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A B S T R A K 

 Dalam literatur, diyakini bahwa pertanyaan merupakan bagian integral dari 
pendidikan. Namun kajian terhadap soal-soal yang digunakan oleh guru di semua 
jenjang pendidikan terutama dilakukan terhadap siswa dengan perkembangan 
tipikal. Studi tentang bagaimana guru menggunakan pertanyaan bahasa Inggris 
untuk meningkatkan komunikasi dan hasil belajar siswa berkebutuhan khusus 
masih terbatas. Tujuan dari penelitian ini adalah untuk menganalisis bagaimana 
guru di sekolah bilingual memaparkan bahasa Inggris sebagai bahasa kedua dan 
menyesuaikan pertanyaan untuk siswa sekolah dasar yang berkebutuhan khusus. 
Penelitian ini menggunakan metode studi kasus instrumental Stake. Pengumpulan 
data dilakukan dengan melakukan observasi di kelas ABK dua kali seminggu 
selama empat bulan. Subjek penelitian ini adalah dua orang guru dari sekolah 
bilingual yang diamati selama pembelajaran dan diwawancarai secara individual. 
Data dianalisis dan dikodekan secara anonim. Kemudian kode tersebut dievaluasi 
untuk mengidentifikasi tema-tema potensial untuk mempelajari lebih lanjut 
tentang jenis-jenis penting dan pertimbangan-pertimbangan dalam mengajukan 
strategi bagi siswa berkebutuhan khusus. Berdasarkan analisis tematik, guru-guru 
ini menggunakan pertanyaan yang mengutamakan dua faktor: pertanyaan 
berbasis kognitif dan pertanyaan berbasis afektif. Studi ini menggarisbawahi 
implikasinya terhadap praktik di kelas sekaligus memperluas pemahaman 
pengajaran bahasa Inggris kepada siswa berkebutuhan khusus dalam lingkungan 
bilingual. 
 

A B S T R A C T 

In the literature, it is believed that question is an integral part of education. However, the studies on questions used by 
teachers in all education levels are mainly conducted on typical development students. Studies on how teachers use 
English questions to enhance communication and learning outcomes of students with special needs are still limited. 
The aims of this study is to analyze how teachers in a bilingual school expose English as a second language and 
customize the questions to elementary students with special needs. This study used Stake's instrumental case study 
method. The data were collected by having observation in the special need classroom twice a week for four months. 
The subject of this study are two teachers from a bilingual school were observed during lessons and individually 
interviewed. The data is analyzed and encoded anonymized. Then the code is evaluated to identify potential themes to 
learn more about the important types and considerations of asking strategies for students with special needs. 
According to the thematic analysis, these teachers employed questions that prioritized two factors: cognitive-based 
questions and affective-based questions. The study underlines the implications for classroom practice while 
expanding the understanding of teaching English to special needs students in a bilingual setting. 

 

1. INTRODUCTION 

 There is a global movement to leave no one behind and support inclusive classrooms where 
students with special needs can take regular classes. People with moderate disabilities now have the right 
to be enrolled in mainstream schools because they are thought to have the cognitive capacity to benefit 
from the national curriculum. The inclusive education notion was announced almost three decades ago in 
Salamanca statement (Ahmad, 2010; Heyer, 2021; Holifurrahman, 2020). The leaders worldwide 
accommodate this notion and support that all people get equitable quality education and have lifelong 
learning opportunities (Bessarabova & Kurysheva, 2020; González‐pérez & Ramírez‐montoya, 2022; 
Óskarsdóttir et al., 2020). Enrolment of special needs students in a regular classroom is only the first 
stage. The schools need to be prepared to handle this growing diversity of students. Unfortunately, there 
have been instances where teachers in inclusive courses have shown stress while addressing the 
requirements of special needs students (Aguiar et al., 2019; Arnaiz-Sánchez et al., 2023; González‐pérez & 
Ramírez‐montoya, 2022). The inclusion of children with special needs is widely encouraged, but many 
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teachers lack the assurance and expertise needed to support students with special needs in the classroom. 
As a result, this state could obstruct their participation and academic growth (Ismaili, 2020; Menbet, 
2018; Ritter et al., 2019). Although teachers' attitudes toward inclusion have been the subject of prior 
research, little is known about teachers' experiences working with students with special needs, for 
example, autism spectrum disorder, and adapting English questions for them (Cook & Ogden, 2021; Tay et 
al., 2019). Questioning has been the subject of much research. Previous studies have investigated teacher 
questioning practices in preschool, how teachers asked and adapted questions to elementary students  
and how the role teachers played in encouraging dialogic interaction by questioning served distinct 
functions for advancing elementary students' conceptual understanding component (Biggers, 2018; Chen 
et al., 2017; Hamel et al., 2021). At the high school level, the study was conducted to explore the types and 
strategies of questioning uttered by English as foreign language teachers, while at the college level, 
students perceive questions that assist them learn (Paramartha et al., 2018; Prasetianto, 2019). These 
provide evidence that questions are used in education at any level.  

