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ABSTRACT 

This is study was designed to describe and ex pl ai n the nature of the verbal behavior used in 

English classes in se lected secondary schools. The need for describing and explaining the 

nature of the verbal behav ior used in a lesson arose from the need to get insight into the 

nature of the potential learning opportuniti es that can be created by the verba l beha viors 

used during a lesson. 

The subjects of the study were grade 9 Engli sh teachers and the ir students. Two teachers 

who had a BA level qualification in Engli sh teaching were selected from two government 

senior secondary schools in Addis Ababa. Both teachers were teaching the new English 

textbook (English for Ethiopia) when the data was collected. The data was coll ec ted in the 

same academic year (1997/98) in wh ich the new textbook was introduced to grade 9. 

Two groups of students ('strong' and ' weak ') were selected from the two teachers' classes 

to write diari es on thei r English lessons for three weeks. Classifying students in to 'strong' 

and 'weak' group was made by the teachers themselves on the bas is of thei r percept ions of 

the extent of the students' participation in English classes. 

Lesson transcript data was the core data used in the study. Grammar and vocabulary lessons 

taught by the teachers were audio-taped. The audio-taped lessons were transcribed, analysed 

and interpreted. Supplementary data were also obtained from class room obse rvation, 

teacher interviews and student diari es. 



The find ings of the study indicate that the classroom discourse mo ves, structu.ring, 

soliciting, responding and reacting are in place as was noted by the previous studies made 

in other contexts. Except for the responding move, the other three moves are restricted to 

the teachers. 

Further analysis of the transcript data shows that teacher soliciting behavior is the recurrent 

verbal behavior used in both lesson types whi le the investigation of the nature of the so lic its 

indicates that the solicits set the students tasks that do not require extended interactive 

work. This has limited the students' verbal behavior to single words, phrases, and 

single/simple sentences. 

The teachers' informing behavior, their explanation behavior in particular, has been noted 

to have the potential to leave the students' mind in confusion. In addition, the study has 

shown the teachers' feedback behavior to be tending to have a prescriptive nature. This 

means that they emphasize what ought to be said more than what the students could say to 

commun icate using the target language they are learning. 

Relevant conclusions were drawn from the findings of the study. Implications for future 

study were also suggested. 
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INTRODUCTION 

Engli sh had once been a medi um of instruction at all levels of the educational system in 

Ethiopia. However, as will be made clear later in Chapter I, Amharic replaced Engli sh in 

the earl y periods of the 1960s and served as a medium of instruction in the elementary 

school whil e Engli sh continued serving as a medium of education fro m grade 7 upwards 

(see Bender et al. 1976). As a school subject, Engli sh used to be taught begi nning in 

grade 3 until recently, but with the change in education policy ( 1994), the grade level at 

whi ch Engli sh is started to be taught has changed from grade 3 to grade I. This partly 

gives the language a central place in the students ' academic life at school. There is al so 

increasing demand in the skill s in Engli sh in the occupational li fe after school as there 

are a large number of national (e.g., banking, airlines) and international organisations (e. 

g., OAU, ECA) in the country that use English as a working language and as a medium 

of communication. 

Desp ite the importance of the Engl ish language in the individual student's li fe both in 

and after school and in the country 's over all deve lopment endeavours, there is one 

general di ssati sfaction that is invari ably expressed by English teachers at different levels 

of the educational system: student performance. s in the Engli sh language skill s is 

generally less than adequate to meet the demands that their classroom level requires of 

them. What might explain that? This was a particul ar aspect of the prob lem that 

prompted the present study. 



I Statement of the problem 

There are some studies that were conducted at AAU to investi gate freshman students' 

needs for and weaknesses in the English language sk ill s (see unpubli shed MA and Ph.D 

studies conducted by Gebre-Medhin 1984 & 1993; Hail e-Michael 1984 & 1993 and 

Mekonnen 1984, inter ali a). One of the findings that the studies noted was that they 

identified secondary school English learning background as the principal, though not the 

sole, source of first year students' inadequate performances in Engli sh. 

The cumulative findings of the studies eventually led the Departmen t of Foreign 

Languages and Literature and the authors to write a more ski ll s-based teaching material s 

to teach freshman students at the university. Although it is not a so lution to the 

secondary school students ' Engli sh language problem, the introduction of the new 

teaching materials reinforced further the then recently introduced more communicative ly 

oriented teaching methodologies in the department. For example, the College English 

(FIEn 101 & 102) which is given to all first year university students is a skill s-based 

course from which the students are assumed to acquire the skills that they need for their 

academic career. In addition, the students learn from the new course book study skills 

which will encourage the development of independent learning in their li ves after 

school. The classroom processes of teaching/learning the course are also believed to 

enable students to learn the language for communication. 

However, there is one thing that needs to be noted here: there is a wide gap between the 

communicative demands that some of the tasks in thi s course book place especiall y on 
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many students who have completed their secondary education in government schools 

and the students' communicative skill s. For example, the first chapter of College 

Engl ish req uires learners to get to know each other in English. This requires them to talk 

and write about themselves and about their secondary school. A number of first year 

students whom I have taught College English in the last few years have found it diffi cult 

to use Engli sh to perform the tasks. The inspiration for the present study arose mainly 

from the recognition of such problems. 

In fac t, seeking an immediate solution to this problem is not the purpose of this study. 

Perhaps what is missing and, indeed, what is needed in order to seek a solu tion is the 

knowledge of the state of the art. This means that we need to know in sufficient detai l 

how English is taught I I earned in secondary school classroom. To understand better how 

English is taughtllearned in the secondary school we need to investigate closely the 

nature of the verbal behaviour used during lessons and the potential learning 

opportunities that arise during lessons. Essentially, therefore, the purpose of the present 

study is not just to describe what teachers and learners do with language in language 

lesson classes but it al so investigates how what they do with language during a lesson 

relates to potential learning opportunities. 

Adimittedly, the cause of the freshman students' inadequacy in using English to do the 

tasks to the extent their level requires them to do might partly (though not exc lusively) 

li e in the content of the secondary school Engli sh course books that have been in use 

over the last few decades. It may, therefore, be possible to argue that in recognition of 

this problem new textbooks have already been written to be used in the secondary 
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school. Admitted ly, thi s is a commendable achievement on its own. However, it needs 

to be pointed out that writi ng a new textbook is onl y part of the effort made to improve 

the tex tbook side of the classroom processes of language teaching/learning. This is 

because the textbook is not the so le, though it could be the main source, of the target 

language input for students in the class room. Apart from the tex tbook, anything that 

in volves language in the classroom can potentially serve as material for students to learn 

the language from. In reference to thi s All wri ght (1 978) state [A]ny use of the target 

language to exp lain a grammar point, or the procedure of group work constitutes a 

sample of the target language which any learner may use as an input (1978: 16). This 

means that the c lassroom processes of teaching/learning language have in general a 

crucial effect on the nature of the learn ing opportunities that ari se during a lesson. The 

general objective of this study is, therefore, to account fo r student general performances 

in English through describing and ex plai ning in a sufficient detail the nature of the 

verbal behaviour used in selected secondary school Engl ish c lasses and of the 

consequent learning opportunities. In particular, the study has been pl anned to provide 

insights in to: I) the [re nature of the ex isting classroom verbal behaviour in selected 

secondary school Engli sh classes; 2) how the classroom verbal behaviour during lessons 

influences the patterns of classroom interaction, and c) the relationship between the 

patterns of classroom interaction and potential learning opportunities during a lesso n. 

2 The pUl'poses of the study 

This study has been designed to answer the foll owing questions. 

What is the nature of verbal behav iour in the secondary school EFL class room ? 

2 How does the recurrent verbal behaviour determi ne the patterns of class room 
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interaction during a lesson? 

Research questions 1-2 will provide relevant data to describe and exp lain the verba l 

behaviours used during Engli sh periods and the nature of c lassroom interaction that are 

created by the verbal behaviours . This means that they wi ll serve to provide re levant 

data to yet another question that will enable us to gain insight into the potential learn ing 

opportuniti es that ari se during classroom interaction . Research question 3 (see blow) has 

been designed to serve this purpose. 

3 In what ways do the patterns of cl assroom interaction during a lesson determine 

learning opportuniti es? 

3 Significance of the study 

The Department of Foreign Languages and Literature is train ing students to teach 

Engli sh in the secondary school. In the absence of a prior study (especially 111 the 

context of the new textbook), the present study is hoped to serve the department as a 

feedback too l on matters related to secondary school English classroom verbal practice 

vs . learning opportunities. In particular, the study is hoped to enable the Department of 

Foreign Languages and Literature to make informed decisions pertaini ng to the a) 

methods of initial and in -service training of teachers for Eng li sh language teaching in 

the secondary school, and b) content of the syll abus to be used for training Engli sh 

teachers. In addition, the findings of this study can be used as a baseline study for future 

in-depth studies of selected verbal behaviours in Eng li sh language teac hing classroom. 
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4 Delimitation of the study 

Useful insights in to the nature of the potenti al learning opportuniti es that ari se during a 

lesson can be obtained through an in-depth analysis of the verbal behavior used during 

the classroom processes of teaching/learning. This study also concerned itself with an 

in -depth analys is and expl anation of the verbal behaviour used during Engli sh lessons 

and the nature of the potenti al learning opportuni ties created during c lassroom 

interaction. 

The need fo r an in -depth anal ys is of lessons in the study arose from the need to get 

better understand ing of the classroom processes of Engli sh teaching/learning. The effort 

made to explore the nature of various verbal behaviours in detai l has limited the number 

of the lessons that were studied in thi s work. However, it needs to be made clear here 

that in compensati on for the limited number of lessons considered in the study, care has 

been taken to provide comprehensive descriptions and explanations of various verbal 

behaviours and potenti al learning opportunities in whole lesson interactions. 

5 Organization of the study 

This study has been planned to investi gate the class room verbal behav iour and the 

potenti al learning opportunities that could arise during lessons through studying the 

classroom process of English teaching/learn ing in selected secondary schools. The study 

has 10 chapters. It begins with the description of the general background of the study in 

Chapter l. Chapter II rev iews related studies. Chapter III describes the research 

methodology and the subjects used in the study. Chapter IV presents the analys is and 
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interpretation of the data on the natu re of the verbal behaviour and the potential learning 

opportunities in a grammar lesson. The analysis and interpretation of the nature of the 

recu rrent verbal behaviour in a grammar lesson will be presented in Chapter V. Issues 

related to student verbal behaviour and learning opportun ities in a grammar lesson will 

be dealt with in Chapter VI. Chapters VII - IX serve in a vocabu lary lesson the same 

purposes that Chapters IV - VI served in a grammar lesson. Chapter X reviews the 

findings of the study in terms of the research questions and concludes the Thesis. 

Now let us turn to Chapter 1. Chapter I describes the general background of the study. 
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CHAPTER I 

GENERAL BACKGROUND OF THE STUDY 

1 . 0 Introduction 

The general purpose of this chapter is to descri'be the contextual background of the 

study. The chapter has 3 sections. Section I presents a brief overview of the beginning 

of modern education in Ethiopia. Section 2 deal s with the nature of English language 

teaching beginning from 1947/8 - mid 70s while matters related to English language 

teaching from mid-70s up to the present time are presented in section 3 of the chapter. 

1 . 1 The beginning of modern education in Ethiopia 

The Orthodox Church and the Mosque are believed to be the sources of traditional 

education in Ethiopia (Pankhurst 1976, inter alia). These religious institutions 

apparently wanted to help their followers to read their respective doctrines through 

teaching them how to read and write. According to the 1994 Education Sector Strategy 

issued by the then Transitional Government of Ethiopia, modern education has a century 

long history in Ethiopia. Modern education, as stated in the official document , is 

believed to have initially started in Ethiopia with the view to training people to serve in 

the bureaucratic machinery that was beginning to take shape in the early decades of the 

20,h century. The document notes that the Second World War particularly the 1935 

Italian invas ion disrupted the initial attempt that had just began to introduce education to 

the country. In Bender et al.'s (1976) opinion, the disruption caused by Italian 
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occupation appears to have made accessing earlier official documents on educational 

matters virtually imposs ible . Bender and hi s associates have written ex tensively on 

Languages in Ethiopia. 

1. 2 English language teaching in Ethiopia (1947/8 - mid 60s) 

1 . 2.1 194718 - 1958/9-

Dejene ( 1990) in hi s Doctoral Dissertation describes the introduction and the expansion 

of Eng li sh language teaching in Ethiopian education system as foll ows: 

At the beginning of modern education in Ethiopia, English served 
as the medium of education from the beginning of schooling up to 
and including tertiary education. So, all Engl ish books and 
examinations were imported from the United Kingdom. It was 
during that period that the Engli sh language teaching series as the 
New Method Readers , and Pictorial English Grammar, were 
used as textbooks at the elementary and j unior secondary schools 
whereas books like The prisoner of Zenda, Round the World in 
Eighty Days, Kidnapped were used at the secondary school level. 
Shakespeare and other literature formed the core of English at 
university (college) ( 1990: 14). 

The aims of teaching English in the order given in the 1947/8 Elementary Eng lish 

curricululll , as reported by Bender et al ( 1976: 382) is, first, reading and understanding; 

second, hearing and understanding. Teaching to speak the language fluentl y and 

correctly came next wh ile teaching the language to write correctly and clearl y was the 

last skill to be taught. As can be understood from Bender et ai' s citation from the 

curriculum (quoted below), the order of teaching the skills does not fo llow the suggested 

order of the aims of teaching English in the curri cu lum. 

For the teacher, reading can be very easy, and oral Engli sh very 
diffi cult, but with the latter the 'ch ild learns twice as much'. Thus, 
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' if you wish your pupi ls to " learn English" you must teach them 
to speak' ( 1976: 382) (italics original) 

The difficulty teachers face to teach speaking and the importance of teaching speaking is 

now an issue with over half a century hi story behind it in Ethiopian educational system. 

Much still remains to be done in this regard as man y students even after learning 

English for ten years at school are not sufficientl y capable of expressing themse lves 

usi ng the language. As will be explained later in the chapter, the moti vation for 

undertaking the present study arose from the recognition of this problem. 

Bender et al (1976: 382) notes that the content of the 1947/8 Elementary English 

curriculum is li sted for each grade level although reference to cu rri culum - book begins 

in the second term of the third grade. A wide ranging items of grammar were li sted and 

accuracy was also stressed in the E lementary English curri culum that was issuer! to be 

taught at differen t grade levels although it was stated in the document that there is 

" little use in teach ing a great deal of grammar"( 1976: 382). 

According to Bender et al (1976), the 1947/8 Elementary English curriculum covered 

grades I - 6 while the Secondary English curriculum covered grades 9 - 12. The junior 

leve ls (grades 7-8) were not mentioned in both the elementary and the secondary 

Engli sh curri cula. The Elementary Engli sh curriculum suggested ten peri ods a week to 

teach Engli sh in some grades wh ile the English period allotment for the secondary 

school was 8 periods a week. 
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From among the 15-16 school subjects taught in grades 9 and 10, Engli sh still has the 

highest period allotment (6 periods) in a week. In all the Eng li sh curricula issued at 

different times, the periods prescribed for the teaching of Engli sh have always tended to 

reflect the role Eng li sh is accepted to play in the Ethiopian educational system and in the 

overall development endeavors in the country. It is perhaps in recognition of the wide 

rangi ng rol es that English plays both within the educational system and outs ide of it that 

Bender et al. stated the fo llowing as earl y as 1976 (although over the last quarter of the 

last century the extent of the need for English has undoubted ly been a lot more in the 

country in general than it was at the time of their observation). 

Engli sh has a negligible number of native speakers in Ethiopia, 
but at the present time it has a crucial position in educati on, 
commerce, government, and international communication , and 
from thi s point of view it can be regarded as a major Ethiopian 
language.(l 976: 12) 

As Bender et al. (1976) report it, it was also mentioned in the ( 1947/8) Secondary 

Engli sh Curri culum that the Engli sh courses in the secondary school lead to the 

Ethiop ian Secondary Schools Leaving Certificate Examination (ESLCE for short), or 

they lead to the London General Certificate of Education. The Secondary English 

Curriculum, li ke the document for the Elementary leve l, stressed the need for accuracy 

and had, therefore, a long li st of items of grammar to be taught at different grade levels 

in the secondary school. The document also had lists of textbooks and simplified readers 

to supplemen t the development of the students' reading skills. Suggesti ons regarding the 

quality of compos itions that students had to produce were also offered in the curri culum. 
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1 . 2 . 2 1958/9 -1963/4 

Some major changes were introduced to the educational system a few years after the 

first introduction ( 1947/8) of the Elementary and Secondary English Curri cu la. In 

connection with this, Bender et al. (1976: 385) state that a Long -term Pl an ning 

Committee was set up in 1953 and produced ' A Ten - year Plan for the Contro lled 

Expansion of Ethiopian Education' in June 1955. The Plan introduced a new structure 

of school system. This means that 'elementary' level was from grade I to grade 8 with 

grades I to 4 being 'primary', and 5 to 8 'middle' elementary. The (then) new document 

recommended expansion of community schools to teach basic education .. 

The Elementary and Secondary English curriculum and the curri cula for other su bjects which 

were issued in 1947/8 stayed in use until 1958/9. In 1958/9 Elementary Community School 

Engli sh Curriculum was introduced to experiment the (then) new development in the educational 

system. The document suggested that Eng li sh be taught through the 'natural ' order of li stening, 

speaking, reading and writing. In particular, Bender et al. quote the fo llowing from the document: 

The first approac h to the language is through the ear: the children 
li sten and respond through action or by pantomime. Next, 
practice in speaki ng in meaningful situations is provided, using 
the vocabulary that the children have become acquainted with 
through li stening. Later sti ll , when the ch ildren are ready, they 
are given instruction in reading and writing Engli sh through 
appropriate meaning experiences ( 1976: 387) 

The 1958/9 curricu lum, like the curricu lum that it replaced , specified the content to be 

taught and recommended the textbooks to be used at different grade levels in the 

elementary school. In 1962 a conference wh ich mainly concerned itself with Secondary 
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Education In Ethiop ia was held. The conference, as Bender et al ( 1976) state it, 

coincided with the open ing of the department at the Univers ity College to train 

Education ' majors ' . The final report of the conference which was publi shed by the 

Department of Educati on of the Faculty of Arts at the Uni versity Coll ege had many 

important issues on the situation of Engli sh teaching including the need for 

Ethiopiani zation of studies and better qualification of Engli sh teachers. This was the 

time when the issue of qualification of Eng li sh teachers appeared for the first time since 

the offi cia l document of English curricu lum appeared in 1947/S. 

