (2003) such as irdbom gap, role play,
simulation, and oral presentation. They can besasseas the followings: 1)
information gap. To rate an information gap acyivihe teacher can evaluate the
students becoming the speaker on accuracy andyatdrthe description as well
as on the resulting reconstruction. While the tisteshoul be rated on ability to
follow directions or complete the task. Accuracthea than speed or description
of fine details-should be considered. An example aofscoring rubric for
information gap activities designed by an ESL teac®. Copley (1994) can be
used as well; 2) role play/simulation. To rate rplay or simulation, the teachers
can modify or adapt rubrics for oral language tit e task and their students’
level of proficiency. For example, assessment nmjude language functions,
vocabulary, grammar, discourse strategies, claaty facts presented, and
nonverbal gestures if these have all been partla$scinstruction; 3) oral
presentation. Students can be asked to make @@itseof particular issue related
to the theme of the course. These reports cantbd by beginning with a rating
scale or holistic rubric that reflects the majocus of instruction and revise it
based on students’ actual performance.

Oral language should be assessed for each stutlégrsa twice during
each quarter or semester since it provides basgtiteeas well as information on
improvement of language proficiency on a continuloasis. Teachers can set up a

rotating schedule for assessing students in oodarvoid assessing all students at



once in a short period of time. In this way, asses® becomes an ongoing part of
daily or weekly instruction.
2.1.3.1.7 Sample of Successful Implementation of Theme-based Cour ses

An interesting case is reported in Klahn (1997}hwihe description of an
advanced Spanish course developed around the thie@entemporary Mexican
Topics’ at the School of International and Publitfafks (SIPA) of Columbia
University (New York, US). The syllabus was orgauzaround a selection of
topics sequenced “by carefully controlling the diitsgrand quality of the content
of the material so that each lesson guided theestutb a higher level of
competence (...) The different topics lent themselt@eshe performance of
certain linguistic tasks that, when studied in acsiic order, facilitated students’
progress” (Klahn, 1997). The topics included wdreThe History of Mexico, (2)
The Political System, (3) Means of Communicatiat), The Mexican Economy,
(5) Geography and Demography, (6) The Arts, (7)UPapCulture, and (8) US
Mexican Relations. All the materials used for theurse were samples of
authentic Mexican discourse: historical, biographi@nd autobiographical texts,
newspapers and magazine articles, editorials, rié@mews, economic predictions
and graphs, political speeches, poems, short sigrapular traditions, interviews,
business letters, recipes, and tourist brochureswell as excepts of films,
television programs, soap operas, TV interviews, mmoercials, and
documentaries. Materials were purposefully seleetenhd occasionally edited—
so that they would progressively increase theireegf difficulty, complexity,

and challenging.



According to the author, in terms of outcomes tloeirse had “very
positive results in the cognitive, linguistic, aaffective domains. (. . .) Student
evaluations demonstrate the potential for a coafghis kind to achieve the goal
of greater socio-cultural understanding throughreased foreign language
fluency” (Klahn, 1997).

It is commonly agreed that theme-based coursestitdasan excellent
tool for theintegration of language and contenwing that curriculum planners,
course designers and teachers manage to keep tgngnd content exploration in
balance, not to lose sight of contentand languageing objectives, and not to
overwhelm students with excessive amounts of contbat may lead to

overlooking the language teaching and learning dsiua of instruction.

2.2 Speaking Skills

Speaking can be defined as the process of buildmbsharing meaning
through the use of verbal and non verbal symbolhénvariety of context. It is
categorized as productive skill since the learaeesencouraged to produce their
language to communicate with others. To most learmaastering the skill of
speaking is the single most important aspect ofnleg a second or foreign
language. The success of learning a new languageeasured in terms of the
ability to carry out the conversation in the lang@aThat is why the ability to
speak a foreign language is an indication that @sgoe masters a language.
Despite of its importance, many language learned that speaking a new

language is harder than listening, reading or mgitit is often viewed as the most



challenging one compared to other skills (Celce-d#u& Olshtain, 2000, Nunan,
2003). This happens because of several reasomss, Hike reading or writing,
speaking happens in real time which means thapénson you are talking to is
waiting for you to speak right away. Second, whgeison is speaking, he cannot
edit and revise what he wants to say as done itingrilLast, the social and
contextual factors play a much more significanenol spoken interaction than in
written communication since most of oral excharthes people normally engage
in are not preplanned. That is why speaking isnofterceived as the hardest skill

to master in another language.