Questions can promote student learning. Teachers have long used questions as a teaching tool to 
evaluate their students' knowledge, foster comprehension, and encourage critical thinking. Moreover, 
teachers ask questions to assist students to understand what they have learned. Students must study a 
subject thoroughly to stimulate discussion and encourage peer-to-peer connection (Joseph & Thomas, 
2020; Tofade et al., 2013). Current research generally agrees that teachers are asked to promote divergent 
questions. However, in reality, the majority of teachers' time was spent on convergent, factual, procedural 
questions with only one correct response that did little to foster critical thinking or engaging class 
discussion. Instead, teachers should offer open-ended questions, allow more waiting time, and foster a 
welcoming, non-threatening climate where students feel comfortable making mistakes when responding 
to questions to achieve more significant benefits. Moreover, there is broad agreement among 
teachers that questions given to the students in the classroom should be based on all cognitive domains 
(Tay et al., 2019; Tofade et al., 2013). However, recent literature rarely addresses how teachers tailor 
questions in the English language to students with special needs. In order to provide special needs 
students with the possibility to participate in the learning process and improve their learning outcomes, 
teachers must adapt their questions.  One study looks into feedback dialogue and questioning techniques 
for autism spectrum disorder students in an inclusive classroom (Biggers, 2018; Tay et al., 2019). 
However, none of the empirical research explores the English questioning types and adaptation in a 
bilingual primary school. By gathering information from teachers who teach primary students with special 
needs in a bilingual school, this study intended to close the gap. The result will influence teaching methods 
and preparation programs for special-needs students. In addition, the limited knowledge of how to tailor 
questions in the English language to enhance special needs elementary students' learning outcomes will 
be expanded by the investigation.  The aims of this study is to analyze how teachers in a bilingual school 
expose English as a second language and customize the questions to elementary students with special 
needs. 

 

2. METHOD 

 This study used Stake's instrumental case study method to go beyond the case of the tailored 
English language questions used by teachers in a bilingual school for students with special needs (Mills et 
al., 2010). An in-depth investigation was conducted to comprehend the phenomenon of interest, especially 
about the types of questions that the teachers use and any consideration in adapting questions in the 
English language to special needs students. Both teachers are female and have English education as their 
background. Teacher 1 had worked for five years in that school dealing with special needs students; 
meanwhile, teacher 2 had started working last year. In the school, the researchers met three special needs 
boy students placed in a special needs classroom. One student was in grade two, and two students were in 
grade three. They were only integrated into the mainstream classroom for physical exercise, art, and 
music lessons. Only the second-grade student was integrated into English lessons in his regular class. Most 
of the time, those three students study in the special needs classroom because they cannot fulfil the 
requirements in regular classes due to their disabilities. Those three boys are students with an autism 
spectrum disorder.  This study focuses on how the two teachers in the bilingual school's special needs 
classroom interact with those students using English question and answer. 

The data were collected by having observation in the special need classroom twice a week for four 
months. Each observation was conducted for four hours, from 8 am to 12 pm. The researcher sat at the 
side of the class, away from the participant student's line of sight, in order to reduce the disruption caused 
by her presence in the classroom. The teachers' and students' interactions were audiotaped, especially 
when the teachers uttered English questions. Along with the audio recording, the researchers' field notes 
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related to the types and manner of English questions from the teachers to the special needs students were 
included in the data. In addition, the data from the teacher participants were obtained through post-
observation interviews. The semi-structured interview for the teachers began with questions about their 
backgrounds and viewpoints; their backgrounds are related to their teaching experiences dealing with 
special needs students, what they know about those children, how they feel dealing with them, and how 
they prepare and plan their teaching. Meanwhile, their viewpoints on questioning techniques are related 
to questions about how the questioning techniques help special needs students' learning outcomes, how 
the questioning techniques change, and what intention they have when uttering certain questions 
observed. The  instrument  grid  containing indicators and sub-indicators is presented in Table 1. 