In the same year ( 1962), a genera l assessment of the elementary school education system 

was also made. Many recommendations were made fo llowing the assessment. One of 

the recommendations revised the level at which Engl ish used to be introduced. English 

was recommended to be introduced at the third grade leve l on the ground that 

introducing two languages, name ly, Amharic and Engli sh, simultaneous ly as early as 

grade one to non-Amharic speaking ch ildren wou ld be too much demanding. 

1 . 2 . 3 The 1963/4 English curriculum 

The 1963/4 document stated Amharic to be the medium of instruction from grades I - 6 

with Engl ish to be taught as a subject from grade 3 upwards. The 1963/4 Secondary 

E ngli sh Curriculu m covered six years of secondary school with the fi rst two years being 

'exploratory' years which later became junior secondary level. It is stated in the 

curriculum that intensive course in Engli sh language sk ill s wou ld be given at the 7th and 

Sth grade levels fo r 9 periods a week. As regards the teaching of French and Engli sh in 

the senior secondary school, as Bender et al. report it, it is stated in the document that 
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the study of theoretical grammar and the hi story of li terature should be reduced as far as 

possible. The emphasis should be placed on the knowledge of the con temporary 

language as a practical working tool ( 1976: 39 1 - 392). 

The document al so emphasized the need for students' profic iency and accuracy in 

spoken and written Engl ish. Preparing fo r examination and note-tak ing were mentioned 

in the curriculum under 'methods 'of studying English. In January 1967, a seminar was 

he ld at the University on Secondary School Curriculum Development and the ESLCE 

and evaluated the standard of the Engli sh language that was being taught at the time and 

issued reports that suggested certain signifi cant changes. Some of the changes suggested 

at the time are quoted below as they still seem to be relevant to the current state of 

English language teaching in the country. 

a. The state of Engli sh teaching in Ethiopia is critical 
b The crisis has its origin in elementary school 
c Any recommendation pertaining to the secondary curriculum 

will prove largely ineffective until the fo llowi ng points 
referring to elementary schools are given priority. 
Speciali st training in teaching English as a second language at 
the e lementary level should be inaugurated as soon as possible. 

2 A scheme of in-service training for Engli sh teachers at present 
employed in the e lementary school s should be set up as soon 
as poss ib le ( 1976: 394-5). 

Recommendations to revise the secondary school Engli sh curri culum were also made in 

the report. Following the report, as part of Ethiopianizing the tex tbook, a seri es of the 

New Oxford English Course for Ethiopia was introduced. Accord ing to Bender et al. 

( 1976)" an oral approach with writing primarily to rein fo rce speech; and more attention 

to drill ing the basic structures of Engli sh ... " ( 1976: 396) were among the changes 
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recommended In the report of the seminar regarding the Engl ish language teaching 

methodology 

1 . 2. 4 Mid - 1960s - mid 1970s 

The elementary and secondary Engli sh curricul a and the textbooks through which the 

contents and the objectives of learning/teaching English were implemented (with not 

much reference made to teacher qualification) has been explained in the preceding 

sections. It is understandable from the material discussed in the section that textbooks of 

fore ign origin had to be used at different levels of the educational system. At some point 

in the sixties, however, decisions were made to produce textbooks locally and relate the 

linguist ic content to the needs of Ethiopian students. 

In reference to thi s, Dejene ( 1990), in hi s Doctoral Dissertation , quoting a source, notes 

that the Un ited Kingdom was the source from where Engl ish teaching textbooks and 

examinations used to be imported at the beginning of modern education. He further 

states the changes and the developments seen in the trend of Ethiopianizing the content 

of the educational system as follows: 

Gradually, however, the policy of Ethiopianization was 
introduced which gave rise to the production of textbooks 
and examinations locally. Some of these books included: 
Shlomo Bachrach's Ethiopian Folk Tales, Bright and 
Wingard 's English for Ethiopia, the Ministry of 
Education 's Ethiopian Life, Margaret Last and Guenet 
Zerihun's The New Oxford English Course for 
Ethiopia. These books gradually replaced one another 
until eventuall y the Contact Series took over and was in 
use during the period immediately before the 1974 
Revolution ... However, it had to be replaced especiall y 
after 1974 because some of the values which it was 
supposed to reflect were found opposed to the new 
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philosophy of soc ialist principles. As a resu lt there was a 
need to write another book which not only reflected but 
also upheld soc ialist principles. That is how the current 
series of English for New Ethiopia and the accompanying 
sy llabus ... came into ex istence (1990: 107). 

The next section deals with the current English teaching series mentioned in the text 

quoted from Dejene's work. 

1 . 3 From mid 1970s -up to the present time 

1 . 3. 1 The English for New Ethiopia (ENE) 

The ENE series has now been in use for nearly three decades. The series consists of ten 

books for teaching English from grade 3 up to grade 12. This means that there is one 

textbook for each grade level. Each of the four books for grades 9 - 12 has 20 units. In 

grades 9 to II , the first 10 units are taught in the first semester, and the second lOin the 

second semester. The textbook for grade 12 also has a simil ar number of units hut the 

units are not to be taught in two semesters as there are no regu lar classes for grade 12 

students in the second semester. The second semester starts in mid - February for 

secondary schools and grade 12 students sit for the ESLCE in March. Therefore, 

teachers in grade 12 teach on ly the grammar parts along with questions of similar 

structures selected from previous years of ESLC English examinations. 

Each unit begins with a new reading passage. The reading passage with which each unit 

begins serves as a carrier topic of all the activities in the unit. The passage is followed 

by comprehension questions of various types. Multiple choice, true/fa lse, matching, fill 

in the blank type and very few open - ended questions follow readi ng passages in all the 

units. After comprehension questions, the textbook has a section on word practice in 
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wh ich students are first required to match words selected from the passage wi th a li st o f 

suggested mean ings. Then, there is a secti on which requires students to fill in blank 

spaces in sentences provided in their textbook usi ng the word they th ink to be fitt ing. 

The words to be used are selected from the passage. There are also other comprehension 

ques ti ons in the form of 'true/false' or 'multiple choice' type that fo ll ow the reading 

passages in the textbooks. The textbook for grades 9 and 10 have sections on 

pronunciation practice. 

The grammar and usage part is an in tegral component of the series especially in he 

secondary school. Discrete grammar items, grammatical terms and rules are provided in 

the textbook for drill s in the classroom. The drills require students to change 

decontex tu a.li sed sentences from one form to another (from active to passive form, for 

example). Dejene ( 1990) discusses a number of important issues related to the teaching 

of the Engl ish language in the context of the ENE in the secondary school. One of the 

points he raises is related to the emphasis afforded to usage of language in the textbook. 

He writes 

[U]sage rather than use of language has been a common feature 
throughout the series of Engli sh language tex tbooks and syll abi used 
in Ethiopian secondary schools of wh ich the current one, namely, 
Engli sh for new Ethiopia, is a good example ( 1990: 108). 

Dejene also argues that, with some variations among schools, the negative effect of the 

ESLCE is the problem that is felt in common by the secondary schools in the country. 

Apparent ly, th is happens to be so because English is a compu lsory subject in which a 

passing grade is required if students wish to join any institution of higher learning in the 

country. Even if some students postpone joining higher learning institution for reasons 
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other than their grade in the ESLCE, the grade they score in the ESLC Engli sh language 

examination has still a crucial role to play in their future opportunities for not onl y 

getting a job but also for sustaining the job. Recognition of thi s has made it important 

fo r teachers in the secondary school literall y to train students to pass the Engli sh 

examin ation in the ESLCE. 

Before we move on to the next section, the secti on in which the new series of Eng lish 

textbook wi ll be reviewed, briefly though , let us look at how Dejene exp lains the wash 

back effect that the format of the Engli sh language examination in the ESLCE has on 

the teaching of English in the secondary school. He writes 

The present day teaching/learning of English has therefore been 
closely geared to the preparation of multiple-choice examinations 
wh ich ... have negatively affected the Engli sh language 
proficiency of students from year to year ( 1990: 16). 

1.3.2 English for Ethiopia Series (1997/8 --) 

So far we have seen the nature of the content of the Engli sh syl labi that have been in use 

over the last decades. This section deals with the new Engli sh teaching seri es of course 

books that are currently being introduced to the secondary classrooms. 

The syll abi for grades 9 - II contain 14 reading topics through which the intended 

objecti ves are planned to be ach ieved. The textbooks for grades 9 and 10 have already 

began functioning. Each reading topic is developed in to a unit in the textbooks that have 

already begun fu nctioning. There are two books (Books I and 2) fo r each of the grades 9 

and 10. Books I and 2 in both grades contain 7 units each. I have not had access to the 
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textbooks for grades I I and 12 but the number of units li sted in the sy llabus for grade 

II is 14. The units might require two textbooks like the units in grades 9 and 10. In 

grades 9 and 10, Book I is taughtllearned during the first semester and Book 2 in the 

second semester. Each unit has 7 sections presented in a fixed order. These are (reading) 

comprehension, vocabulary, grammar, speaking, li stening, writing and read ing. The first 

6 language aspects are done in class while the last one is intended to be an extensive and 

independent reading to be done by students out of class time. 

The reading passages serve as a basis for the acti vities in the un its. The textbooks for 

grades 9 and 10 have appendices in which the past tense and past partic iple forms of 

irregul ar verbs are li sted. There are also li sts of grammatical and phrasal verbs in the 

appendices. It is stated in the syllabus for grade 9 that in grades I - 8 the students have 

learned about 2000 words. In grade 9, at least another SOO words are recommended to be 

learned. A li st of what the syll abus calls 'core' vocabul ary is also provided in the 

syll abus. There are Teacher Guides for the textbooks. Teaching techniques are 

suggested to teach the skill s given in the textbook. Teachers are also advised (in the 

Teacher Guide) to be flexible whenever they feel other options to be more fitting the 

situation in the classroom. In the syllabus for grades II and 12 emphas is is suggested to 

be given to listening, oral work, reading, writing, and gram matical structure. The target 

students at grades II and 12 level are those who intend to go fo r a higher learnin g. 

Before we turn to the 2nd chapter, the chapter which reviews literature related to the 

present study , let us quickly sum up the main points of the story so far. 
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The Introduction chapter has provided us with the desc ription of the nature of the 

problem to be investi gated in this study. Chapter I described the contex tual background 

of the study. In the chapter, sufficient seems to have been done to trace the hi stori cal 

background of English teaching in Ethiopia. In particular, English sy llabi and the 

textbooks used at different times have been described. With this background knowledge 

about the present study, it is now time for us to turn to the chapter which rev iews 

literature related to the study. 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

2 . 0 General Introduction 

This chapter rev iews related literature. As stated in the first chapter, thi s study has been 

planned to gain some insight into the classroom verbal behaviour in the secondary school 

and the consequent learning opportunities. The selection of the li terature rev iewed in the 

chapter is, therefore, based on the conceptual and methodological relevance of the material 

to the present study. In addition, the literature is used to develop the story line of the 

present study. 

The chapter has five main parts. Each part has sections. In Part I, previous work on verbal 

behav iour in the studies conducted in general education wi ll be rev iewed. Part II presents a 

brief overview of language teaching research traditions with a particular emphasis on what 

has been done in the area to understand classroom processes of language teaching and 

learning and the methods used at different times. The notion of learning opportunities will 

also be discussed in thi s part of the chapter. Part ill reviews work in general education on 

verbal behaviour and classroom questions. Pan IV also looks into the studies on the nature 

of the verbal behaviour and questions in the ESlJEFL classroom. This part of the chapler 

also has a secti on on related studies made in the local context. Part V presents Summary 

and Conclusions. The research questions which have been scattered in the sections of the 

chapter to bui ld the story line of the study wi ll also be pulled together and stated more 

clearly in the last section of the chapter. 

21 



PART I CLASSROOM VERBAL BEHAVIOUR: focus on work in general education 

2 . 1 Introduction 

This section reviews prev ious work on classroom talk. Much of the classroom talk in the 

section is on teacher talk as learner talk has rarely been afforded due attention in the early 

work on classroom talk. 

2 . 1 . 2 Focus on classroom talk 

2 . 1 . 2 . 1 Bellack et al.'s perspective: concern with classroom language 

As wi ll be made clear later in the section , several of the studies made in the language 

classroom in the 1960s concerned themselves with comparing methods on a large-sca le 

level with the view to identifying and , thus, prescribing the most effective method of 

foreign language teach ing. The parameters for measuring effectiveness were students' 

improved performances in language skill s orland their improved pelformances on tests. 

Many of the studies made in general education in the same decade, however, had their 

own different line of enquiry: they took interest in des igning a scheme for observing and 

recording teaching behaviour in the hope of improving the teacher's verbal behaviour 

during a lesson. 

Bellack et a!. ( 1966) had a purpose different from designing c lassroom observational 

system to study behaviour to cause improved teacher or learner performance. They 

conducted the study simply because they wanted to understand how language was being 

used in the class room. To do this, they recorded , transcribed and anal ysed the lingui stic 
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behaviour of 15 teachers and 345 soc ial studies students of grades 10 and 12 in 7 high 

schools in New York city. Bellack et al. tape- recorded 4 class lessons for each of the IS 

teachers and altogether transcri bed and interpreted 60 class lessons. 

The assumption behind the need to describe the lingui stic events from the perspective of 

teachers' and students' expressions of meaning originated from the intu ition that language 

is primarily used by teachers and students for communication of meaning. Their 

conception of meaning was influenced by Wittgenstein's, (n.d) (c ited in Bellack et el. 

1966) notion of meaning. That is, according to Wittgenstein , the mean ing of a word lies in 

its usage in a language. Following Wittgenstein, Bell ack et al. equated meaning and usage 

of a word in a language. This necessitated the need to identify the disti nctive functions for 

which teachers and students use language in the classroom. One of the things they did in 

their search for meaning in teachers' and students' language use was to identify the 

pedagogical significance of the words spoken by teachers and students at a given time. In 

reference to this, Bellack et al. state: 

We were first of all concerned with the pedagogical significance 
of what the speaker was saying, whether, for example, he was 
structuring the class discussion by launching or focusing attention 
on topic or problem, eliciting a response from a member of the 
class, responding to a question posed by a previous speaker, or 
reacting to a comment previously made (1966: 85). 

The methodology Bellack et al. used to capture the verbal behaviour of the teachers and 

students in the process of classroom communication was again influenced by 

Wittgenstei n's notion of language games. Language games, as described by Wittgenstein 

and reported by Bellack et al. refer to "a metaphor used to point up the fact that linguisti c 
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activ ities assume different forms and structure accordi ng to the funclions they come to 

serve in different contexts" ( 1966: 85-86). 

The participants' communication processes in the classroom verbal acti vities according to 

Bell ack et al. follow definite language rules that determine the uses of words to express 

meaning in language in the classroom. Pm1icipation in language activities, in Bell ack et 

al. 's opinion, therefore, presupposes pm1icipants' knowledge of rul es that govern the uses 

of words in the activities. Simi larly, pm1icipants in a game need to know the rul es that 

govern the game. Describing Bellack et al.' s perception of language in the classroom, 

All wri ght ( 1988) writes 

They were trying to understand how the classroom worked as a 
learning environment ... they saw classroom interaction more as a 
soc ial "game" bound by convention , and consisting of an implicitly 
agreed set of moves by all participants rather than a set of teaching 
"acts" ( 1988: 126). 

The analogy between playing a game and classroom discourse enabled Bell ack and 

associates to establi sh a framework to analyse teachers and students verbal behaviour. 

They cl assified the teacher's and students' verbal interactions in to 4 major categories. 

They called the categories 'pedagogical moves ' , a name based on the functions of the 

moves in classroom di scourse. Bellack et al. describe the pedagogical moves as 

I. Structuring (STR): Structuring moves serve the function of sellin 
the context for subsequent behav iour by (launching or halting 

excluding interaction between teacher and pupils,) and indicating the 
nature of the interaction in terms of the dimensions of time 
2 Soliciting (SOL): Moves in this category are intended elicit a) an 
active verbal response on the part of the persons addressed; b) a 
cognitive response, e.g., encouraging persons addressed to attend to 
something; or c) a physical response. 3 Responding (RES): 
Responding moves bear a reciprocal relationship to eliciting moves 
and occur onl y in relation to them. Their pedagogical function is to 
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fulfil the expectation of soliciting moves and is, therefore, reflective in 
nature 
4 Reacting (REA): These moves are occasioned by structuring, 
soliciting , responding, or a prior reacting move, but are not directl 
eli cited by them (1966: 18- 19). 

Investigating their classroom data fu rther, Bellack et al. noted that pedagogical mo ves 

follow a cycl ical pattern of occurrence. This, they called a 'teaching cycle'. A teaching 

cycle, they note, begins with a structuring or a soliciting move. Both moves serve an 

in iti ating purpose. Responding and reacting moves are reflective in nature, and, 

therefore, they do not begin a cycle. Bellack et ai's study noted that the teachers did 

more talking than the students . They reported their finding as follows: 

Structuring moves account for about six per cent of the discourse 
in terms of moves spoken. Soliciting, responding, and reacti ng 
each account for approx imately 30 per cent of the 
moves .. . Analysis of teaching cycles centers on the dimensions of 
initiator (teacher or pupil ) of the cycle, pattern of pedagogical 
moves within the cycle and the rate at wh ich cycles OCCUI". Classes 
differ in the extent to which teachers initi ate teaching cycles; 
generall y, teachers initi ate about 85 per cent of the cycles. 
Anal ysis of the cycle pattern indicates that the basic verbal 
interchange in the classroom is the sol iciting - responding pattern 
(1968: 94). 

To sum up, Bellack et al. establi shed the pedagogical signifi cance of language in the 

classroom and clearly noted that teachers do the majority of classroom talk. They also 

establi shed I-R-F as a unique discourse style practiced in the classroom . However, it 

should not remain unnoticed that Bellack et al.'s study was based on the content 

classroom in on ly the North American educational system although as will made clear 

later studies made in the language teaching classroom in man y other contexts generally 

confirmed that teachers do more talk than learners. 
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2 . 1 .2. 1 .3 Flanders' perspective: concern with classroom observational system 

Flanders' perspective is essentially different from Bellack et al. 's tradition. As will be 

made clear later, whil e researchers in second/foreign language were trying to make 

comparisons between different methods of teaching with the view to identifyi ng and 

thus prescribing the best method to be used to teach language, educational researchers 

were already using observation as a crucial tool for coll ecting data for various research 

work (All wright 1988). 

A notable example to mention in thi s context is Flanders' System of Interacti on 

Analysis. In its original or modified forms, Flanders' system of interaction anal ys is has 

been widely used to study verbal behaviou rs used in both the content area subjects and 

in language cl assrooms. A whole book has also been written by Flanders himself on the 

content and procedures of using the observation schedule. In his book, under the title 

Analysing Teaching Behaviour ( 1970), Flanders' states that the observational system 

of interacti on analysis was deve loped between 1955 and 1960 by Flanders himse lf and 

assoc iates at the University of Minnesota, North America. 