2.2.1 The Components of Speaking Skills

There are some of the micro-skills involved in $peg as Brown (2004)
proposes; 1) produce reduced forms of words andselr 2) use an adequate
number of lexical units (words) to accomplish pragjo purposes; 3) produce
fluent speech at different rates of delivery; 4)nibar one’s own oral production
and use various strategies devices to enhanceldahty of the message; 5) use
grammatical word classes (houns, verbs, etc), systay. tense, agreement,
pluralization, word order, patterns, rules, angogtial forms; 6) produce speech
in natural constituents: in appropriate phraseasearoups, breathe groups, and
sentence constituents; 7) express a particular imgan different grammatical

forms; 8) use cohesive devices in spoken discourse.

The micro-skills refer to yielding the small elen®if language, such as

phonemes, morphemes, words, collocations, and ghrasts. To be able to



produce different intonation and stress, use a eanf vocabulary and
grammatical structures are the example elementsi@ skills. In brief, micro
skills deal with the small elements of language cvhcontain ingredients of
difficulties.

On the other hand, in the macro-skills of speakiBgpwn, 2004), the
speaker has to; 1) appropriately accomplish comeatine functions according to
the situations, participants, and goals; 2) usergpate styles, registers,
implicatures, redundancies, pragmatic conventiorsynversation rules,
interrupting, and other sociolinguistics featunedhe face-to-face conversations;
3) convey links and connections between eventscantmunicate such relations
as focal peripheral ideas, events, and feelingsy mdormation and given
information, generalization and exemplification; 4pnvey facial features,
kinesics, body language, and other non-verbal algggy with verbal language; 5)
develop and use speaking strategies, such as emiphasey words, rephrasing,
providing a context for interpreting the meaningmafrds, appealing for help, and

accurately assessing how well your interlocutorarstands you.

Those macro-skills above are crucial in communcatnd interaction,
particularly to people who are engaged in a comatens with foreigners. When
working in a hotel, students who gradute from viocetl school, particularly
those from hotel managing class have to masterethaacro-skills of speaking
above in order to be able to communicate with treifiners successfully and

serve them well.



2.2.2 Problems of Speaking

Andhi Wahyu Tri Jatmiko’s research (2006) revediattthe students
produced very little English. Most of the interacts was dominated by teacher
talk, while learner talk was only 25% for the what¢eraction. Ur (2001) argues
that there are some problems that the studentsifaspeaking, those are: 1)
inhibition.Unlike reading, writing, and listeningtavities, speaking requires some
degree of real-time exposure to an audience. Leamm@ often inhibited about
trying to say things in a foreign language in thessroom. Learners are worried
about making mistakes, fearful of criticism, or pignshy of the attention that
their speech attracts; 2) nothing to say. Learneg complain that they can not
think of anything to say. It means that they hasemotive to express themselves
beyond the guilty feeling that they should be spggakt can also happen because
the learners have little knowledge about the tdming discussed; 3) low or
uneven participation. This problem is compoundedtlyy tendency of some
learners to dominate, while others speak veryelitir not at all. It is also a
common problem in some classes because talkatarades tend to speak a lot
more than the shy learners; 4) mother tongue nsdasses where all or a number
of the learners share the same mother tongue ntlagytend to use it because it is
easier. Learners may think that it feels unnattwaspeak to one another in a
foreign language. If they are talking in small gosut can be quite difficult to get
some classes, particularly the less disciplinethotivated ones to keep the target

language.



More specific, to adolescent students, speaking iforeign language
might be a big challenge since their natural cheratics very much influence its
learning process. Some of these characteristicsttat they may be easily
discouraged, are inquisitive about adults & oftlalienging their authority, and
may show disinterest in conventional academic sibje

(http://www.catlin.edu/middle/characteristics-of-sgkrentgonline)).

Further, Fulcher (2003) points out that it is unaekable to observe that
learning to speak a foreign language for an adetd@sor adult is much more
difficult than learning to speak a primary languatye addition, Harmer (2000)
argues that adolescents tend to be less motivatedless cooperative; therefore,
they make poor language. Thus, it can be concldaldadin general, adolescents
including students of vocational school are lesgivated and less confident in

learning a foreign language.

2.3 CBI asa Solution to Speaking Problems

Some of the intellectual development of adolesstudents are that they
prefer active over passive learning activities f@rénteraction with peers during
learning activities, and respond actively to oppwoities to participate in real life

situations ittp://www.catlin.edu/middle/characteristics-of-é&Brents(online)).