 
Table1. Research Instrument Grid 

Indicator Sub Indicator 
Teacher’s experience and 
perception in teaching special 
needs students 
 
 
 
English question technique to 
special needs students 
 
 
 
 
 

The types and information about their special needs students. 
The feeling about having them in their class. 
The preparation teaching special needs students 
The pivotal incidents in previous lessons/years that have shaped 
their approach in teaching special needs students (if any). 
 
The types of questions given to special needs students. 
How those questions given. 
how the questioning techniques help special needs students' 
learning outcomes  
How the questioning technique changes. 
The intention they have when uttering certain questions. 
The things should be considered in giving questions to students 
with special needs. 

 
The interviews, which lasted an hour on average, were verbatim transcribed after being audio 

recorded with the participants' permission. Before discussions, the two researchers independently 
analyzed and coded the anonymized interview and lesson observation data. Next, the researchers 
familiarized themselves with the data (field notes, interview, and class audio transcripts) before 
developing initial codes that addressed the study questions. Finally, these codes were evaluated to identify 
potential themes to learn more about the types and important considerations of questioning strategies to 
special needs students. 

 

3. RESULT AND DISCUSSION 

Result 
There were two teacher participants in this study who taught in special needs classroom in a 

bilingual school. The three special needs students in that class had different characteristics. Therefore, the 
ways teachers handled those students were different. Of course, there is no one-size-fits-all answer, but 
having strong and secure social ties makes it easier to perceive progress and go from the shadows to the 
light. However, there were several recurring themes about the teachers' English questions and the 
adaptation of the questions for special needs students. The first theme was cognitive-based questions, and 
the second was affective-based questions.  
 
Cognitive Based Questions 

Using cognitive-based questions means that the teachers choose the types of questions based on 
how the special needs students process the information. Among the three special needs students, Student 
1 had difficulty giving close attention and remaining focused during activities. He was talkative and could 
understand English questions and answered them in English. Student 2 was a non-verbal autistic student. 
He could only produce simple words and sentences in Indonesian and could utter English that had been 
repeatedly communicated to him. Last but not least, student 3 could sit still doing the tasks and activities. 
He keened on electronic devices and rarely spoke, but when he spoke, it was about electronics. Every 
morning there was a morning circle. The teachers and students gathered on the floor. The teachers 
greeted students and had a small talk in English about the day, the weather, and the feeling of the 
students. To make students ready for the school activity, the teachers gave the managerial question, "Are 
you ready?". It was a yes/no question, and the expected answer was a "yes" answer. Another yes/no 
question was, "Are you happy?". The teachers found it challenging to have a "yes" answer from three 
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students. The beginning of the day is often challenging in the special needs classroom. Students have 
sensitivity dealing with changes in the place, from their house to this school, this class. We try to set a 
morning routine, make them ready by talking directly face to face on their height level and try to maintain 
eye contact. Their happy feeling to start the lesson is very important. When the students answered "No", 
we always asked why. The answer may vary. Sometimes they just do not want to go to school, sometimes 
because they did not get what they wanted from their parents. We try to direct them to feel enjoy and 
happy by having a small talk in Bahasa Indonesia or singing together. When we ask, "Are you happy?" 
again, we hope the answer is "yes". (Teacher 1) 