A look at what Flanders has stated about classroom interaction analys is will perh aps 

enhance our understanding of the instrument and how to use it for systematicall y 

observing and coding verbal behaviours used by the teacher and the students in the 

classroom. He writes: 

Classroom interaction analysis refers not to one system , but to many 
systems for coding spontaneous verbal communication , arranging the 
data into a useful di splay, and then analys ing the results in order to study 
patterns of teaching and learning. Each system is a process of encoding 
and decoding, i.e., categori es for classifying statements are estab li shed, a 
code system is assigned to each category, and a trained observer records 
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data by jotting down code symbols. Decoding is the reverse process: a 
trained analyst interprets the di splay of coded data in order to make 
appropri ate statements about the original events which were encoded, 
even though he may not have been present when the data were co ll ected 
( 1970: 28-29) 

2 . 1 . 2 . 1 . 3 . 1 The Categories 

Fl anders' system of interacti on analysis consists of 9 categori es to code teacher and 

students verbal behaviours. Seven of the categories in the system were used to record 

' teacher talk ' while two of them were used to record 'pupil talk ' . Teacher talk categories 

refl ect the nature of the teacher's influence on the class. Two types of teacher influence 

have been identifi ed in the Flanders system of interaction analysis. One is direct 

influence. Direct influence is assoc iated with authoritati ve teacher behaviour. The other 

influence is indirect influence. Indirect teacher influence is assoc iated with more 

fl ex ible teach ing behav iour. The tenth category in Flanders system of interaction 

analys is is for recording s il ence or confusion. Altogether, then, Flanders original system 

of interacti on anal ys is has 10 categori es . 

2 . I . 2. 1 . 3 . 2 Coding Procedure 

Flanders' observational system is a real time-based tool to be used by a trained observer 

in the classroom. The observer watches the c lassroom verbal behav iour and codes every 

th ree seconds the behav iour that he or she observes in one of the ten categori es that 

constitute the observational system. Following that the analyst enters the coded 

behaviour into a ten by ten matri x. To determine the type of teacher behav iour and the 

classroom interaction observed, the analyst later calculates the percentages of the 

amoun t of talk (teacher vs . learner) and the type of teacher in fl uence (direct Vs ind irect) 
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from the matrix. This cod ing procedure has been a source of critic ism in Flanders' 

systematic c lassroom observational. 

2 . 1 . 2 . 1 . 3 . 3 Flanders' system in the Foreign Language classroom 

The introduction of Flanders' system of classroom observation to general education as a 

research tool has been di scussed in the preced ing sect ion. Originally, the need fo r a 

cl assroom observational system in general education seems to have been associated, 

perhaps loosely, with the perceived need supervisors had to eva luate the teaching 

perfo rmance of in-serv ice teachers. Eventuall y, however, the practical problem of the 

lack of a tool for givi ng feedback that teacher trainers were facing at the time made itself 

increasingly felt. This coul d be among the impetus for teacher trainers to look fo r 

someth ing that could help to reflect teacher classroom behaviour. Flanders interaction 

analysis was, thus, developed mainl y to meet the purpose of research in general 

education. Apparentl y, the observational system at the time managed to secure itse lf a 

place in the teacher training as a feedback tool to 'so lve' a long - standing problem. 

Shortl y afterwards, it also proved to be fruitfu l to be used as a feedback tool fo r in­

service teachers. 

Luckil y, so to say, the time during wh ich the observational system deve loped in general 

educat ion work coincided with the time when language teach ing c lassroom research was 

desperate ly looking for a meth od that could replace the methods comparison research. 

Flanders systematic classroom observation at the time , therefore, appears to have 

managed to fall in safe hands beyond the territory of general education. That is to say, 

language c lass room researchers like Moskowitz ( 1968) and Wagner (1970), among 
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others, carried over the tradition of int~raction analysis into the forei gn language 

teaching classroom. They took the observational system both in its original and 

modified forms. 

(For complete descriptions of the various observational systems of Flanders origin as 

well as other innovations in observing classroom, interested readers are referred to read 

Allwright's (1988) Observaion in the Language Classroom. To a limited extent, 

Malamah - Thomas's (1987) Classroom Interaction, is also useful material to read in 

thi s area.). 

In this section, I will discuss, briefly though, Moskowitz's contribution in thi s area with 

the view that her approach may represent the attempts made by many others in this 

regard. 

2 . 1 . 2 . 1 . 3 . 3 . 1 Moskowitz's FLint 

The acronym 'FLint' as used by Moskowitz stands for foreign language interaction. In 

her study, Moskowitz extended Flanders system of interaction analysis in such a way 

that it could be used to capture and analyse verbal interaction in the foreign language 

classroom. In her attempt to adapt the observation instrument to the foreign language 

teaching context, Moskowitz left all the categories in the original Flanders system of 

interaction intact but made some extensions to them. Moskowitz, as cited in Allwright 

(1988), describes the extensions she made to Flanders classroom observational system 

as follows: 
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The fo ll owing are categori es included in Flin t: (a) the teacher -
jokes, repeats student ideas verbatim, corrects without criti cism, 
directs a pattern drill, criti cizes student behav iour, and criti cises 
student responses; (b) silence, (c) confusion (di vided in to two 
types: ( I ) enthusiastic-eager to participate, and (2) out of order); 
(d) laughter -, and (e) English. (1988 : 76) (italics ori ginal). 

Moskowitz stated in her description of the FLint that it is poss ibl e with the FLint to 

calculate the ratio of the native language to the fo reign language used by the teacher and 

the students together with the in formation on the behaviour in the categori es which 

required the use of the native language. Moreover, calculations of the ratios of direct vs. 

indirect teacher influence in both the nati ve and the forei gn language could , according to 

Moskowitz 's view, be made and compared using the FLint. 

In connection with the subjects of the FLint, Moskow itz reported that 28 in-service 

teachers who were attending a graduate course at Temple University in summer 1907 

took training in using the FLint as an observational system. The su bjects joined 

Un ivers ity Temple from different countri es with varying lingui stic background. They 

were also teachers of different languages, French , Engli sh, fo r example, as a second 

language in their countries of origi n. Moskowitz is quoted in Allwright as saying the 

purpose of the training was " to increase their sensitivity to their own c lassroom 

behaviour and its effects and influence on students" (All wri ght 1988: 76). 

The result of the training, as was apparently hoped for by Moskowitz, was 'pos iti ve'. As 

ev idence fo r this Mokowitz has reported a long li st of the teachers' anecdotal reports 
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that descri be the pedagogical benefits the teachers after the training had claimed to have 

obtained . 

2. 1 . 2 . 1 .3. 3 1. 1 Is Flanders' interaction analysis adequate? 

Flanders interaction anal ysis and its derivati ves had been extensive ly used both in 

general educati on work and in the fo reign language classroom mainly in the 1960s and 

early 1970s. In fact, it arri ved in the fi eld of language teaching and filled a gap between 

the short-lived methodological compari sons and the unknown future of the time. It was, 

therefore, accepted with unquesti oning enthusias m at the beginning apparentl y to serve 

as a too l fo r reveali ng to the teachers in training and to those who were already in the 

profess ion their verbal behav iour in the class room. Shortl y after its arri va l. however, 

what it managed to do began spotlighting what it fa iled to do. Dissatisfacti on grew 

increasingly among cl assroom researchers and teacher trainers regarding the various 

inadequac ies of the observational system. 

In thi s section, I wil l di scuss onl y a few of the inadequac ies, most of wh ich have been 

rai sed by All wright and Bailey (in All wri ght: 1988) of the system of observati on. 

Fi rs tly, the Flanders system of observation focuses only on the verbal aspect of 

classroom commun ication and disregards the potential role played by nonverbal 

behaviour. The system does not take into account a multitude of sociological factors 

underl ying the verbal behaviour it is des igned to show (All wright and Bai ley in 

All wright 1988). Secondly, the system onl y shows the teacher what hi s classroom verbal 

behav iour is like. It is up to the teacher to give meaning to the behaviour and dec ide 
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whether or not some sort of change is desirable. Even when the teacher decides on 

making some changes in hi s verbal behaviour, the observational system does not 

provide him with clues or options for change. 

Another point to be mentioned pertains to the categories and the recording procedures. 

The categori es lack precise definitions. This leaves much of the verbal behaviour to be 

recorded to the subjective interpretation of the observer. (In fact, current research 

thinking seems to tolerate the notion of 'subjectivity ' (A ll wri ght (2000) personal 

communicati on)). What may exaggerate the subjecti vity of the observer's interpretati on 

is the time constraint exerted on the observer. The entire busi ness the observer does 

about verbal behaviour invo lved in a communication event including-identifying, 

deciding the category, recording- is done in on ly three seconds. The identified behav iour 

is represented by tallies in the categories designed for recording behaviour. 

An observer has no access to the quantity and quali ty of an individual student 's talk 

because of the indi scriminate nature of the 2 categories of pupil talk . Bailey' s (i n 

Allwright 1988) comments on the categories briefly summarsies the Faults of Flanders 

system of classroom observation. 

The lack of precision in the definitions of teacher and student 
verbal behaviour categories, the complex and ambiguous tasks 
the classroom observers must perform , the length y and 
formidab le training procedures which the neophyte must 
undergo are perhaps the most obvious deficits of the system, 
without taking into account several weaknesses of the research 
done to evaluate interaction analys is ( 1988: 123) . 
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So far we have been reading a wide range of studies of classroom talk mainly in the 

content area classroom. Part II will present a review of work on language teaching 

cl assroom .. 

PART II WORK ON THE LANGUAGE TEACHING CLASSROOM 

2. 2 . 0 Introduction 

In the preceding sections, we have read reviews of studies that in vestigated various 

aspects of classroom verbal behaviour in general education. This sect ion reviews studies 

made in language teaching classroom. 

2 . 2 . 1 Focus on Teaching Methods Comparisons 

In the history of language teaching research , as All wright (1988) notes it, the 1960s 

mark the shift of attention away from the study of 'aptitude ' to the search for the 

effective method of language teaching in the classroom. This called for large-scale 

compari sons to be made between methods such as the audiolinguali sm and the 

traditional methods and to compare the students' achievements. The method that cou ld 

lead to better students' achievement was planned to be recommended to teachers. 

Among other reasons, therefore, the pedagogic impetus for the methods compari son 

seems to have ari sen fro m the desire language teaching researchers at the time had for 

prescribing the best method teachers should fo llow in order to cause improved learning. 

(Readers are referred to Allwright' s (988) Observation in the Language Classroom 

for a very comprehensive review of the studies made in this regard. ) 
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All wri ght ( 1988), having carefull y reviewed the studies that were conducted to compare 

methods in general and the results that were reported by Keating ( 1963) and Scherer and 

Wertheimer (1964), in Colorado, in particular, states that none of the methods studies 

reported a result that shows the superiority of one method over the other. Allwright 

comments that the experimenters, among other things, did not even keep the different 

groups taught by different methods apmt. This, in his opinion, has partly made it 

diffi cu lt for them to interpret the results of the experiments. 

Another issue to be mentioned in connection with what made the interpretation of the 

results of the methods studies difficult relates to the lack in the entire design of the 

experiment of a systematic device for observing the classes during the lessons. This has, 

as Allwright notes it, cast doubt on whether or not different lessons and procedures were 

reall y followed to teach both groups of students. 

Later developments seen in the methods comparison, as reported by Clark (1969) and 

reviewed by Allwright ( 1988), reveal that a team of researchers in the Pennsylvania 

Project incorporated systematic c lassroom observation into their experimental design 

and compared three foreign language teaching methods, namely, the traditional, 

functional skills and functional sk ill s plus grammar teaching methods. The inclus ion of 

systematic observation schedules into the design of the project did not push their finding 

any further. The research team in the Pennsylvania project, as Allwright reports it, did 

not seem to have obtained more instructi ve and informative result than the results of the 

earlier methods comparisons. 
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Clark 's ( 1969) , cited in All wri ght ( 1988), a posteriori comments on the efforts that went 

into designing the Pennsylvan ia Project as well as the inadequacies seen in the design of 

the project is illustrative of both what the project staff managed to do at the time and 

their later awareness of what ought to have been done if the des ired result of the study 

were to be obtained. He writes: 

Although the procedures fo llowed by the project staff in 
definin g, developing materi als fo r, and training teachers in the 
three methods seem to have been well conceived, the classroom 
observation procedure - which would have offered the most 
direct way of determining teacher adherence to a particular 
teaching method - was somewhat less precise and thus less 
useful than would have been des ired ( 1988: 9). 

To sum up , earl y method comparisons did not produce the result that was apparentl y 

hoped for by the designers. This means that at the end of all the experi ments , none of 

the methods proved to be worthy of being prescribed. What came next, then ? What 

came next appears to be a radically different th inking. Some language teach ing 

researchers, All wright , for example, began to propose the need to understand what 

happens when the teacher, learners and the lesson meet in the classroom. The next 

section has more on thi s. 

2 . 2 ,2 Classroom Interaction and language pedagogy 

The material in thi s section is based on the work of classroom researchers who proposed 

the need for cOlllprehensive understanding of the classroom processes of language 

learning. As mentioned above, some language teaching researchers, Allwright , ( 1972), 

for example, began to argue the need for understanding what happens in the classroom 
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related to learning shortly after the methods compari son proved fruitl ess. This ' new ' 

thinking which emerged in the early 1970s marks the begi nning of the shift of attention 

away from studying teacher behaviour to studying interaction not onl y as an inev itable 

aspect but also as a crucial component of c lassroom language teaching and learnin g. 

2 . 2 . 2 . 1 Allwright's perspective 

Allwright (l984a: 2 16) traces the preliminary notion of mlIllmlzing the amount of 

teacher talk in favour of learner talk back to the period of Audiolinguali sm . In order to 

enhance the learners ' oral production-the objective to wh ich the approach committed 

itse lf at the time, supporters of audioli nguali sm, as noted by A ll wright. argued the 

importance of keeping the learners active in the classroom. Doing thi s at the time 

required on ly extend ing learners' talking time by putting them into pairs and groups of 

some sort. In princip le, there is nothing wrong in trying to keep learners actively doing 

language work in pairs and groups or in any other form that can be considered to be 

convenient with the view to increasing their talking - time. 

In practi ce, however, this requires caution to ensure that the extended talking time is not 

Ll sed for exc lusive drill with form s of the target language they are trying to learn. Tn th is 

regard , as Allwright puts it, Audiolingualim left much to be des ired by making 

contro ll ed drill s of forms of language the primary focus for learners to pract ice in pairs 

and groups . Extending learners' talking-time did not prove to be fruitful in bringing 

about the result that was apparent ly hoped fo r - improved learner oral producti on. This 

di ssati sfaction eventuall y gave ri se to the need for extending learner time for doing 
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communicative activ ities. Put crudely, th is appears to have eventually cleared the 

ground fo r what was later to be called 'communicative language teachi ng'. 

Commun icative language teaching drew increas ing attention to learner partic ipation m 

interaction in the classroom. Work in classroom research under communicative 

language teaching, thus, gradually began to reveal that interacti on is a fundamenta l fact, 

not just a simple feature, of communicative language teaching (A ll wright: 1980). The 

underlying assumption of thi s approach was the conceptualisation that learners are 

somehow autonomous, though not enti rely, to determi ne when and how to participate in 

whatever happens in the classroom. Allwright illustrates this when he states: 
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Teachers may have defini te plans for any particul ar learner, but 
learners are in some sort of bargaining position. In short, the 
management of participation, by teachers and by learners, is a 
negotiated process, and potentiall y a crucially important one. Given 
a teacher with a declared aim of securing an even di stribution of 
participation , some learners will negoti ate for more than their 'fair ' 
share, others for 'less', some consciously, some unconsciously 
(1980: 166). 

All wright argues that in order fo r us to understand how learners do respond to whatever 

demand learn ing places on them during classroom interaction , we need to study learners 

themselves closely because they are the people, not the teacher, who primaril y respond 

to the demand by doing the learning. This brought to language classroom research a new 

chall enge. The new challenge that faced the fi eld was the chall enge of developing a 

method of investigating how learners manage, not necessaril y as a class as was done by 

the Flanders because that had already proved to be unhelpful , but as individuals or in 

small er groups to do the ir share of the contribution to c lass room interaction. 

To tack le the challenge, All wri ght explored the case-study approach which had already 

been in use outside language pedagogy and found it useful if developed into a system fo r 

anal ys ing data recorded during a fo reign language lesson. The ul timate objective of the 

case-study approach, as Allwright notes it, was to identify from the data episodes that 

invo lve a parti cul ar learner or a group of learners fo r closer and deeper investi gati on 

with the view to understanding the very nature of their invo lvement in the episodes that 

constitu te language lesson fo r them. 

2. 2 . 2 . 2 Allwright's Framework of language teaching and Learning 
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If any attempt to be made towards understanding the nature of negotiati ons in language 

class room disregards the various aspects of the management of learning and 

concentrates onl y on the observable language work learners perfo rm in publi c, then, that 

attempt , in All wright 's view, will eventuall y end up with a too s impli sti c noti on of 

negotiation in learning. The need to understand partic ipati on in which negoti ation is 

apparentl y present, as Allwright notes it, presupposes understanding what constitutes the 

whole notion of language teaching and learning. To understand this, we need a 

framework that underli es language teaching and learning. To serve thi s purpose, 

All wri ght establi shed and used the framework cited below. The fannework, as 

All wri ght notes it, is based on a macro-analysis of language teaching and learning. It 

consists of three elements to describe whatever happens in the cl assroom. 

I Samples, instances of the target language in isolation or in use 
2 Gu idance, instances of commun ication concerning the natu re of the 

target language 
3 Management acti vities, aimed at ensuring the possible occurre nce of 
(1 ) and (2) ( 1980: \ 66) 

2 . 2. 2 . 2 . 1 Samples 

Learners cannot benefit much from samples of the target language in the absence of 

elements of guidance. As an example, Allwright states that monologues on the radio do 

not constitute guidance, and therefore, may not be suffici ent material from which a 

beginning learner can benefit much. Another cruc ial point Allwright poin ts out about 

samples of the target language is that not all the samples made avail able in the class will 

be attended to by all learners as models of the target language. What becomes a model 

fo r learners may not necessaril y be what was intended to be so by the producer. There 

are also variations among learners in choosi ng models of the target language. In 
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connection with samples of the target language Allwright ( 1978) had earlier commented 

on the their source as : " ... any use of the target language to exp lain a grammar point or 

the procedure for group work constitutes a sample of the target language which any 

learner may use as input (1978 : 106) 

2 . 2 . 2 . 2 . 2 Guidance: 

Like samples, guidance is essenti al but not suffi cient on its own if given in language 

other than the target language. A ll wright states three ways in wh ich guidance can be 

rea lized. The first one relates to rul es and explanations given by anyone on any aspect of 

the target language. The other aspect of guidance consists of hints and cues of any sort 

to assist learners to focus on the crucial feature of the target language. The third 

category of guidance re lates to the feed back offered to learners. 