This argument and the characteristics above caltife application of CBI in
vocational schools since the use of real-world eontdifferent topics, learning
strategies, pair and collaborative learning, andestt-centered in CBI will build

and increase the students’ motivation and selfidente.



There are several techniques and tasks used innGBh are familiar to
anyone who practices CLT (Brinton, 2003). It isdngese CBI is interpreted as one

of the ways in Communicative Language Teachindgr@dgers (2001) explains,

Communicative Language Teaching has spawned a nuofbef-shoots that share the

same basic set of principledut which spell out philosophical details or enorsi
instructional practices in somewhat diverse waygeske CLT spin-off approaches include
The Natural Approach, Cooperative Language Learn@antent-Based Teaching, and
Task Based Teaching.

Deriving from the evolution of Communicative LangeaTeaching, the
techniques in CBI that can be applied to overcopwaking problem faced by
learners, specifically for adolescent studentsaarillows:

* Information gap

It is a form of pair work in which the students aach given different
pieces of information. One student will have théimation that the other
partner does not have and the partners will shnagie information. Each student
plays an important role because the talk cannatdoepleted if the partners do
not provide the information the others need. Thisdkof task is effective
because everybody has the opportunity to talk sxtely in the target language.
e Jigsaw

It is another variation of information gap. Typigalthe class is divided
into groups and each group has part of the infdomateeded to complete this
task. The class must fit the pieces together toptetm the whole (Richard,
2005). In doing so, they must use their languag®uees to communicate

meaningfully and so take part in meaningful commation practice.



» Discussion
It involves opportunities for students to expressirt own opinions and
ideas about topics, in this case related to thex¢hef the CBI unit.
* Role play
“Role play is an excellent way to stimulate reamoounication that is
relevant to experiences outside the classroom”cgERlurcia & Olshtain, 2000;
Nunan, 2003). It entails having students act csituamtion in which they pretend
they are in a various social contexts and haveiatyaof social roles. Therefore,
role play constitutes a way to give the opportundypractise improvising a
range of real-life spoken language in the classtoom
» Simulation
Simulations are very similar to role plays. KayO(@B) points out that
simulations are more elaborate than role playsirtulations, students can bring
items and props to the class to create a reaéisiironment. He also argues that
this task are entertaining so that they can maivatudents. Moreover,
simulations increase the self confidence of hesgardents.
* Problem solving
It involves students working in pairs or groupsatoive at a solution to a
given problem. In CBI, the context of the probleshates to the theme students
have been studying in the content unit.
Also, there are other speaking activities that barused to promote the
use of spoken language in contexts that are saitédsl the typical foreign

language classrooms, they are:



* Drill
Lazaraton (2001) argues that this activity camfg@demented for accuracy
practice. Drills range from repetition drill to stlution drill. Although this type
of activity gains much criticism in language teaxthiit still plays an important
role to teach pronunciation. Drills are proved ukefs the first step towards
more communicative output.
» Dialogue Recitation
Ur (2001) argues that dialogue recitation isaaditronal language learning
technique that has gone somewhat out of fashioedent years. The learners
are taught a brief dialogue. Then, they performrivately in pairs or publicity
in front of the whole class. This activity is a goway to get learners to practice
saying target language utterances without hesitatiw within a wide variety of
contexts.
* Prepared speech
The students can be given a topic for their dp@etchey may choose their
own. Since this activity might bore the listenatds a good idea to assign the
listeners some responsibilities during the spekabgraton, 2001).
e Oral presentation
Harmer (2001) argues that students make a pegg@nbn a topic they are
assign to or of their own choice. Such talks aré¢ aesigned for informal

spontaneous conversation because they are pregragdadore writing-like.



* Games

Brown (2001) argues that a game could be anyifgcthat formalizes a
technique into units that can be scored in some ¥Wastudent or groups decides
one thing that the rest of the students have tegudat it is by asking questions
related to the thing. This activity is good for mvating students since the whole
students are involced in this activity to be a véinn
* Decision making

Brown (2001) points out that decision making \attiis one kind of
problem solving activities, where the ultimate gaalfor students to make a
decision. The students are given a problem for Wwhiere are a number of
possible outcomes and they must choose one thmembtiation and discussion.

Besides the above task-types, there are two typexercises; namely,
focusing and shaping exercises proposed by Scét@®@B) to promote the use
of spoken language in contexts that can be apphte@BIl. As he argues,
communication task type refers to the typologyasks and exercises (Scarino et

al., 1988).