 Besides giving yes/no questions, the teachers asked short answer questions in English while the 
students did activities. Student 1 loved animals. He could mention the name of animals in Bahasa 
Indonesia and English. When this student drew, he would always draw animals. The teacher clarified his 
drawing in English by saying, "What animal is this?" Student 1 could answer by stating the names of those 
animals in English. He answered in words like "dog, cow, etc." or in sentences, for example, "It's a bird", 
"It’s a big hyena”. When the teacher asked him, “What is the sound of (name of animals)?” he could 
produce the sound. When the teachers asked similar questions to student 2 and 3, they could answer 
some. They need a visual aid to understand the questions better. Students 2 and 3 rarely speak. When I 
asked, “What is the sound of a cat?” and showed them a picture of a cat, student 3 could answer directly by 
saying, “meeooww”. However, student 2 just kept silent. I took the picture of a cat and showed him. He 
said, “kucing”. When I repeated “What is the sound of this cat, kucing?” he answered correctly. (Teacher 2) 
When the teachers asked a short-answer question, “How many chickens are there?” when student 3 
matched pictures with correct number, student 3 said, “tujuh”. It indicated that the student understood the 
question, but chose to answer in Bahasa Indonesia. Sometimes the students know the meaning of the 
questions, we use Indonesian and English in daily conversation, but sometimes they answer English 
questions by Indonesian language. Perhaps they just want to use Bahasa Indonesia, or perhaps they do not 
know the answer in English. When they answered in Bahasa Indonesia, we repeated the answer using 
English and patiently drilled them to say the word in English. (Teacher 2) 

Giving yes/no questions and short answers with close-ended answers that can easily be predicted 
by observing or memorizing, indicated that the teachers use low-order convergent questions. These types 
of questions were mostly asked by the teachers. The teachers also gave simple English questions for 
students to demonstrate their understanding. It was high-order convergent questions. Only student 1 
could answer, student 2 and 3 mostly did not give any response. When the teachers translated to Bahasa 
Indonesia, student 3 sometimes could answer, but not for student 2. When I asked about their 
understanding of the size of the animal, I needed to translate to Bahasa Indonesia first so that the students 
could give their answers. Student 1 and 3 could answer my questions, “Which one is bigger, frog or 
monkey?” Student 1 said, “Monkey”, student 2 did not give any response and student 3 pointed to the 
picture of a monkey without saying the word. (Teacher 1) Student 1 was very enthusiastic when he did 
worksheets or drew animals. The teachers related the task to what students loved. When this student 
worked, the teachers gave comprehension questions. Student 1 could provide examples of 4-legged and 2-
legged animals. However, the three students could hardly understand the questions demonstrating their 
understanding and applying information. It was hard for them to describe a thing or person, find 5 
differences on two pictures, mention the similarity and differences on two things, and other higher-level 
questions that promote students’ critical thinking.  

 
Affective-Based Questions 

In teaching special needs students, the teachers should not only focus on the cognitive domain but 
also on students’ emotions, feelings, and motivation. Since students with special needs, especially autistic 
students, have negative emotionality and socio-emotional deficit, the teachers should make an extra effort 
to communicate with them. Students often scream, shout, hit, and cry when they do not want to do the 
task or just want to play, draw, move around or do what they want. They made me exhausted. When one 
of them screamed, I pointed at the notice, “Don’t Scream” and asked, “Can you scream in the classroom?” 
Students usually say “No,” but they still do it. (Teacher 1). We need to close the door and lock it. Student 2 
likes to run out of class. He likes to attract our attention and expects us to run after him. When I asked, 
“Where are you going?” every time he tried to open the lock and hit the door, this non-verbal student just 
smiled and laughed (Teacher 1). 

When the teachers asked questions, they knew that the students might listen but not answer or 
respond to the question. The students just received and ignored it. Sometimes, they were willing to hear 
and understand the question, for example, “Can you scream in the classroom?” they answered, “No”, but 
they continued screaming even louder. To make the students calm down, the teacher gave 5 minutes time 
out and placed them in the corner of the room to sit alone. Then the teachers would approach them and 
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ask, “Are you OK now?” “Are you ready to study now?” speaking on his height and maintaining eye contact 
with him. Maintaining eye contact was challenging for these special needs students. The teachers needed 
to repeat the question and instruction to ensure the students focused on them and later answered or did 
what was expected. Student 3 was obsessed with electronic devices. Anytime he did the task on paper, he 
usually drew a mobile phone held by a person in the picture or a mobile phone on the table. For example, 
he drew a fan on the house's ceiling in the picture or drew other electronic devices. When the teachers 
asked a question, he often said, “I have a white mobile phone” in Bahasa Indonesia. For example, the 
teacher asked which one is number 1?”, he answered, “I have a white mobile phone”. The student knew 
and was aware that the teacher asked questions, but he only received the question without giving an 
appropriate answer.  