2 . 2 . 2 . 2 . 3 Management activities: 

Allwright states that learning in cl assroom requires the presence of someone who coul d 

make certai n that ' proper' elements of samples and guidance are made available to 

learners. If that someone is a teacher then hi s task, as noted by All wri ght, is not onl y 

ensuring that a certain amount of guidance and samples of the target language are 

present but he also has to make sure that students are involved in the management 

activities. Let us see how he develops hi s argument in this regard . 

... if the ' language teacher's ' management activities are directed 
exclusive ly at involving the learners in so lving communication 
prob lems in the target language, then language learn ing will take 
care of itself, and the teacher can be fair ly sure of not being guilty 
of un warranted interference in the process ( 1976: 5 
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Put briefly, All wright argues that the approach to language teaching research and 

pedagogy needs to orient itself with the general conceptualisation of learners' power to 

provide samples of the target language, and guidance as well as the recognition of their 

roles in doing the management acti vi ties in the processes of language teaching and 

learning. 

2 . 2 . 2 . 2 . 4 On learning opportunities 

The notion of learning opportuni ties seems to have its origin in All wright 's (I984b) 

work entitled: " Why don' t learners learn what teachers teach? - the In teraction 

hypothes is." All wri ght took interest in investigating why different learners happen to 

have different ideas about the same lesson when he observed differences in the learners' 

perceptions of the same lesson that they had been taught from the same textbook in 

Albuquerque, New Mex ico. He reports hi s observation as say ing: 

[A]bout half of the class was unable to tell me, 'correctly', what the 
lesson had been about. That is, they fa il ed to identify the teachers' 
main teaching point and thi s in 'spite of the fact that the teachers' 
teach ing point had come from the textbook each learner had in 
front of him or her, wh ich clearl y label led the poi nt in question. " 
( 1984b: 3). 

In fact, as reported by All wright, the students did not fa il to remember the lesson 

altogether nor did they fa il to answer the question. They had in All wright's term 

"alternati ve ideas about what the lesson had been about" (ibid.). The need to 

in vestigate what might explain the cause of the alternative ideas was what inspired 

Allw right's work on matters related to learning opportunities. As background to the 

question Al lwri ght rev iews vari ous literature in second language acquisition and 

concludes the following. 
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Recent work on second language acquisition, then, supports the 
presupposition of my titl e that learners do not in fact learn what 
teachers teach, and reinfo rces our interest in the research questions 
that follow from it. There is, it seems, a real prob lem in the 
relati onship between language learning and language teaching, and not 
j ust one in the minds of a small group of students in New Mexico" 
( 1984b: 4) 

He pursued looking into the relationship between teaching and learning furt her and 

identified 3 poin ts as the problematic aspects of the relat ionshi p. These are 

A. Why learners do not learn everything they are taught 
B. How learners manage to learn things they are not taught 
C. How learners manage to learn things they are taught. ( 1984b: 4) 

How learners manage to learn things they are taught in vestigates the contribution 

teaching makes to facilitate learning. This is the issue that seems to be more re levant to 

the purpose of th is study. 

All wri ght reviews various hypotheses that wou ld explai n the ex tent of the complexit ies 

of the relationship between teaching and learning as background to the investigation of 

the central issue in hi s study: the Interaction Hypothesis. (Interested readers are referred 

to the original source to read the hypotheses.) He then suggests an altern ati ve way of 

look ing at language teaching and learning and argues in favou r of the need to reorient 

our perceptions of the language teaching/learning classroom happenings if we wish to 

make sense of the complex ities of the relation between language teach ing and learning. 

In parti cular he states: 

1 believe it he lps if we look at language lesson as co-produced 
events in which all the participants are simul taneously invo lved in 
the management of interaction and, ipso facto , in the management 
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of their learning. Fo llowing th is line of thought we can look upon 
language lessons as sets of learning opportunities, some de liberate 
but many incidental, all created th rough the necessary processes of 
classroom interaction ( 1984b: 5) 

All wright states that in the classroom processes of language teach ing/learni ng, teaching 

is not the so le factor, though it could be the major one, that determines the prov ision of 

learning opportunities. Learning opportun ities that are made avai lab le in the processes 

o f language classroom in teraction, therefore , seem to account for whatever learning that 

anyone student c laims to have gained from anyone language lesson. He sums up his 

argument related to an alternative way of looking at teaching and learning by stating: 

What we need to accoun t for is the process by wh ich learni ng 
opportunities are created and the process by which different 
learners take different things from the sum total of learning 
opportunities that each lesson offers. ( 1984b: 5) 

Whatever happens in the processes of classroom interaction, inc luding the explanat ions 

given, feedback on learner perfo rmances, etc. have thus the power to determine the 

nature of learning opportun ities during a lesson wh ile learning opportunities themselves 

have in turn the potential power to determine what is to be learned. 

To account fo r the differences in the learners' perceptions of the same lesson, All wright 

developed a research strategy that would enable him to get an access to what each 

student claims to have learned from a particular lesson. He did thi s by developing an 

' Up-take' report chart in which learners were asked at the end of a particular lesson to 

fill in all the points that arose du ring the lesson. After sometime (about an hour or so 

later) the learners were as ked to identify from the original li st the ' new' items they 

though to have learned or items that they thought to have learned more about. Allwrighl 
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fo llowed up the procedure with interv iews and asked the learners to exp lai n what made 

them able to identify and claim the ' up-taken ' items in their li sts. He then looked for 

evidence of episodes that wou ld relate to the learners' claimed 'up-taken' items in the 

transcript data of the aud io-recordings made during the lesson. The need to search fo r 

clues in the transc ript data of what enabled learners to feel able to report the items as 

'up-take' was, on All wright's part, an expression of the work done to locate learning 

opportunities that could give ri se to the items the learners claimed to have learned 

during the lesson. 

To sum up, Allwright's work reviewed here was reported to have been work in progress 

when it was reported but even the results obtai ned at the time had ev idence to hold the 

nature of the interactive work that learners did during a lesson as a facto r that may 

explain the differences in the learners' perceptions of what a given lesson is about. 

Subsequent studies that adapted All wright's altern ative conceptual isati on of classroom 

lesson and the strategies of accounting for the complex ities of the re lat ionship between 

language teach ing and learning (see Slimani 1987 and Seime 1998, among others) have 

also confi rmed the findings noted in Al lwri ght's study. In particular, Slimani's study has 

noted the idiosyncratic nature of learning behav iour in the Algerian contex t. 

The present study has also been planned to investigate c losely the nature of the verba l 

behaviour used in the classroom processes of teaching/learning. Thi s, it is hoped, will 

enable me to gain insight into the nature of the learn ing opportun ities that each lesson 

offers learners. Investigation of the nature of learning opportunities wi ll , in turn , help 

44 



account for students' general performances in Engli sh. The next sec ti on presents two 

other' approaches' . 

2 . 2 . 2 . 3 Two other 'approaches' 

'Approach ' does not appear to be so a precise term to be used here as it tends to create a 

sense of expecting more than is planned to be made avail ab le in the section. 1 used it 

here simply to di stingui sh the potential difference in the purposes of the two types of 

work rev iewed in thi s section. The first approach , Fanselow's, relates to establi shing a 

method of conceptual ising and describing classroom language teaching processes while 

the second approach - Sinclair and Coulthard 's - is much less related to language 

pedagogy than it is rel ated to the development of the theory of applied li nguistics. 

2 . 2 . 2 • 3 . 1 Fanselow's perspective 

FOCUS is an observational system developed by Fanselow (1977). It is an acronym that 

stands for Foc i for Observing Communications Used in Settings. Fanselow's approach 

to the language classroom and the subsequent development of FOCUS seems to be 

related to Bell ack et al. 's approach but not so much as Moskowitz's Flin t was re lated to 

Flanders observational system. As was made clear earlier in the chapter, Moskowitz 

enriched Flanders' observational system when she introduced FLint to the foreign 

language classroom. However, Fanselow borrowed the four pedagogical mo ves (i.e. , 

structuring, soliciting, responding and reacting) from Bellack 's work and used them in 

hi s own observational system called FOCUS. Fanselow' s FOCUS was, therefore, not an 

extension or adaptation but an alternative to the Flanders observational system and its 
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deri vati ves. In effect, he developed a system in which the teach ing act can be 

conceptual ised and, therefore, described. 

2 . 2 . 2 . 3 . 2 Sinclair and Coulthard's perspective 

One relative ly early work worthy of consideration on the scene of classroom language is 

the study which was conducted by Sinclair and Coulthard (1975). Si nclai r and Coulthard 

adopted Be ll ack et al.'s notion of cl assroo m language in their study. However, unlike 

many of the earli er researchers who went to the classroom to develop some kind of 

observational instrument as a feedback tool to change teaching behaviour, Si nclair and 

Coulthard went to the classroom to develop a description of the lingu istic structure of a 

spoken discourse. They thought they would find in classroom a structured di scourse 

suitable to their purpose. 

Si nclair and CouJthard expressed the structure of exchange in the c lassroom using 

Bellak ' s conception of moves. They identi fied three, not four as Bellack et al. did, 

categories of moves to represent a teacher - student exchange. They reported that their 

categories are in many respects analogous to the pedagogical moves - structuring, 

soli ci ting, responding and reacting - that had already been identified by Bell ack et al. 

( 1966). They describe the categories as: 

A typical exchange in the classroom that consists of an ini tiation 
by the teacher, fo llowed by a response from the pupil , fo llowed 
by a feedback to the pupil ' s response from the teacher" ( 1975: 
2 1 ). 
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From examining a series of exchanges, Sinclair and Coulthard di scovered 'frame' and 

' focus', According to them, ' frames' refer to a set of words that teachers use to mark 

boundaries in the lesson while 'focus' is teacher utterance which is fun ctionall y very 

much like Bellack's structuring move described earlier in the chapter. Focus, as the 

name implies, refers to teacher utterance that draws students' attention to what is to 

come nex t. Their further examination of classroom spoken di scourse enabled them to 

distinguish two types of exchanges: boundary exchanges and teaching exchanges, They 

noted that " Framing and Focusing moves reali se boundary exchange whereas Opening, 

Answering, and Follow-up moves reali se teaching exchanges" (Sinclair and Coulthard 

1975: 44) , 

In their descripti ve system ' transaction ' refers to a unit above 'exchange' , Lesson - the 

highest unit of classroom di scourse according to their desc ripti ve mode l-compri ses 

' transactions', One or more than one transaction make up a lesson, The model they 

eventuall y developed to analyse classroom discourse (the rank sca le hierarchy) 111 a 

descending order, constitutes, lesson, transaction, exchange, move and act. This means 

that within the lesson there is transaction (s), Transaction , in turn , constitutes exchange -

teaching exchange and boundary exchange, Moves create exchange and acts reali se 

mo ves , Their system altogether consists of 22 acts, 

Before we move on to a review of a few studies reviewed by Chaudron , let us sum lip 

thi s section, Sinclair and Coulthard 's work , as the authors themselves admit it , was not 

designed to study language pedagogy although they used classroom data in the entire 

work, Their work is considered as contribution to discourse analysis, Different 
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classroom researchers have criticised Sinclair and Coulthard's Discourse Analysis. One 

reason for the criticism is its being too complex for practical use. For further aspects of 

the criticism, interested readers are advised to read Van LieI' (1988). But now let us see 

the section on Chaudron. 

2.2.2.3.2 Chaudron's perspectives 

This section reviews briefly a few of the few stud ies made to understand ESLIEFL 

class room talk. Chaudron (1988) reviewed some studies that had been conducted in the 

ESL classroom. The studies Chaudron reviewed focus on investigating the quantity of 

teacher talk mainly in kindergarten classrooms. This section di scusses a few of such 

studies. 

One of the studies reviewed by Chaudron is the study conducted by Ligarreta. 

Ligarreta's (1977) study was made on bilingual kindergarten classrooms. She adapted 

Flanders' observation system to code segments of teacher and learner talk. The teachers 

Ligan·eta observed and their aides did between 70% to 89% (median 77%) of the 

classroom talk. In Chaudron's opinion this apparently high quantity of talk could partly 

be ascribed to the program type, the methodology used fo r coding, and the particu lar 

teachers invol ved. 

Another study Chaudron reviewed reported a result different from Ligarreta's. The study 

was conducted by Enright (1984). Like Ligarreta, Enright considered two bilingual 

kindergarten classes. The finding of the study indicated that teachers and their aides 

talked less (with the median 64.5%) than what was reported in Ligarreta ' s study. 
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Chaudron comments that since Ligaretta and Enright used different instruments for 

coding classroom talk, whether the difference in the amount of teacher talk is due to the 

differences between the indi vidual teachers or between the instruments used for codi ng 

the talk is not known. Having rev iewed a range of studies on the second language 

classroom, Chaudron concludes that: 

Notwithstanding Ligan·eta's slightly higher values, and some 
variability in [others'] finding, these results confirm the standard 
first language finding of about two-thirds of classroom speech 
being attributable to the teacher."(Chaudron 1988:5 1-52). 

Before moving on to the third part in which questioning behaviour in the content area 

subject classroom is reviewed , we need to briefly sum up the main points di scussed in 

part 2 of this chapter. 

2 . 2 . 2 . 3 . 3 Interim conclusion 

In Part I of the chapter we have read the reviews of various studies and observed that 

teacher talk dominates classroom talk. We began Part II with a review of the earl y 

research tradition in language teaching c lassroom. There we observed that on one side 

of the language teaching scene some researchers concerned themselves with the search 

fo r the best method of teaching language. To distinguish the best method for 

prescription, the researchers at the time conducted experiments to compare different 

teaching methods. The results of the studies turned out to be inconclusive. 

On the other side of language teaching research, some researchers were looking for a 

tool that would help them to give feedback to teachers with the view to improv ing thei r 
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class room behav iour. To make thi s possible, innovations for classroom observation that 

were developed in general education were applied to language teaching class room both 

in their original and modified forms. This attempt also did not promote the fi e ld of 

language teach ing any further. In both the methods comparison and the search fo r the 

feedbac k tool , teacher and teaching behaviour were treated in iso lation from the learn ers 

and the lesson. 

Apparentl y, th is eventually gave ri se to the thought that what happens in the classroom 

matters more than anything else to determine learnin g. This was fundamentall y different 

th inking which gave ri se to ' new' perspectives of look ing at classroom interaction and 

the potential learnin g opportunities that are inherent in the very nature of classroom 

interaction. Thi s recognition , naturally, carries with it the need to study the roles learners 

play in cl assroom interaction in their own learn ing. The prevailing assumption th at 

underlies studies in language teaching and learning, therefore, considers classroom 

interaction as a crucial aspect of the processes of language teach ing and learning. The 

present study is designed in this global context. 

In the second section of thi s chapter, we have also read Fanse low's and Si nclair and 

Cou lthard ' s ' contributions in the area. The former concerned himself with proposing a 

method of conceptual ising and describing communication accordin g to the setting in 

wh ich it occurs while the latter is more of a contributi on to the theory of di scourse 

analysis. We have also noted in the section from the rev iew of the studies rev iewed by 

Chaudron that teacher talk dominates classroom talk. Part III rev iews studies made in 

the content classroom on teacher so liciting behaviour. 
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PART III TEACHER SOLICITING BEHAVIOR 

2 . 3 . 0 Introduction 

This section reviews work on teacher soliciting behaviour in general education. 

2 . 3 . 1 Focus on work in general education 

Stevens' ( 191 2) study is one among the earli est attempts made to study teacher questi on 

empi rically. Stevens studied the question asking and answering behaviours of teachers 

and students in high schoo l. She made 100 classroom observations of teaching in 1910 

and found that the teachers she observed did 64% of the classroom talk. Stevens also 

reported that the teachers she observed on average asked 2 to 4 questions in one minute. 

Orlich et al. ( 1990) rev iewed Stevens' study and estimated that the teachers Stevens' 

observed spent about 80% of the school time on questioning and answeri ng . Sixty years 

later, Hudings (1971) and Cunningham ( 197 1) commented that little change had been 

observed on teacher questi oning behaviour since Stevens ' time. 

Cunningham ( 197 1) seems to concern himself less with the number of questions 

teachers ask than with how questi ons are asked during a lesson when he comments: 

'Teachers often ask too many questions. The real concern, however, ... is not the amount 

of question - ask ing but the method of ask ing and using questions' ( 1971: 85). Good and 

Brophy ( 1987), on their part, relate wait-time to question type and situation. In their 

opinion, complex problems require of students longer time to think than questions of a 
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spec ific fact. Drill questions require less ti me to think of their answers. A study 

conducted by Rowe ( 1974) noted a teacher who waited fo r on ly less than a second 

before nominating a student to respond. This teacher's wait-time after nominating a 

student to respond to the question was also observed to be onl y one second. Rowe 

trained teachers to increase their wait-time to 3-5 seconds. It has been reported that , 

despite the training, many teachers could not extend their wait-time but in the few 

cl assrooms where the training was successfull y put into practice by teachers, positi ve 

results were recorded . For instance, Rowe reports that there was an increase in the 

length of student utterance and a decrease in failure to respond. Yet, it shou ld not 

remain unnoticed that attributing changes in students' answer to change in wait-time 

so lely might raise questions of val idi ty unless other re levant factors are he ld constant 

du ring the lesson. 

Nunan ( 199 1) in the context of language teaching and learning also argues in favour of 

the increase in wai t - time for ex tended exploitati on of students' potenti als. The increase 

in wait-time, in Nunan's opinion, enables pupils to have enough time for 

comprehending the question and process ing the answer. However, Nunan, later In 

Nu nan and Lamb ( 1996) seems to be more cautious about wait-time when they state : 

52 



We believe that it is particularly important for second language 
students to have a sufficient time to think about questions before being 
required to answer them. However, we also acknowledge the fact that, 
from the perspective of managing the learning process, sil ence tends to 
break up the flow of the lesson; students' attention gets di stracted and 
it is hard to pick up the pace again once it is lost. Maintaining interest 
through appropriate pacing is a real problem, which is rarely 
acknowledged by commentators on wait-lime (1996: 84-85). 

None of the studies discussed above have referred to the extent to which learning can be 

influenced by the number of questions asked during a lesson. In addition, the studies do 

not point to the relative value of questioning as a teaching device in comparison with 

other aspects of classroom verbal behaviour like explanation or demonstration. The 

studies tend to have concerned themselves mainl y with the number of questions teachers 

ask and teacher behaviour related to wait-time. Although the studies discussed so far 

suggest 3 - 5 seconds to be sufficient time for students to process answers, they do not 

seem to report empirical evidence to show that the change in students' answer occurred 

so lely due to the change in the wait-time. 