More specific, he elaborates that focusing exescfeeus on elements of
the communication process. These include exerdmassing on forms (e.g.,
vocabulary, structure, and pronunciation), skilgy(, cognitive processing skills
and learning how-to-learn), and strategies (eegk £onfirmation; express lack of
understanding; ask someone to explain what wasgaidt use mime, gesture, and
facial expression to convey meaning). While shgpéxercisesdevelop and

structure language within an extended piece of odise (e.g., matching



exercises, cloze exercises, substitution exercidegation exercises, reading
aloud with close attention to pronunciation, andssiuting alternative sections of
a dialogue).

In terms of the grouping of participants who worktasks and exercises,
Long (1989) proposed three basic groups of intettos in the classroom. They
are individuals, groups (including dyads), and thikole class, namely, the
teacher-fronted format, where every student is sspg to do the same thing at
the same time. As Brinton (2003) argues that pair group work are a hallmark
of the communicative theme-based classroom. Thegilethe discussion or
exchange of information related to the content.umitpair or group work, the
teacher first presents the task, then divides stsdand sets a time limit for
completion of the task. While students work, sheher circulates to answer
questions and makes sure that the students “atasé®l. Pair and group work
culminate in a reporting stage, with students fresch group sharing their ideas
or solutions with the rest of the class.

Ur (2001) and Meng (2009) suggest pair and groupkvi® especially
important for large classes. Meng (2009) argueisgétiing students to do things
in small groups in class is the only conceivable/ Waget large-scale students
involvement in a large class. With these small gsjuthe teachers can
immediately engage each student in the theme-baass in learning activities.
The group work will increase the quantity of langegpractice opportunities,
improve the quality of student talk, individualiggstruction, create a positive

affective climate in the classroom, and increasmlestts’ motivation. These



techniques, tasks, exercises, and grouping praatefeect the principles of CBI
since they present learner centered environmewhioh students learn through
doing and are actively engaged in the learning gssclIn other words, they
involve the active participation of learners in #rchange of content or theme-
related information.

2.4 Weakness of Content-based I nstruction (CBI)

Despite the many benefits of content-based instmictit also has
shortcomings. Kinsella (1997) has criticized thaBlds too teacher driven
because EFL teachers adjust teaching materialsake fihem accessible to their
students rather than teaching their students this sk learning of their own. In

addition, as she (1997) argues

These modifications of instructional delivery plabe bulk of the respomsibility on the
teacher, and while facilitating short term compredien,they do not necessarily
contribute to the ESL students’ ability to confitlgnand competently embark on
independent learning endeavors...

In short, despite the effectiveness of CBI in caftalizing language and

making input comprehensible, this practice doescredte independent learners.

Another weakness is the language in CBI is “fundity restricted” as
Swain (1988) has claimed that in CBI, the inputfisictionally restricted”; in
other words, “certain uses of language seem not¢or naturally-or, at least, to

occur fairly infrequently-in the classroom setting”

While Brinton, Snow, Wesche (1989) softly argueat ththe very notion
of converting to content-based teaching involvegdecating teachers to view

their instructional domain and responsibilities tqudifferently than they might



previously have. Unless adequately prepared foir thew teaching duties,
teachers will invariably have to fight the urge tely on their traditional
techniques as well as on materials and lesson pleveloped over the years for a
different audience-many of which may be inconsisteith the goals of the

content-based program”

Thus, it can be inferred that it takes time andueses for teachers to be
trained in using CBI, to gain knowledge of the @mf and believe in its

effectiveness.

2.5 Successful Speaking Activitiesin the Classroom

Classroom activities that develop learners’ abitityexpress themselves
through speech would therefore to be an importamiponent of a language
course (Ur, 1991). Moreover, Ur (1996) also liste characteristics of a
successful speaking activity, those are: 1) leartadk a lot As much as possible
of the period of time allotted to the activity rsfiact occupied by learner talk; 2)
participation is evenClassroom discussion is not dominated by a mwyarit
talkative participants: all get a chance to speak] contributions are fairly
evenly distributed; 3) motivation is highearners are eager to speak: because
they are interested in the topic and have somethmg to say about it, or
because they want to contribute to achieving a tdgkctive; 4) language is of
an acceptable level.earners express themselves in utterances thatlaneant,
easily comprehensible to each other, and of anptaicke level of language

accuracy.