Student 3 likes drawing mobile phones, TV, fan, and the like. He rarely speaks, but when he 
speaks, it is all about electronics. One day, the task was writing the number based on the picture, and he 
learned about numbers one to ten. He could write the number correctly and knew the numbers in Bahasa 
Indonesia, but he could not answer when I asked in English. The question, “Which one is number 1?” was 
answered by “Aku punya HP putih”. When I translated to Bahasa Indonesia, he still could not answer 
correctly. He said “HP ku habis baterainya.”. I tried to make him focus on the question. I repeated the 
question again in English and Bahasa Indonesia while making eye contact and emphasizing the word one. I 
tried to make him respond to my question. It needed time. I gave him 5 to 10 seconds wait time before 
repeating the question. (Teacher 1). The special needs students might receive the questions of the 
teachers but then ignore them. To gain a successful conversation and enhance students learning, the 
teachers tried to make students respond to the question. Started from routine activity in the morning 
when the teacher greeted the student by asking, “How are you?”. Student 2 knew this question, but he 
always answered by repeating the question, “How are you?”. Then the teacher tried to make him answer 
by saying, “I am good,” by drilling him. Next, the teacher asked, “What is the weather like today?” while 
showing the weather pictures. Student 3 could not answer the question. The teacher asked him to walk to 
the window and see the sky. The teacher then asked him back while pointing to the pictures, “is it sunny 
or cloudy?”. Student 3 did not say anything but responded by pointing to the correct picture. The three 
special needs students did not do a similar activity in the classroom. Instead, they had their own 
Independent Educational Plan (IEP). Student 1 often had negative emotions, but when he had a good 
mood, he could do the activities well, responding to the question attentively. Likewise, students 2 and 3, 
who usually received the questions, were given adequate attention to make them respond to the question. 

 
Discussion 

This study would like to explore the teachers’ English questions to special needs students in a 
bilingual school. The teachers and students in this school speak Bahasa Indonesia and English. Since 
special needs students acquire and learn English at school after they have their mother language, they are 
sequential bilingual children. They acquire the language unconsciously and learn English consciously at 
school (Krashen, 1982; Leivada et al., 2021; Mohamad Nor & Rashid, 2018). Many theorists and 
researchers in the field of second language acquisition think it is essential to comprehend the connection 
between language and cognition to adequately characterize the process of second language acquisition 
(Cunnings, 2017; Pavičić Takač, 2008). Bilinguals have an advantage in cognitive regulation, according to 
several studies. Previous research has suggested that bilingualism may have a positive impact on cognitive 
control. The objectives that deal with information recall or recognition and the development of intellectual 
abilities fall under the cognitive domain. It has goals that cover shifting preferences, attitudes, and values, 
as well as the growth of appreciation and appropriate adjusting (Kusurkar et al., 2021; Ryökkynen et al., 
2022). The hidden or internal feelings and emotions have an equally important role. Teachers' questions 
are a tool for dealing with cognitive behaviours, but they also significantly impact affective behaviours, 
where values, like, and enjoying are the main factors (Bloom, 1956; Chen et al., 2017; Joseph & Thomas, 
2020; Verhagen et al., 2020). Based on the thematic analysis, teachers of special needs students must pay 
attention to both cognitive and affective domains. 

The use of the target language is influenced by exposure to it. The amount and type of exposure to 
the target language may impact how well bilingual children perform linguistically. Language exposure has 
significantly impacted both simultaneous and sequential bilinguals' linguistic development (Haman et al., 
2017; Thordardottir, 2019). Exposing the students to English questions, adapting the questions to fit the 
special needs students, and trying to make them not only receive and ignore the questions, but also 
respond appropriately, can positively impact communication and English language performance.   
Cognitive concerns pertain to how teachers tailor their comments and question types to the students' 
information-processing abilities. In their study, the teachers of autism spectrum disorder (ASD) students 
were mindful of the unique cognitive consideration of their ASD students and avoided the open-ended 
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questions and feedback that are frequently advocated in the literature. Instead, they tailored their strategy 
to the unique attentional networks associated with ASD by asking targeted questions and preparing their 
students to follow along with the course. To promote productive dialogue in the classroom, teachers need 
to spend the time to prepare particular questions in advance. Additionally, teachers must consciously use 
good questioning techniques while interacting with students during the teaching and learning process 
(Joseph & Thomas, 2020; Tay et al., 2019). The vast majority of special needs students, like autism 
spectrum disorder students, have photographic memories, making it possible for them to retain much 
information from visual cues. Therefore, teachers should develop visual English teaching materials, such 
as photos, posters, and movies, since most children with special needs are visual learners who understand 
communication better with visual help (Martínez & Carvajal, 2021; Nthibeli et al., 2022). 