In fact , it needs to be noted that the method of measuring wait-time in terms of seconds 

or sometimes in units less than the second itself appears to create a practical problem 

that is similar to the problem that Flanders three second-based observational system is 

agreed to have faced. This is because, listening to a recording, identifyi ng a question 

from other competing utterances , consulting a clock, (or wrist watch or stop watch, or 

any other gadget) and determining how long or short the teacher waits before and after 

asking a question does not seem to produce accurate information about time. The very 

need for prec ise information about wait-time at the level of the second or a unit less than 
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the second does not itse lf seem to be a rewarding job when seen in terms of the amount 

of work yet to be done in classroom research in order to know more about how learning 

happens. Equa ll y important is also the issue of the observed tendency, on the part of the 

studies, to di sregard the busy-ness of the classroom and expect the teacher to think in 

terms of 3 or 5 seconds when he is faced with a multitude of competi ng things that seek 

instantaneous decision in the classroom process of teaching and learning . 

From the findin gs of the studies of class room discourse, we understand that teachers, 

apart from asking questions, have many other verbal duties to perform (directing, 

informing, reacting, to mention a few) in one period. As mentioned earli er, studies of 

cl assroom questi oning also note that teachers ask a large number of questions in one 

peri od. This could perhaps be evidence not only for the length of the wai t-time to be 

short but it also tell s us that teachers switch between the varioll s verbal behaviours that 

are available and access ible to them during a lesson. Apparentl y, teachers do thi s 

because they have to cope with the demands emerging from the busy nature of the 

classroom. Some language teaching classroom researchers appear to hold a similar view 

of wait time although theirs is from slightly different perspective. Nunan and Lamb 

( 1996), for example, have the following to say: 

The researc hers and writers on wait - time tend to present the issue in a 
rather simpl istic manner, suggesting that less wait - time is bad. 
Although we generally go along with the argument that learners should 
be given the mental space to process the qwuestion and respond, we 
also accept that there are also certain high-pressure situations in which 
prolonged wait - time wil l be ultimately detrimental to the dynamics of 

interaction (1996: 87). 

2. 3 . 2 Classifications of questions 
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This secti on rev iews various taxonomies of questions that have been used in prev ious 

work in general education. The purpose of reviewing the various taxonomies/categories 

of questions used in different studies is mainly to show the vari ous aspects from which 

teacher questions have been investigated in the studies made in general education . The 

ideas gained from the stud ies rev iewed in thi s section have enab led me to class ify the 

questi ons in the present data into categories that are relevant to the nature of the data 

used in the study. 

2.3. 2 . 1 Bloom et al.'s perspective 

As will be made clear in this section , a number of studies have concerned themselves 

with deve loping categori es of c lassroom questions in general education work . Bloom et 

al. 's ( 1956) is perhaps the class ic example to be mentioned in thi s area. Bloom et al. 

( 1956) , in the ir attempt to develop a system for classifying educational objecti ves , 

needed to dea l with the intellectual , emotional and physical aspects of education. To do 

that, first, they concerned themselves with identifying the cogni tive (intell ectual) 

domain from the emotional (affecti ve) and physical (psychomotor) domains of 

education. Then, they developed taxonomies of thinking that const ituted all the 

cognitive objectives. Finally , they exemplified each category by questions. The 

questions were bel ieved to demand of students the thinking represen ted by the 

categories of cognitive domain. Here is the hi erarchical li st of the categori es in their 

educational objectives : " knowledge, comprehension, application , analysis, synthesis 

and evaluation" ( 1956: 18) 
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Bloom et al. state that problems that require of students knowledge of spec ific fact s are 

eas ier to so lve than one which require knowledge of uni versals and abst ractions. 

Problems requiring knowledge of principles and concepts are less difficu lt to solve than 

those that require the knowledge of the principle and some skill in the application of the 

principle. The re lationship between the study of questions and the taxo nomy of 

Educational Objectives lies in the question's capacity in engaging the student in one or 

the other level of thinking represented by the categories used to define the cogniti ve 

domain of educational objecti ves. In reference to the classification of the categories , 

Bloom et el. write ( 1956: 12) "what we are class ifying is the intended behaviour of 

students-the ways in which indi viduals are to act, think, or feel as the result of 

participating in some unit of instruction." 

2. 3 . 2 . 2 Sanders' perspective 

QUESTIONS HAVE AL WAYS BEEN the major stock in trade. At all 
leve l students are plied with different kinds of enquiries. Throughout 
his academic career, questions both oral and written, exert a major 
influence upon the student. In some cases, the future professiona l activiti es 
of the student will refl ect the resu lt of examinations (Sanders 1966: ix ). 

Sanders' observation that was made as earl y as 1966 about questions still seems to make 

three things clear about classroom questions. The first point re lates to teaching and 

questioning: teaching has always in vo lved questi oning at all leve ls of school education. 

Another observation relates to learnin g: questions have determined students' learnin g. 

The third observation points to the long- lasting effect of questions on student s' future 

working opportunities . 
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Sanders wrote a book entitl ed Classroom Questions: What kinds? as earl y as 1966. 

She comments on the main topic of the book by saying that it is as old as education 

itself. In fact, the notion of 'What kind of question should be asked in order to cause 

improved learning ?' might, as noted by Sanders, be as old as that but work in 

questioning behav iour does not seem to have led to the desired resul t. For example, 

Hudgi ns ( 197 1) and Cunningham (1971) report that about 60 years of research into 

teacher questioning behaviour did not lead to a change in teacher questi oning behaviour 

that is worthy of mentioning. Available literature since Hudgins' 1971 observation also 

does not report much improvement 
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The thinking that underli es Sanders' study of questions comes from Bloom et al. 's 

Taxonomy of Educational Objectives di scussed earlier. Sanders' categori es of questions 

have been slightly modified from the categories that had been originally developed by 

Bloom et al. Sanders' taxonomy has 7 categories. She establi shed separate categories for 

two of the e lements (i nterpretation and translation) that Bloom et al. earlier put in the 

category of 'comprehension' . She also re-named Bloom's ' knowledge' as 'memory'. 

The changes that the categori es underwent, as Sanders notes it, did not cause a 

substantial change in the tradition introduced by Bloom et al. Here are the sequential 

categories that underli e Sander's taxonomy of questions: 'memory, translati on, 

interpretation , appli cation, analysis synthesis,' and 'evaluation.'(Sanders : 2 - 3). 

In recognition of the subtl e distinctions between the categori es and 
the possib il ities of disagreement among teachers in classify ing a 
question into one or the other category, Sander writes: "The 
important point for teachers to remember is that difficulty in 
classifying any question is no distraction from the quality of the 
question ( 1966: 8) (italics original). 

She suggests three factors for consideration to determine the type of questions to ask in 

the cl ass room. The first thing relates to cons idering the nature of the question in li ght of 

the characteri stics of its classification in the taxonomy. The second factor has to do with 

the student 's prior knowledge about the content of the question. Different students go to 

the classroom with different knowledge of the subject they are learnin g. The third po int 

to consider is the lesson that was taught previous ly. Sanders suggests the importance for 

teachers to know the for mat of each type of question so that they can vary the type of 

question to give students the opportunity to thin k at different cognitive levels. 
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2 . 3 . 2 . 3 Barnes' perspective 

Barnes ' tradition is one among the avai lable options of class ify ing questions. Barnes 

class ified teacher questions into different categories. The first category consists of 

' factual ' or 'what?' questions. Factual questions require students either to name a 

phenomenon with no need to give further information about it or they may requ ire 

students onl y to give information about the phenomenon with no need fo r naming it. 

Reason ing questions are the second category in Barnes ' class ifi cation of questions. 

'Reason ing' questions have 'how?' or ' why?' that suggest to students the need for 

explanation in the required task. 

Barnes again subdivides reasoning questions in to subgroups. Some 'closed' reasoning 

questions ask students to recall facts that were committed to memory while other closed 

reasoning questions do not require students to recall facts from memory. 'Open ' 

reasoning questi ons and observation questi ons al so fall within the category of reasoning 

questions. 'Observation ' questions are, according to Barnes' c lass ification , very much 

like factua l questions which requi re students to name some sort of phenomena. 

Observation questions require students to interpret their perception of phenomena. 

'Open' questions are the third category of questions that Barnes concerned himse lf with. 

One of Barnes ' contributions to the study of classroom questions seems to li e in the 

di stinction that he made between 'open ' and 'closed ' question. 'Open' questions permit 

a range of acceptable answers whi le 'c losed' questions have only one ri ght answer. 

Re lying on the way questions are framecl is, however, confusing to classify questi ons 

into 'open' or 'c losed ' categories . Barnes makes thi s point c lear when he states: 
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It is necessary to check apparently open questions by examining the teacher's reception 

of pupil s' replies, which may show that he will accept only one rep ly to a question 

framed in apparentl y open terms. Such questions might be call ed ' pseudo questions' 

( 1990: IS). 

'Social' questions, which Barnes further puts into subgroups, are the fourth category of 

questi ons. Teachers, according to Barnes, use 'con trol' questi ons when they wish 

something to get done by students. That is, teacher questions serve controlling functi on 

when they force studen ts to do something but when teachers ask students to, for 

instance, share their own experi ence or at ti tude with them with no so obvious tone of 

control, the questions are said to be 'appeal' questions. Barnes dumps other social 

questions that do not fit into 'control' or 'appeal' categories into an 'other' category. 

Barn es notions of 'open', 'cl osed ' and 'pseudo' questions seem to have con tributions to 

make, though preliminary, to the notions of 'di splay' and ' referentia l' questi ons in the 

study of questions in second/fore ign language classroom . 

2 . 3 . 2.4 Cunningham's perspective 

Cunningham ( 197 1) states that studies made on questions reveal that the leve l of 

students ' thinking that questions stimulate and the nature of responses they el icit 

determ ine subsequent learning. He class ifies questions in to two general categories: 

' narrow' and ' broad ' questions. 
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2 . 3 . 2. 4 . 1 Narrow questions 

Questions the answering of which req uire of students low-level thinking are what 

Cunningham call s 'narrow' questions. Narrow questions eli cit usuall y short and 

predictable responses. The answers that narrow questions elicit from students are said to 

be predictable in the sense that only a limited number of specific answers could be taken 

as acceptable or right answers. Questions which encourage 'yes' or ' no' answers are, in 

Cunningham's opinion , examples of narrow questions. Teachers, Cunningham states, 

ask narrow questions particularly during drill sessions. They also use narrow questions 

to review previously studied material. In Cunningham's opi nion , overuslllg narrow 

questions deters the development of studen ts' hi gher level thinking. 

Cun ningham class ifies narrow questions that are limited to the lowest level of th inking 

under 'cogniti ve/memory' questions. Cognitive/memory questions, as di scussed earlier, 

encourage simple reproduction of fac ts, remembered information or defin itions. 

Answers to cognitive/memory questions may sometimes be a single word. Answering 

cognitive memory type questions does not involve more than recalling material that has 

previously been committed to rote memory. According to Cunningham (1971 : 108), 

cognitive memory questions usually begin with such word as 'who, what, where, which, 

when., and sometimes how and why '. 

'Convergent ' questions, III Cunningham 's opinion, are narrow question s but they are 

different from cogniti ve memory questions in that they require students to do a higher 

level of thinking to put facts together in order to construct an answer. Reconstructing 

facts requi res students to know relationships between various aspects of related things. 
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Question words such as 'why' and ' how ' usuall y introduce convergent questions when 

they suggest the need for exp lanation. Answerin g convergent questi ons requires students 

to use their own words. Cunningham describes what answering convergent questions 

involves by sayi ng: 

' ... to respond to a convergent question a child may be expected 
to perform the operations of explaining, stating re lati onships, 
associating and relating or comparing and contrasting ( 197 1: 94-
95). 

In Cunningham 's view, although convergent questions require students to compare or 

explain re lationships between facts or concepts, they are, unlike di vergent questions, not 

so useful when seen in terms of the contributions they make towards enabling students 

to form and test their own independent ideas. This is because all the effort they demand 

of students boi ls down to searching for the ' right ' answer to a question from some 

previously studied material. 

2 . 3 . 2 . 4 . 2 Broad questions 

Unlike narrow questions, broad questions, Cunningham notes, permit a range of 

acceptable but unpredictable answers. They provoke a higher level thinking wh ich gives 

the student the opportunity to hypothesise, predict or make inference. With the help of 

broad questions, according to Cunningham, a teacher can get access to students' feelin g 

or personal op inion or judgement. Broad questions are divergent or evaluative in nature. 

Cunningham's view of broad questions is similar to Barnes' view of 'open' questi ons 

whil e what Cunningham calls ' narrow ' questi ons resemble Barnes' 'closed ' questions. 
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2.3.2.5 Kyriacou's perspective 

The di scussion of questions in terms of their potential usefulness for producti ve learning 

opportunities in vo lves determining the type of thinking required of the learn er to answer 

the question . That is, the capability of questions to promote learners' gen uine thinking is 

an essential facto r to consider in talking about questions. In connection with 

determi ning the quality of questions, Kyriacou (1986) refers to the potenti al usefulness 

of categories of cogniti ve processes produced by Bloom et al ( 1956). As di scussed 

earli er, higher order questions require of learners higher leve l thinking in order to 

evaluate and apply information . Lower order questions, it is assumed , do not in vo lve 

higher level thinking. Such questions check learners' comprehension and ability to 

reca ll facts. 

In Kyriacou's opinion, making a distinction between 'closed ' questi ons and 'open ' 

questions enables teachers to determine whether or not the question , as a strategy of 

teaching, facilitates learni ng. In fact, Bloom's taxonomy of questions does not have 

categories for 'c losed' or ' open' questions and Kyriacou appears to be ec lectic in hi s 

approach. 

He notes four points relating to classroom questions. Firstly, consideri ng the quality, 

clari ty and relevance to purpose, of the question is very essential. Good quality 

questions, in Kyariacou 's notion of quality, require of the teacher to examine the 

question from the learners' perspective. In this regard, Sanders had stated as early as 

1966 that "Good questions are directed towards learning and evaluati ve thinking, rather 

than determining what has been learned in a narrow sense" ( 1966: ix ). 
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The target of the question is another important aspect worth considering in talking about 

classroom questions. Targetting, a term similar in concept to what various re lated 

literature call s 'turn allocation', in Kyri acou's opinion, refers to how learners are 

selected. In thi s respect, Kyriacou emphasises the need for di stributing the question to 

the whole class rather than focusing on ly on vol unteers. Good and Brophy's ( 1987), 

cited in Nunan and Lamb ( 1996) views on the need to di stribute answering turns among 

all students strengthen Kyriacou 's opinion. They write: 

[SJtude nts will learn more iflhey are acti vely engaged in di scussions 
than if they sit passively day after day without participating. We all 
know reticent students who rarely participate in di scuss ions but still 
get excellent grades, but most students benefit from opportunities to 
practice oral communication skills, and di stributing responding 
opportunities he lps keep students attentive and accountable ( 1996: 
88) 

' Interacting ', as a technique in questioning, in Cunningham 's opinion, in volves the 

teacher's use of eye contact, tone of voice, pauses, prompt and follow-up from teacher 

either by other questions or elaboration of the initial question . Kyriacou also notes that 

teachers use several questions to develop the theme of the lesson. This, in Kyriacou's 

view, involves establ ishing a sequence between several questions. Sequencing of 

questions may enable the teacher to present the lesson clearly to the learner. 

Kyriacou's notion of 'sequencing ' questions seems to refer to creating links between 

questions to make them reflect the theme of the lesson at some point. In the present 

study al so the notion of sequencing is one essential focus of investi gat ion under teacher 

question, but for me, sequence has slightly different mean ing from the meaning it has 

been made to have in Kyriacou's context. The study mainly endeavours to explore how 
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the teacher moves along the sequence of questions in the tex tbook. In the context of th is 

study, in the secondary school EFL cl assroom, di scussions of a series of questions given 

in the tex tbook usuall y dominate classroom verbal behav iour. 

Thi s in vo lves how a teacher asks a question , how he reinforces it with prompts or clues 

of some so rt, how he accepts an answer, what he does with the answer and how he 

moves on to the questi on nex t in the list of questions that they have to di scuss in one 

peri od. All episodes in a lesson (such as the above and others as we ll ) that in vo lve 

verbal behaviours of the teacher and the learners are needed to be explored because of 

the ir potenti al relevance to learning opportunities that are created during a lesson . 

Moreover, how teachers in the present study allocate turns to students to answer 

questions and what students do to show their willingness to take turns to answer 

questions are also other aspects of verbal behav iour to be explored in this study. 

Feedback is another important point in classroom questioning. Kyri acou's notion of 

feedback relates to the teacher's reaction to student answer. Answering questions in 

public contexts such as in the cl ass room invol ves risk tak ing on the part of the learner. 

In thi s respect, Kyriacou notes that " In order to protect a pupil 's se lf-esteem and 

deve lop pupi l self-confidence, the teacher needs to ensure that questioning takes place 

in an encouraging and supporti ve atmosphere" ( 1986: 64). 

Before we conclude issues re lated to soliciting behavior, let us move on to Part IV and 

see a few of the few studies on questi oning that have been made in the language 

teaching c lassroom. 
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Part IV Teacher soliciting behaviour in the EFL classroom 

2 . 4 . 0 Introduction 

" Research in cl assroom interaction confirms what a moment 's observation remi nds us: 

in all school subjects, the most frequent teacher communication is a so li cit " (Fanse low 

1987: 75). Fanselow's remark is ev idence of the pervasive nature of questioning in the 

classroom processes of teaching and learning. 

This section rev iews studies made to investi gate teacher questioning behaviour in the 

ESUEFL c lassroom . Like many other aspects of classroom verbal behav iour, not much 

has been done in the ESLIEFL context to study questioning behav iour. Long and Sato 

( 1983) establi shed that teachers in the language teaching cl ass room ask more di splay 

than referenti al questi ons. For nearl y two decades now studies that concerned 

themselves with questioning in language teaching classroom appear to have had interest 

in confirming or di sconfinning that finding in vari ous contexts of the ir own. In the 

present study, thi s lack of variety in the objecti ves of the available li terature necessitated 

rev iewing a wide range of studies on questioning in general educati on research. 

2 . 4 . 1 Long and Sato ' s study 

One study that has wide ly been quoted in the area of teacher question In the L2 

class room research is the study that was carri ed out by Long and Sato ( 1983). Long and 

Sato conducted an exploratory study into questions mainly with two purposes in mi nd. 

One, they wanted to invest igate the forms and functions of teacher questi on in the 

classroom, and eventually compare the pattern with the conversati on between NS s-
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NNSs outside the classroom, and two , they wanted to explore the patterns between 

teacher question and other lingui sti c behaviour of teacher in the c lass room. 

Long and Sato used 6 (3 male and 3 female) experienced ESL teachers. The subjec ts 

were teaching at the elementary level in Hawaii , Los Angeles and Philadelphia. The 

students used in the study were adult new arri val s in the USA with varied first language 

background. Class sizes ranged from 13 to 35 beginning or fal se beginning leve l 

students. The learners needed English for different purposes including academic, 

vocationa l or profession al purposes. For data gathering the si x teachers were prov ided 

with a cassette tape recorder to record their regular class lessons themselves . In fact, 

they were instructed not to devise any particular lesson for the purpose of the study. 

Findings of Long and Sato indicated 2 1 % of the questi ons to be referenti al and 79% 

di splay questions. 

Long and Sato ' s study was made on adu lt learners who needed Engli sh for various 

purposes. The adult learners were al so in a completely strange class room and soc ial 

context. Whether the results observed by Long and Sato could be replicated in the 

regular learners' classroom in the soc ial context of thei r own is, of course, open to 

question. One can al so develop a sense of uncertainty about the extent to which the 

audio - recording of the lessons was free of the teachers' bias. 

The study made by Long and Sato has documented that the majority of the questi ons 

asked by their subjects in the EFL are di splay questions whose contribution to learners' 

opportuni ty for ex tended use of the fore ign language is limited. Thi s seems to have 
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inspired subsequent studies to do something towards changing teacher questioning 

behaviour. The next section picks up this issue. 

2.4.2 Brock's study 

Long and Sato explored teacher questioning behaviour in the EFL and reported that 

referential questions that characterise everyday conversation outside the classroom are 

nearl y non-ex istent in the classroom. In language teaching/learning classroom, at least 

according to established assumptions, it is the referential questions more than the 

display ones, that are needed in order to maximise learner opportunity for usi ng the 

fore ign language. 

Brock ( 1986) made a follow-up study of Long and Sato's finding. In particu lar, she took 

interest in in vesti gating if higher frequencies of referential questions have an effect on 

ESL learner's classroom di scourse. To do this, she assumed that through training 

teachers wou ld increase the number and frequency of the referential questions they ask 

in the classroom. 

The subjects of Brock's study were 24 NNSs, who at the time of the study, enro ll ed in 

the University of Hawaii 's Engli sh Language Institute. Except for one student who was 

reported to have been from Afganistan, the rest were from different Asian countri es. 

Two- thirds of the subjects had advanced level Engli sh proficiency. There were 4, two 

male and two female, ESL teachers who took part in the study. All had at least 5 years 

of teaching experience. They were enroll ed in the ESL Master's program in the same 

uni versity as their students at the time of the experiment. 
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The students were randomly put into 4 groups, each group having 6 students. The 4 

teachers were also randomly assigned to the 4 groups of students . The teachers and the 

students did not have acquaintance with each other prior to the study. Brock divided the 

4 teachers into 2 groups: contro l and experimental. She acquainted both groups of 

teachers with their expected roles in the classroom. They were also introduced to the 

passage and vocabulary they were going to teach to their respecti ve group of students. 

Apart from telling them that the passage and the vocabu lary wou ld be used in the 40 -

minute lesson, Brock gave no further instruction to the control group. The need for 

discussion in the second half of the lesson period was, however, emphasised. The 

purpose of the study was not made clear to the control group. 

In add ition to receiving the same instruction as the control group , the experimental 

group was given a twenty - minute training sess ion on the differences between display 

and referential questions. They were also allowed to practice forming referential 

questions. The purpose of the study was also made clear to this group. 

As predicted, the findin g of Brock's study noted that, through training, the subjects 

increased the number of referential questions they asked. Referential questions also 

e li cited longer and syntacticall y more complex responses from learners in comparison 

with the di splay ones. In response to the referential questions the learn ers were reported 

to have used a greater number of connectives in their sentences . Brock reported that 

referential questions gave learners wider opportunities for speaking turns. Like Long 

and Sato' s study, the subjects in Brock's study were al so not regul ar learners and the 
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read ing and vocabulary lessons used for the study were designed to serve the pu rpose of 

the study. The study does not show what happens in regular learners' cl assroom who use 

regular teaching material. 

Van Lier ( 1988) , however, argues from a different perspective. In hi s op inion, making a 

di sti nction between di splay and referential questions does not seem to matter so much. 

In hi s opinion, both display and referential questions exert control on the kind of the 

language the learner is exposed to and the expected learners ' contributions. More 

specifically he argues : " The di splay-versus-referenti al di stinction , seemingly so basic, 

may tu rn out to be irrelevant when more basic in teractional issues are considered ( 1988: 

223). 

The ' basic interactional issues' re ferred to in Van Lier' s comments refers to looking 

beyond the simple di stinction of question type with the view to exploring the lingui sti c 

production, the cognitive demands and the in teractive purposes of quest ions in the 

classroom processes of language teaching and learn ing. While Van Lier di smisses 

studies of questioning that look fo r superficial features of questions (such as di splay and 

re ferenti al questions, presumably,) for quantitative treatment, he proposes studies that 

give insight into the tasks questi ons set and the effects the tasks have on learning. 

My own view agrees with Van Lier 's perspecti ve of treating questions. That is, the 

emphasis on the di stinction on its own does not seem to be a rewarding line to pursue as 

both seem to be relative terms representing contex t - bound concepts. What is a display 

questi on in one context may not be di splay in a different context. Language teachers, 
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therefore, may need to consider contextual factors such as learn ers' background , 

prev ious lesson, task type, the objective of the lesson, etc. to switch between the type of 

question they are using to cope with the demands the contex t places upon them. 

2 . 6 Summary of the Chapter and Conclusion 

We began the chapter with reviewing literature that reported the dominance of teac her 

talk in the content classroom. Bellack et ai's study produced the ev idence that confirmed 

thi s. Their study also established the discourse style Initiate - Respond - Feedback as a 

unique feature of classroom language. 

Flanders' perspective is essentially different from the Bellack et al. 's tradition . He was 

mot ivated by the practical need teacher trainers had at the time to give teachers feedback 

to he lp them improve teach ing behav iour at the time. He establi shed a systematic 

observational tool to observe and record teachers' classroom behav iou r. The feedback to 

be provided by the instrument was hoped to reveal to the teacher what classroom 

behav iour was like . F landers class room observational system was used widely In 

educational research despite the underlying assumption related to the prominence of 

teacher behaviour in the classroom processes of teaching and learn ing and the inherent 

practical problems in the application of the tool to real-time teaching in the c lassroom. 

Part II of the chapter was concerned with revIewIng work in language teaching 

cl assroom. The studies rev iewed in the section began with tracing the development seen 

in cl assroom research tradition. What prompted the need to trace the deve lopment of 

research tradition li es not just in the curiosity to know how language teaching research 
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deve loped although that itself is worthy of kn owing, but for the purpose of thi s stud y, 

the dri ving force was the search for how the link between class room verbal behav iour 

and learning got realised at di fferent stages in the deve lopment of the research traditi on. 

To thi s end , the rev iewed li terature has revealed that earl y research in the fi e ld took 

interest in producing prescriptions of effective teaching behaviour. This necess itated 

global compari sons of the teaching methods available at the time. Findings of such 

studies proved to be di scourag ing. 

Different studies were al so made using Flanders cl assroom observati onal system in the 

language teaching classroom. Some modifi ed or ex tended the categori es in the too l 

whil e others used the unmodified form of the observational system. None seemed to 

have taken cl ass room researchers closer to understanding the mystery lied in the 

classroom processes of teaching and learning. 

The di ssati sfaction experienced from various unsuccessful attempts c leared the ground 

for ' new' thinking in the fi e ld . Language teaching classroom researchers began to argue 

that what matters the most is neither the method used by the teacher nor the teacher' s 

teaching behaviour in isolation from the other crucial aspects of the classroom. For 

example, All wri ght has at various times argued that regardless of whatever teaching 

method is used by the teacher, it is what happens in the cl assroom that is worthy of 

descripti on and explanation if a relati vely full er understanding of the classroom 

processes of language teaching and learning is des ired. The present study has been 

planned in line with this thinking. 
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We began the section on teacher so li cits with earl y work on teacher questioning 

behaviou r, namely, with Stevens' study in 19 12. Her finding, main ly based on 

c lassroom observations, noted that teachers asked just too many questions. Two main 

reasons were mentioned for thi s: the need to grip students' attention and the urge to 

cover a large lesson. 

There is a tendency for agreement across vanous studies reviewed here to associate 

questions of higher cogniti ve level, extended response and longer wait time. We have 

also seen various taxonomies of questions wi th the cognitive work the questions are 

believed to p lace on students. Questions of higher cognitive level are generall y assu med 

to lead to improved learning. The assoc iat ion needs to be handled with care, however, as 

studies have reported that many classroom questions fall short of meeting their claimed 

purposes. 

Foll owing educational researchers' percept ions of classroom questions, researchers in 

the second language classroom also have in vestigated forms and functions of teacher 

question. Long and Sato can be cited as pioneers. Their study noted that nearly all of the 

questions asked in the second language classroom are di splay questions. Teachers ask 

questions whose answers they already know. The situation is different in everyday 

conversation outside the classroom. People ask questions when they want information 

not available to them. 

Brock trained teachers to see if referential questions could really enable learne rs to 

produce ex tended foreign language forms. Her study was a success . Some language 
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teachers who are at the moment teaching Engli sh in the secondary schoo l. Th is has 

made Engli sh teachers with a BA level quali fication to be more relevant subjects of thi s 

study. 

3 . 2 . 1 . 3 Selecting the subjects 

The onl y access that an 'outsider' has to the secondary schools in Addi s Ababa is 

th rough school directors. For the purpose of the pilot study, therefore, fi rst, I contacted 

fo ur secondary school directors for permission to get access to their schools. They 

granted me permiss ion and arranged for me to contact their school English department 

heads. When I contacted the department heads, I di scovered that in three of the schools, 

none of the teachers who were teaching in grade 9 at the time had a BA leve l training to 

leach Engli sh. The fourth school had 3 Engli sh BA holding teachers who were teaching 

in grade nine at the time. Of the three teachers, one teacher was not found to be so 

willing to have an observer in hi s class for more than one period. The second teacher did 

not mind having an observer but he did not li ke the idea of lesson audio-recording. The 

third teacher who was used as a subject of the pilot study fully co-operated with the idea 

of classroom observation and lesson audio-recordin g. 

3 . 3 Data gathering tools 

The pilot data was coll ected through classroom observation , teacher interv iew and 

student diaries. This section describes classroom observation and teacher interv iew 

while a later section wi ll describe student diaries. 
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3 . 3 1 Classroom observation 

As can be recall ed, various research methods and procedures that have been used in 

language teaching classroom research have been explained earlier in Chapter Il of thi s 

study. More particularly, detailed descriptive comments have been offered in the 

Chapter on Flanders' ( 1970) systematic observation of classroom interaction (although 

thi s was originally from general education work) , Moskowitz' s ( 1977) FLint and 

Fanselow's ( 1977) FOCUS. 

Various literature also indicates that classroom observation has been an integral research 

procedure in the general education work and in language teaching c lassroom research. 

All wright, for example, has a written a whole book entitl ed: Observation in the 

Language Classroom (1988) in which he combined a long hi story of systemati c 

classroom observation as a research tool with the review of its status and role in 

language teaching classroom research. Bellack et a!. ( 1966) used audio - recorded data 

in their classic study of the language of the classroom while Sincl air and Coulthard 

( 1975) also used audio - recording to gather classroom data that they used in the ir 

di scourse analysis. 

This section presents how classroom observation was used as the data gathering 

procedure in thi s study. The primary purpose of classroom observation was to co llect 

data on what lessons were taught and what the teacher and students did during lessons. 

This data was mainly obtained through the audio recording of lessons. During the audio­

recording periods , I took notes on observable things that happened during the period 

andthat I considered to be rel evant to the purpose of the study but that which I thought 
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recorded the interview uSll1g the same record ing machine with wh ich lessons were 

audio-recorded. 

3 . 4 The students 

Twelve students from grade 9 were ori ginall y planned to take part in the pilot study . 

They were se lected from the pilot teacher's class. I asked the teacher to se lect three 

groups of 4 students each on the bas is of hi s perceptions of the ex tent of their oral 

parti cipation in English lessons. He selected 4 'more than average', 4 'average' and 4 

' less than average ' students. Data from students was co ll ected using student diaries. 

3 . 4 .] Student diaries 

Many language teaching cl assroom researchers, All wright ( 1983), Chaudron ( 1988), 

among others. state that student diaries are an integral component of a growing body of 

literature on classroom research. Bailey (1 990) al so states that diaries " investi gate 

issues not normall y accessible through outside observation" ( 1990: 2 16). 

In thi s study student diaries were used to obtain data from students on thei r Engli sh 

lessons. In particular, it was hoped that information on the students' perceptions of and 

reacti ons to the lessons they learn , what they do to learn and what thei r teacher does to 

teach them during the lesson would be obtained through the diaries. 

As explained above, twe lve students who were selected from the pilot teacher' s class 

were planned to write diaries on their Eng li sh lesson. The students were required to 

write the diaries on any 12 of the 18 lesson periods they were goi ng to learn in 3 weeks' 
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time. I had two reasons fo r extending the diaries up to three weeks. On the one hand , 2 -

3 weeks ( 12 - 18 periods) are suggested in the Teacher' Guide to fi ni sh working on one 

unit. On the other hand, since the classroom observation was 3 weeks long I would get 

repeated opportun ities to fo ll ow - up the progress of the student diaries during the three 

weeks I went to the schoo l. The fact that they could see me there cou ld also remind 

them of the diaries they were asked to wri te. 

Befo re they started to write the diaries, I gave the students ori en tations on what a diary 

is and on how to write it. To do thi s, the teacher arranged for me to contact the students 

in their classroom during the break time between the morning and the aftern oon shift. 

Grade 9 students were learning in the morning shi ft. Morning sh ift students finish 

learn ing at 12. 20 p.m . There is a 25 minute - break between the morning and the 

afternoon shifts. 

Duri ng the o rientation session, I told the students to wri te every evening, or at any other 

time that was convenient for them but after school , a few things about what they and 

their teacher did during the lesson that day and how they wou ld re late that to their 

learning/not learning of the lesson. I gave each student a pen, a penci l and a-50 - page 

lined notebook for keeping the diari es . They were adv ised to use the local language, 

Amharic, fo r writing the diary. At the end of the third week , the teacher coll ected diari es 

from ten students. Two students did not hand in their diaries. 
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3 . 5 The pilot data analysis 

Before doing the preli minary analysis of the data, the audio - recorded lessons were 

transcribed by two students who at the time had just completed their secondary school 

studies. Later I got the transcripts checked by one of my colleagues against the audio -

recordings. T did the final checking myself before doing the pre lim inary ana lysis of the 

audio recorded lessons. Student diaries were also trans lated into Engli sh before the 

preliminary analysis was made. The translation of the diaries was first made by two 

teachers who were my former colleagues in the secondary school. The teachers did not 

have much work load as they had completed teaching grade 12 students at the time. T got 

the translations checked by two other Engli sh teachers before I did the final checking 

myself. The interview with the teacher was in English. 

To do the analysis, first I studied the transcripts of the three audio-recorded lessons to be 

able to identify the most frequent verbal behavior duri ng the lessons. Then, I developed 

ana lytical categori es and procedures and analyzed the transcript data. Lesson transcript 

data is the core data in the study. I used data from interview, field notes and student 

diaries to supplement the analysis of the core data. The purpose of the pilot data analysis 

did not make an in-depth analysis necessary. As wi ll be explained in the next section , T 

gained useful lessons from the first pilot study. 

3 .. 6 Lessons gained from the pilot study 

As stated at the outset, the pilot study was primarily needed to see the effectiveness of 

the intended too ls for gathering data for the main study. The secondary purpose was to 
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acq uaint myse lf with lesson audio - recording and interviewing people. What is repo rted 

here is therefore the lessons learned from the pilot study . 

I.Experience gained from the pilot study enabled me to give more clear instructions to 

teachers in the main study when I gave them the aud io - recorded lessons to li sten to 

them before the interview. 

2.The pi lot interview with the teacher tended to cover relevant but broader inc idents that 

may happen in the classroom in general but the interviews with the main subjects were 

made to be more focused on the audio - recorded lessons and below average 

participation of students did not seem to work as planned as the diaries written by some 

of the about average students turned out to be either like the above or the below average 

student diari es. This suggested the need to retain only two categories, namely, 'strong' 

and 'weak' in the main study. 

3. The fac t that the pilot students were required to write diaries on 12 lessons tended to 

im pose a li mit on their interests . This was evidenced by the diaries wri tten by some of 

the students in which they e ither wrote brief summaries of lessons or only the topics of 

the lessons to make the di aries have just 12 lessons. This suggested the need for keeping 

the actual number open - ended in the main study. This seems to have increased the 

quality of the diaries in the main study although it reduced the number of the lessons 

each student diaries covered . 
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4. I co ll ected the diaries from the teacher a few hours after he had collected them from 

students. Later, I read the diaries and reali zed that some of the points in the diaries 

referred to what some students did not like the teacher to do during lessons. If the 

teacher had read the di ari es, this might either help him to re-think about the effect the 

teaching behavior mentioned may have on learning or he might altogether get angry 

wi th the students who dared to say they did not like some of what their teacher did in 

class. I arranged to co llect student diaries myself in the main study in order not to allow 

a similar thing to happen again. 

3 . 7 Summary of the pilot study 

As exp lained at the beginning of this chapter, the pilot study was mainly needed to test 

the intended data gathering tool s and procedures. The subjects of the study were one 

grade 9 teacher who had a BA level training in English language teaching and students 

selected from hi s c lass. Three audio - recorded lessons, fi eld notes taken during 

classroom observation, teacher interview and student diari es were the data used in the 

pilot study. Transcripts of the audio-recorded lessons are the core data base used in the 

study while interview data, student diaries , and field notes were used to supplement the 

data obtained from the audio - recorded lessons. The preliminary analys is of the pilot 

data showed the effectiveness of the methods for collecting data for the main study. The 

analys is also suggested the categories and the procedures to be used to analyze the data 

of the main study. 
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3 . 8 The second pilot data 

With the experi ence gai ned from the pi lot study, the data of the main study was 

co llected from May - June 1998/9. I got the aud io - recorded data of the main study 

transcribed in Jul y when schools were closed (see a later section for the details of the 

main study and how the recorded data were transcribed ). As explained earlier, after the 

transcripts of the audio-recorded lessons of the main study were made ready bu t before 

analyz ing them, I studied the transcripts in detail and further reali zed that a more 

comprehensive description and explanation of classroom verbal behav ior could be 

obtained if the data to be anal yzed consisted of a period- long single lesson. 