Questions might target different cognitive domains that focus on accomplishing particular 
learning objectives. Based on the hybrid system of Gallagher-Aschner/Bloom, the level of the questions 
uttered by teachers to special needs students in this study were mostly level 1 – Low Order Convergent 
and rarely level 2- High Order Convergent (Joseph & Thomas, 2020; Wilen, 1991). In low-order 
convergent questions corresponding to Bloom's knowledge level, students were asked to define, identify, 
quote, recollect, and give a "yes" or "no" response. Because memorizing and observation are prioritized, 
predicting the students' responses is simple. Meanwhile, in high-order convergent questions 
corresponding to Bloom’s comprehension and application levels, students with special needs hardly 
present examples, categorize objects, describe, contrast, restate, summarize, clarify, translate, understand, 
relate, apply, use, and solve problems. Based on the observation, although divergent questions enhance 
students’ learning, discussion, and interaction, the special needs students in this study could not perform 
analysis level such as finding causes, reasons, or motives, drawing generalizations or conclusions; and 
offer proof or support for conclusions. Moreover, they were struggle performing evaluative, original, and 
creative thinking. According to Bloom's taxonomy of learning, cognitive levels are categorized into many 
categories. Lower-order questions typically elicit answers in the knowledge, understanding, and 
application domains, whereas higher-order questions elicit answers in the analysis, synthesis, and 
assessment domains. Teachers are encouraged to pose questions in these domains because higher-order 
questions elicit more in-depth and critical thinking.  It is not to say that simpler inquiries should not be 
made (Bloom, 1956; Chen et al., 2017; Joseph & Thomas, 2020). In this study, lower-order questions are 
utilized much more frequently than higher-order inquiries in special needs classrooms, according to 
repeated observations. 

This study supports questioning technique that in elementary settings, the questions appropriate 
for the students are low cognitive level questions. Teachers still prefer to ask low-level questions that 
encourage the memorization of facts over higher-order questions that spark vibrant classroom discussion 
(Joseph & Thomas, 2020; Wilen, 1991). In the lowest order of cognitive processing, remembering, the 
recall-type questions, are most frequently asked by educators. Close-ended low-level questions outpaced 
open-ended questions in early childhood education (Hamel et al., 2021; Prasetianto, 2019). In addition, 
close-ended and display convergent questions were mostly used by English as foreign language teachers 
to junior high school students (Hamel et al., 2021; Paramartha et al., 2018; Tofade et al., 2013). Although 
this question has nothing to do with the lesson's subject, it is nonetheless crucial to assess students' 
comprehension, interest them in the lesson's material, and motivate them to talk in the target language. To 
reassure students of their comprehension as well as capture the students' attention, teachers frequently 
used the convergent questioning technique by asking questions with yes/no and short answers. It is 
because the teachers believed that these questions were sufficient to ensure their students' 
comprehension and necessary to determine whether the students were paying attention to the subject 
matter. Although yes/no questions are mostly used for managerial purposes, they are used for the smooth 
running of the lessons (Astrid et al., 2019; Wang et al., 2017). 