The first pilot data which was analyzed cons isted of more than one lesson taught in one 

period. This gave rise to the need fo r analyzing a whole period data that consisted of a 

single lesson type such as a reading or a grammar lesson onl y instead of reading and 

grammar lessons taught in one period. I, therefore, dec ided to audio - record another set 

of lessons when schools would re-open in September (1998/99) academic year and look 

for a who le period that cons isted of a single lesson. This time I dec ided to record lessons 

from grade 10 because, as explained earlier, not all secondary schools can afford to 

ass ign teachers who have a BA level qualification to teach in grade 9 during the first 

semester. 

As pl anned, I collected data from grade 10 fro m mid-October to mid November 

1998/99. I fo llowed the same procedures used earlier for selecting a school and the 

subjects . Only one thing new was introduced, however. Apart from audio - recording 

two lessons, this time I also video recorded another two lessons. The need for the video 

91 



recording arose out of the curiosity to see if the video - recording had any ad vantage 

over the audio - recordin g in the context of thi s study . 

The video recordi ng was made by a trained technici an who works in the language 

laboratory at the Departmen t of Foreign Languages and Literature, Addis Ababa 

University. I exp lained the pu rpose fo r which I needed the recordings to the technician 

prior to the time of the recordings. To avoid interruptions that the video recording 

machine might cause to the school system on two days , 1 arranged for the video 

recording to be made on the day on which the class had two consecutive Eng lish 

lessons. 

Unfortunatel y, due to the large number of students in class during the recording (there 

were 76 students) , the video recordings turned out to be full of noises. The data was 

transcribed after having copied it onto an audio tape. Three teachers, one from j unior 

and two from senior secondary schools, did the transcribing and counter checking of the 

aud io-recorded lessons. In fact, all the recorded lessons were transcribed but onl y a 

single lesson of ful l peri od length was analyzed in the same detai l as the one I was 

plan ning to do in the data of the main study. In-depth analysis of the second pilot data 

taught me a crucia l lesson (see 2 below) to anal yze the data of the main study . . 

To sum up, the ex perience gained from the first pilot study cleared the ground for 

col lec ti ng data for the main study. As explained earli er, the need for the second pilot 

data arose from the desire to analyze a full period data on a single lesson before 

analyzing the data of the main study. A full period in-depth analysis of a lesson 
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transcript which was made during the second pilot study was found to fit the purpose of 

the study. This also gave me an additional opportunity to tryout the analytical procedure 

that the preliminary analysis of the pilot data suggested. 

Before movi ng on to the section on the Main Study, let us look at two lessons (one of 

which helped me in the main study) that I learned from collecting and analyz ing the 

second pilot data. These are: 

I. The transc ript data of one period fu ll single lesson on 'Letter Writing ' was analyzed 

from the second audio recorded lessons in the same depth that the main data was later 

analyzed. From the abundance of the episodes that invol ved verbal behavior in the 

transcripts of the analyzed audio - recorded lesson, I reali zed that a more comprehensive 

understand ing of language teaching classroom verbal behavior would be obtained if a 

more in - depth analys is is made on a fewer lessons than was initially planned. This 

pointed to the need to do a more in-depth analysis of two who le - lesson interactions 

rather than the originally planned four lessons. 

2. My experience might save people in future from wasting their time tryin g to get 

decent video recordings particularly from large classes such as the ones in thi s study. 

3 . 9 The Main Study 

This sect ion describes the subjects of the mall1 study and the tools used for data 

gathering. 

93 



3 . 9 . 1 The subjects 

Grade 9 English teachers and students were used as subjects of the mai n study. 

3 . 9 . 1 . 2 Selection of teachers 

As explained in the prev ious chapter, thi s work was planned to study the c lassroom 

processes of Engli sh teaching/learning through studying the verbal behavio rs used 

during lessons. The criteri a used to select teachers in the study and the grade level they 

teach have been explained earlier in thi s chapter earlier. The experi ence obtained from 

the pilot data suggested the need for minimizing the number of lessons to be used and 

maximizing the depth of the analysis of the lessons in the main study. 

At the beginning of my plan, 1 intended to select the subjects of the mai n study from the 

secondary schools that are located in the proximity of my place of work to minimize the 

inconvenience that might arise from the mismatch between my teaching schedule at the 

university and the subjects' teaching schedule in their schools. There are th ree 

government secondary schools and one non-government school close to the uni vers ity. 

Non-government school s are excluded from thi s study The reason for the excl usion has 

been expl ained earlier in the chapter. 

The school offic ial in one of the three government schools did not want the study to be 

conducted in their schoo l. The other two schools did not have the teacher ' type ' that 1 

wanted to be the subjects of the main study. 1, therefore, asked fo ur secondary schools 

which are relative ly further away from the University fo r permi ss ion to co ll ect data fro m 

thei r schools. All granted me the required permiss ion but on ly two schools had one 
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teacher each who fitted the required criteria. I used both of them as the subjects of the 

main study. 

3 . 9 . 1 . 3 Selection of the students 

A total of20 students, i.e., 10 students from each of the 2 teachers' classes were selected 

by the teachers. As noted in the preceding section, experience gained from the pilot 

study suggested the need to drop the 'average' and retain 'weak' and 'strong ' groups of 

students for the main study. It needs to be noted again that 'weak' and 'strong' is based 

on the teachers' perceptions of the students' participation in the lessons. Altogether, 

therefore, 10 'strong' and 10 'weak ' students were selected for diary writing. 

3 . 10 Tools of data collection for the main study 

Like the pilot data, data of the main study was collected using classroom observation, 

teacher inte rview and student diaries. 

3 . 10 . 1 Classroom observation 

The same procedures that were followed during the pilot data collection were followed 

during the main data collection. This means that I observed both teachers' classes for 6 

periods each. Three of the 6 observed periods from each class were audio-recorded 

using the same recording machine described earlier. Of the 6 periods that were audio -

recorded , two lessons , i.e. , one grammar lesson and one vocabulary lesson, were found 

to fill whole periods from both teachers' classes. The audio -recorded data used in the 

main study were, therefore, one grammar lesson taught by one of the two teachers and 

one vocabu lary lesson taught by the other teacher. (See Appendices 2 & 7 for the 
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transcripts of the grammar lesson and the vocabulary lesson respecti vely). In the 

remaining 4 periods the teachers taught more than one lesson type in one period. Thi s 

means that they, for example, taught either read ing and vocabul ary or vocabu lary and 

grammar. 

3 . 10.2 T€acher interviews 

Both teachers in the main study were interviewed at the end of classroom observations. 

Before conducti ng the interviews but after fini shing classroom observati ons, [ gave both 

teachers copies of the audio-recorded lessons and asked them to li sten to them at home. 

Experience gained from the pilot interv iew prompted me to give them more clear 

instructions on why li stening to the recordings was needed. The interv iews were made 

in Engli sh. 

3. 10 . 3 Student diaries 

Fo ll owi ng the procedures used in the pi lot study, in the main study also a total of 20 

students ( 10 students from each teacher's class) were asked to write di ari es on their 

Engli sh periods using the local language. One change that was made here was that the 

subjects of the main study were asked to write diaries on as many periods as they could 

in three weeks rather than on any fixed number of peri ods as was done for the pi lot 

study. This seems to have increased the quality of the diaries in the main study although 

it has reduced the number of the periods each student's diary covered. At the end of the 

second week, 18 students handed in their diari es to me, not to the teachers as was the 

case during the pi lot study. Two students from one of the teachers' classes did not hand 

in their diaries (see Appendix 5 for the Engli sh translation of the grammar student 

diaries , and Appendix 10 for the vocabul ary student diaries). 
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3 . 11 Transcription and translation 

As noted above, the data of the main study was co ll ected towards the end of the 

(1997/8) academic calendar. Jul y and August are opportune months to ask a favour of 

teachers. I copied the aud io-recordin gs of the lessons and the interviews onto different 

tape cassettes and distributed them to three of my friends who are teaching in the 

secondary schools. After 10 days I collected the tapes and the transcripts from the 

teachers. Then, I wanted to get the transcripts checked against the tapes by two other 

people who are not teachers just to see if c lassroom experience of the teachers who first 

transc ribed the lessons had biased them to write what should have been said instead of 

what was actual ly said and audio-recorded during the lesson. The two people changed a 

few things in the first transcripts when they did the counter checking. 

Before giving the transcripts back to the teachers to check their origina l work again , I 

wanted to get the transcripts counter checked by students who had been in grade 9 in 

that academic year thinking that students would understand other students' and teachers' 

language better. Four students did the counter checking in my presence at my home. The 

students identified some words that were judged to be inaudible by the previous two 

groups of people. Finally, I returned the transcripts and the tapes to the teachers who 

made the o ri ginal transcripts to li sten again and see if they would agree with some of the 

changes made in the transcript. All of them agreed with the changes made. 

Student diaries were written in the local language. Before glVtng the diaries to the 

teachers to translate them into Engl ish, I studied them myse lf and marked the diaries 
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that I cons idered to be re levant to the intended purpose. Then I di stributed the diaries to 

the three teachers who earli er ass isted with transcribing the data. This was in August 

shortly after transcribing the lessons and the interviews was over. After the draft 

translati ons were made by the teachers I collected both the ori gi nal diari es and the ir 

trans lati ons from the teachers and exchanged their work with each other and required 

them for coun ter check ing. They made minor changes in each others' work and returned 

the original and the trans lations. Later I got the trans lations re-checked agai nst thei r 

ori ginal language by two of my colleagues during their spare time. 
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3 . 12 Key to transcriptions 

The transcripts of the lessons were written like the script of a play with no special 

marks used to indicate tone of voice, speech overlap, or other lingui sti c features. 

Wherever necessary comments were provided in double brackets. For example, 

' inaudible' is used in double brackets against the turns in which what was said was not 

clear from the tape. 

There are limited instances in the transcript data in which unnominated answerers 

offered answers. I have indicated all unnominated answerers by writing ' unnominated' 

in double brackets against the relevant turns but not all nominated answerers' turns are 

marked 'nominated '. Capital letters were used to transcribe the local language used 

during the audio-recorded data. The following initials were used to identify participants: 

T Teacher speaks 

S Student speaks 

Ss Students speak 

[ Interv iewer 

E Grammar teacher 

K Vocabulary teacher 

3 . 13 Final comments 

As wil l made c lear in the next chapters, the analys is of all sorts of data used in thi s study 

has, in qualitati ve terms, establi shed the nature of interaction during lessons and the 
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potenti al learn ing opportun ities that arose during lessons. Therefore, the investigati ve 

approach used in this study is mainly qualitative as the data themselves (as shown III 

Table I below) are largely qual itative in nature. 

Table I 

Type of data Source of data 

I . Audio - recorded lessons grade 9 English lesson 

2. Teacher interviews grade 9 Engli sh teachers 

3. Student diaries grade 9 students 

4. Field notes c lassroom observation 

Amount of data-----------

two periods - long lesson 

2: 40 hours interview data 

18 student diaries 

fie ld notes -- --------- --------

Now that we have read the nature of the contextual background of the study in the I " 

chapter, the theoretical assumptions underl ying the study in the 2nd chapter, and the 

descri ption of the Subjects and of the Research methodology in the 3,d chapler, it is time 

for us to move on to the chapters that analyze and interpret the data. It is the task of the 

next 6 chapters (i.e., Chapters IV-IX) to do thi s. 
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CHAPTER IV 

ANALYSIS AND INTERPRETATION OF DATA 

4 . 0 Preliminary comments on the data and the analytical procedure 

As stated in the previous chapters the purpose of this work is to study the classroom 

processes of E ngli sh teaching and learning in the secondary school through studying 

cl assroom verbal behaviour. C lassroom verbal behaviour as it is used in thi s study refers 

not to selected aspects of the verbal behaviour but to all the verbal behaviours that were 

used in the lesson - long classroom interaction. This means that whole lessons have 

been ana lysed in the study to explore the nature of the verbal behaviours that were used 

during the lessons. 

Should the analysis appear to emphas is some behaviour over others, it needs to be noted 

that emphasis is directl y related to the relati ve abundance of certain verbal behaviour in 

the audio-recorded data. However, as wi ll be shown in the analysis and interpretati on 

sections later, an attempt has been made to explore a wide range of episodes in the 

lessons in order to obtain insight into the nature of the verbal behaviours used 

throughout the lessons. This, I should hope, has enabled me to give a comprehensive 

descripti on and explanati on of the verbal behav iours used and the consequent learn ing 

opportunities that cou ld arise during the two lessons used as data in the study. 
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The analysis of the whole lesson interaction with the view to exp loring the nature of the 

verba l behaviour used during the interaction has dictated the sUbtopics in the analysi s to 

emerge from the various episodes that constitute the lesson. At first glance, the various 

subtopics in the anal ysis may tend to look distinct and independent from each other but 

it should be noted that their interconnection lies in the fact that they all constitute the 

verba l behaviours to be explored - and exploring the verbal behaviour used in the 

lessons is the main purpose for which the present study has been pl anned. 

To see the extent to which class room verbal behaviour cou ld help understand the 

class room processes of English teach ing and learning, 2 hours of lessons taught by 2 

teachers in the secondary school were aud io-taped and transcripts of the lessons were 

made. Supplementary data were also obtained from classroom observation, teacher 

interview and learner diaries. Chapters IV - VI present the analysis and the interpretation 

of the data obtained from a grammar lesson. Chapters VII - IX present the anal ysis and 

the interpretation of the data obtained from a vocabulary lesson. Chapter X concludes 

the whole Thesis. 

The need to analyse and report the results of each lesson in separate chapters arose from 

the desire to show the specific nature of the verbal behaviours in the different lessons. 

The search for the nature of the verbal behaviour to explain the potential learning 

opportunities that arise during the lessons is the common theme that runs throughout the 

seemingly disparate chapters. 

4. I Notes on categories of questions in the data 
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Because of the extent to which they have been used in the present data, teacher so li cits 

in th is analysis have been dealt with in a relati ve ly more detail than any other verbal 

behaviour. For convenience of the analys is and explanation, the solicits in transc ri pt 

data have been c lass ified into 5 categories . As di scussed in the 2nd chapter of thi s work, 

various studies have categori sed class room questions from their own perspectives. Two 

things in general appear to underli e the principle of develop ing categori es used in man y 

of the studies di scussed in the prev ious chapter. On the one hand, the studies that were 

conducted in the content area subjects seem to have considered the cogniti ve leve l of 

questions as the underlying principle of developing question categories. In Chapter II, 

fo r example , we have read B loom et al. 's ( 1956) taxonomy of educational objecti ves as 

a source of cogn iti ve questions. On the other hand, Long and Sato ( 1983) classified 

language teaching cl assroom questions on the basis of 'forms' and 'function s' of 

questions. 

Van Lier ( 1988) appears to hold a bas ica lly different position 111 connecti on with 

categori sing questions. He states that emphasising the superfici al featu res of questions 

(their catego ries, presumably) does not enhance much the attempt to be made to 

promote the potential that questions have as a teaching dev ice. Instead, he suggests more 

emphas is be given to the pedagogic value of the tasks that questions set students. More 

clearl y he states hi s pos ition as: 

If the power of questions is as strong as observations in other 
contex ts suggest, it is a methodological too l that can be exp loited in 
many different ways , including the promotion of language 
development. An analys is must go beyond sim ple disti nctions such 
as display and referential questions, yes/no and open-ended 
questions, and so on, to investigate what different tasks questions 
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set, and the different commitments they place on the answerer 
( 1988: 224). 

As suggested by Van Lier, class ifyi ng so licits into categories is not an issue that should 

matter so much. Whichever way the questions are looked at, the crucial point li es in 

obtaining access to understand the nature of the control the so li cit type exerts over the 

students' leaming opportuniti es. 

In thi s study, the grammatical form of the soliciting utterances and the context of thei r 

occurrence in the data were used as the main criteria to determine the categories of the 

so licits. Categorising soliciting utterances on the basis of their structural form s might 

tend to create the impression of simplifying the issue because the process to be fo llowed 

appears to be simple and straightforward. But it shou ld be pointed out that such a 

straightforward system of classification leaves little room for inference. It is also less 

complex but easier to handle. What seems to matter more in working with data on 

soliciting behaviour is not developing a high ly sophi sticated category system but 

exploring the nature of the in teracti ve work that the solicits set students and the natu re 

of the linguistic production the tasks demand of the students . This has been made 

poss ible in thi s data using a seemingly straightforward category system. 

N. B. To avoid un wanted repetitions in the chapters, the data are interpreted as they are 

presented . This means that there are no separate sections for data presentation and 

interpretat ion throughout the chapters. 
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4 .2 What is the nature of the verbal behavior in a grammar lesson? 

4 . 2 . 0 Introduction 

This chapter presents the analysis and interpretation of the nature of the verbal 

behaviour in a grammar lesson. (See Research questi on I). The data that has been 

analysed in thi s chapter is based on one grammar lesson that was taught to grade 9 

students. There were 76 students in the class during the lesson. Each student had been 

given a book at the begi nning of the school year although not al l had their books with 

them during thi s lesson. The lesson consists of two grammar topics. The first grammar 

topic is on join ing pairs of sentences using 'so' to express result. The second grammar 

point is based on reporting direct speech. Engli sh for Ethiopia, Grade 9, book 2 was the 

tex tbook that was being used during the lesson. (See Appendix 3b for the photocopied 

pages of the lesson.). The textbook was published in 1996 by the Educational Materi als 

Production and Distribution Agency (EMPDA) under the Ministry of Education . The 

lesson was recorded during the 6th period ( II . 40 - 12 . 20 p .m.) of the morning sh ift in 

the school syste m. The 6th period is the last period for the morning shift studen ts. 
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4 . 2 . 1 What is the nature of the teacher's lesson opening behaviour? 

Let me begin thi s section by quot ing what the teacher's verbal behaviour with which he 

began this grammar lesson is like . 

T In our today's lesson we're goi ng to have a look at the usage of the word 'so', the 
word 'so'. We are going to learn how to make use of the word 'so' in different 
kinds of sentences. 

Consistent with the avail able literature, thi s teacher started the lesson by what is in the 

class ic Bellack et al. 's ( 1966) conceptuali sation of classroo m language call ed the 

'structuring move'. As noted in the extract, the teacher was setting the scene for what 

was go ing to happen. He set the scene by focusing the students' attention on what they 

were going to learn during that lesson peri od. Contrary to what observation of many 

classrooms in the context of this study makes one expect, thi s teac her did not begin the 

lesson by asking students to check what they could recall from the prev ious lesso n. 

Unli ke the other teacher in the study (Chapter VII presen ts thi s), this teacher also did not 

'open the lesson' (to borrow from Sinclair and Coulthard 1975) by trying to get the 

students to 'tell' him the topic of the lesson for the period, either. He began the lesson 

just by telling the class straight away that they were going to learn the grammati cal 

fu nctions of 'so'. 