In a study by previous study found the teachers showed that they understood how special needs 
students, ASD children, who also struggle with emotion regulation, experience anxiety and confusion in 
social situations (Tay et al., 2019). In order to meet their students' socio-emotional needs, these teachers 
provided a secure and supportive atmosphere for questions and feedback exchange. Deficits in social-
emotional reciprocity can take many different forms, such as an abnormal approach to social interactions, 
a failure to engage in the usual back-and-forth conversation, and a reduction in the sharing of interests, 
emotions, or affect or a failure to initiate or participate in social interactions. These behaviours indicate 
social-emotional reciprocity deficits or the capacity to engage with others and share thoughts and feelings. 
The existing language is frequently one-sided. Soft skills in emotional intelligence or social competence 
can be quite important in a teacher's job since they can sometimes relate to the challenges of working with 
certain students with special needs. Teachers face a significant difficulty because of the diversity of the 
students in schools. For a teacher to effectively deal with students with special needs, they must be 
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socially competent in cooperation, communication, listening, and openness. In addition, a teacher must 
employ a variety of strategies, self-efficacy, knowledge, attitudes and confidence for knowledge transfer, 
developing children's skills and attitudes, supporting them in overcoming obstacles to further education, 
providing them with emotional support, and preparing them for active participation in social life, 
depending on the specific challenges faced by a special needs student (Cook & Ogden, 2021; Lisak Šegota 
et al., 2020; Skura & Świderska, 2022). Previous research has shown that emotions play a crucial role in 
education and that pleasant emotional experiences encourage more personal involvement in learning 
(Froiland & Davison, 2020). Increased personal involvement in learning, expanded thought and action, 
and change and development on emotional, cognitive, and behavioural levels were all supported by a 
learning environment that generates good emotional experiences. Furthermore, students should feel safe 
and secure in their ability to advance past their current levels of knowledge and competence in a learning 
environment. When they experience safety and support in their learning surroundings, students are more 
receptive and willing to engage in the learning process. Therefore, it is important to promote students' 
direct and active participation in their educational experiences (Bejnö et al., 2021; Naude et al., 2014). 

Students with special needs in this study participated in the learning based on their Individual 
Education Plan (IEP). They have different lessons and activities based on their ability. They are given 
differentiated instruction. Applying differentiation within classrooms is a standard practice in primary 
education. Strong teacher's personal motivation and a specifically made professional development 
program served as the foundation for implementing differentiated instruction. Teachers can use various 
instructional and questioning techniques linked to differentiated education, despite certain obstacles in 
teaching special needs students. We propose that differentiated instruction should be reinterpreted as a 
teacher competency and believe that the responsiveness of differentiated teaching is a more sophisticated 
application of it. To encourage teachers' responsive teaching abilities, sustained teacher professional 
development is required (Kok et al., 2021; Smets & Struyven, 2020). The teacher's emotional intelligence 
and social skills may be related to the student's special needs. Teachers must possess highly refined soft 
skills due to the intricacies of working with students who have special needs. The adoption of specialized 
training that would equip future teachers to work with students with special needs from the start of their 
studies would be made possible by identifying the soft skill set for students. Such a set of skills might 
include self-awareness of one's feelings, recognizing emotions in oneself and others, as well as empathy, 
understanding the circumstances and emotional states of others, the capacity to put oneself in their shoes, 
or the ability to establish cooperative relationships, all of which would be very useful (Bejnö et al., 2021; 
Skura & Świderska, 2022).  

This study has a limitation on the number of teachers as participants. Future research is 
recommended to explore the types and adaptations of the English questions used by more teachers who 
teach special needs students in mainstream schools at preschool, primary, secondary, and higher 
education levels. In addition, the results of this study have implications for teachers' initial and ongoing 
professional development. Thus, to promote student active learning and participation, teachers' 
professional development could actively help them with ways to ask the appropriate questions and 
respond to certain types of student responses. 

 

4. CONCLUSION 

Both cognitive and affective-based questions offer a helpful framework for directing teachers who 
teach special needs students in exposing the English language in a bilingual classroom. In order to provide 
adaptations that will allow special needs students to participate effectively in their classrooms, teachers 
should think carefully about these two areas. Knowledge of the strengths and weaknesses of each special 
needs student leads teachers to ask questions at an appropriate level and consider students’ emotions and 
feelings. For students who can receive and respond to the questions in English, teachers can use low-order 
convergent and high-order convergent. However, for students who are non-verbal, high-order convergent 
makes them struggle. The low-order convergent questions can be answered by saying yes or no, or giving 
a short answer that the answer can be gained from memorization and observation. Although teachers in 
education widely use low-order convergent questions, those questions are challenging for students with 
special needs. Teachers are suggested to adapt the question by translating to Bahasa Indonesia, repeating 
the question, drilling the students, using pictures or other visual support, and being aware of students 
receiving and responding abilities. Continuous professional development would be beneficial for teachers 
of special needs students. 
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