Beginning a lesson without fi rst talking about or preferably without getting students to 

talk about the lesson that was taught/learnt in the previous period seems likely to create 
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in the students the impression that each period's lesson is about a disc rete linguisti c 

poi nt - discrete in the sense that each lesson period consists of diffe rent bits of 

lingui stic information for students to learn. It is possible to think that each lesson may 

have, and indeed it has, lingui stic information that is in some way different from that 

what they learned in the previous period. But even the bits of lingui stic information that 

apparently seem to be different from each other are essentially related. 

In the case being discussed here, thi s means that the grammatical notion of 'c lauses' and 

the function of ' so ' seem to be related. This implies that the students know ledge of 

clauses may enhance, although there is no evidence fo r the lack of it to retard , the 

students' learning of the function of 'so'. Recognition of thi s suggests the need for the 

teacher to build the linguistic in format ion about the ' new ' lesson on their previous ly 

studied lingui stic framework that is relevant to the ' new ' lesson i.e., on what the 

students know so far about clauses. One access for the teacher to what the students 

al ready know is through creating opportuni ties for them to di splay that knowledge 

before beginning the ' new' lesson. The missed opportunity, apart from enabli ng the 

teacher to bui ld the 'new' lesson on the students' prior rel ated knowledge, cou ld have 

created incidental opportunities fo r students to use Engli sh to talk spontaneously about 

their previous lessons. (Here I fee l the need to note that my intention in referring to 

' missed teaching/learning opportuni ties' is only to draw attention to potentia l options 

rather than to criti cize what was done at the time.) 

The teacher, after orall y announcing what they were go ing to learn , began the actual 

lesson for the peri od by reading himself aloud some examples of the grammar point that 
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they were going to learn from the textbook. He then wrote them on the blackboard and 

read them agai n. Here are the sentences that he read after writing them on the 

blackboard . 

T Here are two sentences. The first sentence reads: He was hungry. The second one 
reads: He went to a restaurant for a meal. Now we're go ing to join these two sentences 
by using the word 'so'. So, we can say: He was hungry, then you find a comma, so he 
went to a restaurant for a meal. He was hungry, so he went to a restaurant for a meal. 

The need for the teacher to read the text loud out to the class wh il e the students could 

have done the read ing themselves silently perhaps with a better comprehension might 

have come from the need he had to keep control over the students' attention and 

disc ipline. From informal communication wi th teachers during classroom observation 

for thi s study, I have noticed that students ' lack of di scipline and attention during 

lessons is a matter which highl y worries the teachers. The issue of discipline and lack of 

attention gets worse when all the students are asked to do sil ent readings at their seats. 

During my observation of this class, at least no noticeable disrupti on to the progress of 

the lesson occurred when the teacher did the reading himself. Teacher talk in thi s 

context, as All wri ght and Bailey note it, is not the only means through whi ch the teacher 

conveys information but it is al so the "primary means of contro lling learner behav iour" 

( 199 1: 139). 

As ex plained in Chapter ill, student diaries were another source of data fo r thi s study. 

The disruption of classroom di scipline during individual reading time has been noted by 

some of the students in their diaries. The student quoted below, for instance, is one from 

the 'strong' group ('S' for short here after) who complains about thi s issue. 
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We learned two lessons today: reading and vocabulary. The passage was very interesting 
but I couldn' t enjoy it because other students who were not reading were di sturbing. We 
were angry with the teacher because he did not try to keep them quie t. (S) 

As mentioned earlier, the teacher not only read the examples from th e textbook aloud 

but he also copied them from the book onto the blackboard. In the school culture in 

which thi s study has been conducted, teachers give explanations after having written the 

teach ing/learning point on the blackboard. In fact , not much seems to have been done in 

classroom research to show the effect the blackboard has on learning but Banatwala 

( 1989) has the fo llowing to say about the effect of teacher's fa ilure to use the 

blackboard. 

Even when a word is in an overall way adequately treated, its 
uptake may be impeded by one or the other drawbacks in the 
teaching, for example, the teacher's failin g to highli ght the 
spe lling of the word on the blackboard ( 1989: 46 1) 

Two pieces of ev idence on using the blackboard are quoted below from student diari es. 

From the first quotation , we notice how the way the blackboard was used (not the 

general use of it) impeded the studen t's participation in the lesson whil e from the 

second quotation (W for 'weak' student) we notice the blackboard to be serving as an 

aid to another student' s learnin g 

I . Today many students went to the blackboard and fi lled in blank spaces drawn on the 
blackboard . I had the answers to all the questions but I did not rai se my hands because I don' t 
like to go to the blackboard. (S) 
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2. I found my teacher's way today to be better than the previous ways. He was writing examples 
re latively more clearly on the blackboard. Yet because of hi s speed hi s handwri ti ng was not 
leg ible enough for us to read. (W) 

The cases of the students quoted above in general and that of the first student in 

particular makes it cruc ial fo r the teacher to know how hi s students wou ld li ke to learn 

lessons. In an interview, this teacher was asked if he had ever asked how hi s students 

wanted to learn English. Here are hi s re ply: 

I never did [asked] it. To tell you the truth I never did that. I'm supposed to do that but si nce 
I' m a teacher who was taught by teachers who were not democrats so since I'm a product of 
that . . . 

Prompted by thi s reply, I asked him if he has had opportunities to attend workshops, 

seminars or any other thing in the area of language teaching since hi s graduation in 

1987. This was his reply: 

Well I attended a workshop 8 years ago at Addis Ababa Uni versity. Since then, nothing has 
happened. 

On the one hand, as can be understood from the teacher's replies to the interview 

questi ons, the teacher himse lf had been taught in the language teaching tradi tion whi ch 

never gave him a chance to negotiate with hi s teacher on how he liked to learn. On the 

o ther hand, in-service 'compensatory' opportunities such as workshops, sympos iums or 

seminars that are believed to play at least a re-ori enting role, if not a re-training one as 

they could be limited in scope, are reported to be scarce. As a result of both sorts of 

lack, as reported in the student di ari es, c lassroom participation and perhaps learnin g not 

onl y of that particul ar student but perhaps that of many others' taught by thi s teacher is 

feared to be suppressed 
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4 . 2 . 2 The nature of the teacher's feedback behaviour 

As reported in Chapter II, several researchers from work in general education as well as 

language teaching classroom have investigated classroom talk . For example, the 

classroom discourse moves that constitute the teaching exchange, as explai ned by 

Bell ack et al. ( 1966) are: Structuring, Soliciting, Responding and Reacting move. Except 

for the responding move, the three discourse moves identified by Bellack et al. are 

usuall y performed by the teacher. As will be shown later in thi s section , teacher 

' reacting' move which in various literature is referred to as 'feedback' or 'fo llow-up ' 

move cons ists of teacher evaluati ve feedback. 

S inclair and Coulthard ( 1975), prompted by Bellack et al. 's ( 1966) conceptions of 

classroom di scourse moves, distinguished two types of exchanges fro m spoken 

classroom discourse. They call ed these 'teaching exchange ' and 'boundary exchange'. 

The classroom di scourse moves that are referred to as soliciting, responding and 

reacting moves in Bellack et al.'s work are named in Sinclair and Cou lthard's as 

'opening, answering' and 'follow-up ' moves. Sinclair and Coulthard also identified 

from classroom spoken discourse 'framing ' and 'focusing' moves as the moves through 

which boundary exchanges can be reali sed. 

As reported in the previous chapters, thi s study concerned itself with exploring the 

verbal behaviour that is used in the classroom processes of teaching and learning. Thi s 

section presents teacher verbal behaviour that was used in giv ing feedback to student 
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responses. Teacher soliciting behav iour and student responding behav iour will be dea lt 

with in the later sections. 

Consistent with the findings of previous cl assroom studies on c lass room verbal 

behaviou r (see, for example, Bellack et al. for cl ass ic work in the content c lass room and 

Chaudron ( 1988) for rev iews of work in the language teaching classroom, among 

others) , thi s lesson foll ows the teacher question - student answer - teacher feedback 

(IRF) pattern of classroom di scourse. Before turning to the section on the nature of the 

teacher's verbal behaviour that was used in giving feedback to student responses, let us 

look at what Coulthard ( 1977) has to say about the structure of teaching exchange. He 

writes: 

[T]he structure is ... T - P - T, T- P - T, T - P - T. In other words, 
the teacher almost always has the last word and two turns to speak 
for every pupil turn. This goes some way to explaining the consistent 
findi ng that teachers talk on average for two-th irds of the time. The 
teacher asks a question, the pupil answers it and the teacher provides 
evaluative feedback before aski ng another question ( 1977: 103) 

In th is study, ev idence obtained from transcript data reveals that students have usuall y 

been given feedback to the answers they offered to teacher questions. In fact, the fo rm of 

the feedback was sometimes simple repetition of the student answer. There is 11 0 

obvious clue in the transcript data that explains why the teacher sometimes repeated 

only part of the student's answer whi le at other times he either repeated the whole 

answer or he did not repeat anything at all after the student. The teacher's part repetition 

when foll owed by student repetition seems to indicate hi s detecting of error of some 

kind in the student ' s answer. When errors were detected, the teacher someti mes did not 
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on ly repeat part of the answer to ini tiate repetition in the next turn but he also made the 

repeti tion inevi tab le by demanding it in explicit terms as shown below. 

In the fo llowing extract, the task the student was required to do was joining the first two 

sentences in the exerc ise using ' so'. 

The sentences were: We were very tired. We travelled by bus. 

The expected answer was: We were very tired, so we travelled by bus. 

Lookin g at the episode will enable us to see the deceptive nature of the form of some 

class room questions. Th is means that some so li cits appear to be setting light tasks fo r 

students to do , but the actual linguistic work that a seemi ngly light task requ ires of a 

student is so complex that sometimes the students fa il to successfull y solve it. In the 

extract be low, for example, the student commits two errors (one is pronunciati on and 

the other, omission of subject). As wi ll be seen in the extract, it is at the I l Ilt turn that 

the class managed to ' fini sh ' repairing the errors. Even at the end of the I llh turn , it still 

remains to be seen the extent to which the corrections made cou ld change the 

perfo rmance behav iour of the students. Now let us see what happened at the time. 

I S We were very tried , so travelled by bus. 

(N. B . I. Used bold type for layout saliency purpose on ly. 2. E rrors: one is misreading 
'tired'; the other is oversight: 'we ' was not read . 

2T: Again. Again 

3S We were very tired, so travelled by bus 

4T We were very tired, very tired, say ' tired' 

5S Tired 

6T Tired 
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7S Tired 

8T Tired. Would you mind doing it again? Do it again. 

The language used by the teacher in turn 2 in the extract above shows the teacher' s 

reaction to the errors committed by the student. As revealed in that lUrn , the teacher 

offered the student the opportunity to repeat the answer perhaps with the hope that the 

student may reali se the errors in the answer. As shown in turn 3, the student managed to 

take care of one of the two troubles he encountered earli er. It remains unknown whether 

the error in 'ti red ' vs ' tried ' was a simple misreading or a result of something else. The 

influence of the local language does not exp lain thi s but there are two other instances in 

the same transcript data in wh ich other students committed similar errors in readi ng 

'many' people as 'my' people; 'travel' as ' leave'. Whatever the underl yi ng reason for 

the error might be, its being repaired in turn 3 seems to have so lved one big problem 

that could have faced the teacher if he is assumed to be the ultimate person to do the 

correction. That is to say, if the student had repeated the sentence the same way that he 

had done it in the first turn , how would the teacher choose which of the two errors to 

handle first? 

Both seem to be essential for the meaning to be communicated but one wi ll , in some 

unobservable way, be more essential than the other to deserve the teacher's first 

attention . Perhaps the ' first come first served' principle works we ll in thi s regard. [n turn 

4 we observe the teacher to be doi ng two things. As part of an expression of his 

sllspension of attending to the second error he lIsed that turn , first, to officially 
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acknowledge his acceptance of the self-correction that was made by the student. He did 

thi s by say ing: 

T We' re very tired very tired. Say 't ired'. 

The second miss ion of the 4th turn was to get the student to repeat the troublesome word 

after him. He did that and got the word repeated in turn 5. Functionall y, turn 6 seems to 

have done two things . One, it shows the teacher' s accepting of the item that the studen t 

repeated after being requi red to do so. Two, it played a sol ici ting role as it managed to 

elicit a response from the student. At first glance, what the teacher has intended to do in 

the turn appears to be 'accepti ng' of the response offered by the student. What happened 

in turns 7 and 8, in retrospect, may enable us to say turn 6 has played a double role. That 

is, in turn 7 the student offered a response and thi s makes turn 6 a soli cit while in turn 8 

the teacher accepted the response elicited by turn 7. We note the same behav iour of the 

teacher in both turns: turns 6 and 8. Th is means lliat the teacher accepted the student 's 

response in turn 8 (tired) in the same way that he accepted the same answer (ti red) 

earl ier in turn 6. 

In turn 8, li ke in the 4th and 6th turns, the teacher's language generall y served more th an 

one purpose: accepting and so li citing . Turns 4 and 8 are more similar to each other than 

they are to tu rn 6 in that in both cases the teacher's language of the solicits is di fferent 

from the language he used for accepting the student's responses. Functionall y again , the 

teacher's utterances in turns 2 and 8 are similar in that both required the student to 

repeat answers. The forms of the utterances in the two turns are differe nt, however. 
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One apparently obvious rationale for the requi red repetitions in 8T appears to be re lated 

to the teacher's offering of an opportunity to the student to do another se lf-cor rection. 

The over-s ight, if it reall y was an oversight, that survived the fi rst repetition is stil l there 

in the student 's answer as shown in turn 9S below. 'If it rea ll y was an oversight' was 

de liberately needed to be included in the preceding comment to show some reservati ons 

I have because it is possible to thin k in terms of an alternati ve poss ibility: the influence 

that the student 's local language may have in the use or non-use of the subject of a 

sentence. In the local language, the verb inflects and makes the use of the subject 

redundant. The redundancy is fe lt to be exaggerated when a sen tence consists of the 

main and subordinate c lause(s). The sen tence the student being discussed was work ing 

on has one main and one subordinate clause. 

In lOT, (see bc low) the teacher is observed rai sing another questi on. The student 's 

fa il ure to do self-correcti on seems to have ini tiated the question. The teacher's comment 

that fo llowed hi s own question skips the question and refers back to the answer 

prev iously offered by the student. Let us see thi s. 

9S We were very tired so travelled by bus 
lOT How aboul the subject of the second sentence? 
li T 'We' 'we' ' we' shouldn' t be left. 'We' shouldn' t be left. 

The comment seems to be doing 3 functi ons. Firstly, it informs the student as well as the 

whole class that 'we' is the subject of the verb in the second part of the sentence. 

Secondl y, it is an answer to the questi on he asked at I QT. It is also a correction the 

teacher has offered to the error committed by the student . 
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Teacher repetition of the comment and the tone of hi s language of the com ment , i. e., 

'we' shouldn't be left ' seems to be more an expression of hi s indignation than an 

expression of the need he had to emphasise the importance of retaining 'we' as a subject 

of the verb in the second part of the sentence. This assumption emanates from the 

absence of the teacher's effort to enable the student to realise why the same subject that 

has been used in the main clause has to be maintained in the subordinate cl ause as well. 

Such feedback behaviour seems to have the potential not to lead to improved learner 

performance behaviour. 

The question in lOT, if it were a question any longer because the teacher has already 

offered the answer, was not directed at the student who was st ill standing. Another 

student was given the opportunity to answer or rather to repeat the answer. The teacher 

repeated the answer twice after the second student and raised another question based on 

the answer he now rece ived as an adequate answer. This happened as follows. 

S2 We were very tired so we travelled by bus. 
T We' re very tired so we travelled by bus.(2 times) 

Where do you put the comma? (Repeats the question) 

Evidence investigated from the transcript data so far reveal s how the lesson is made to 

move forward through the chain of question and answer exchanges. As seen in the 

quoted extract, a single question in the textbook could lend itself to a wide range of 

questions. The range of questions created offered students a wide ranging opportunities 

of exposure to the language being learnt. The case of the first student in the example 

di scussed above mi ght be re levant to be mentioned here again. This means that because 

of the incorrect answers he offered rather than because of the correct ones, as the 
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incorrect answers themselves created other speaking turns for him , the student has had 

turns to use Engli sh in cl ass. The initial turn excluded, hi s errors earned him 4 speaking 

turns. Even if the qual ity of the lingui stic work that he has done in the 4 turns is taken to 

be not so encouragi ng, there is still some hope to believe that the turns have given him 

opportunities, perhaps more opportunities than man y other students in that period, to get 

publicly involved in person - to - person conversation with hi s Engli sh teacher usi ng the 

target language that he was trying to learn. 

The participation behaviour of this particular student is similar, weakl y though , to the 

participation behaviour of Igor - a student who, in Allwright's ( 1980: 165) study, took a 

wholl y disproportionate share of the identified turns.' All wrigh t describes Igor's 

behaviour as 

Igor did not get more than hi s share by stealing fro m others very 
often or by in terrupting. He got it by being asked more often, by 
respondi ng more frequently to general so li cits, and by taking 
advantage more often of opportunities for di scourse maintenance 
( 1980: 173) 

Like Igor, thi s student did not steal a turn. He also did not interrupt the current speaker. 

He did not respond to general solici ts as often as Igor did, however. He was just 

afforded frequent opportuniti es of maintaining his own discourse. Igo r was reported to 

have not made much progress at the end of the course despite the di sproportionate tu rns 

he is noted to have taken in the interaction while the progress of the student in thi s study 

was not measured. 

[ t is possi ble to assume that students in the context of thi s study might feel privileged to 

get the opportunity to be talked to by the teacher in the classroom . This perhaps arises 
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from the lack of opportunities to talk either to the teacher or to other fel low learn ers in 

Engli sh during lessons as often as they wish. Primaril y, what limi ts the opportunity is 

the limited options that the teacher's verbal behaviour makes for students ava ilable to 

parti cipate in classroom interaction. Questioning, for instance, was the onl y officia l 

option used by this teacher to draw students to participation in classroom interaction 

during thi s lesson. Even if the teacher attempts to evenly distribute questions among the 

students in cl ass, not much interactive work is hoped to be gained when seen in li ght of 

the interacti ve potenti al of the textbook questions or the questions asked by the teacher. 

There is also another instance to be d iscussed in connection with the teacher's verba l 

behaviour that was used in g iving feedback to students' answers. Let us first look at the 

episode fro m the lesson and then move on to the discuss ion that follows it. 

I T What's the past tense of 'want'? (repeats) 
2S I Went (N.B. used bold type here for layout saliency purpose on ly) 

3T Went? No. Past tense of want? How about you? Past tense of want? 
(re-directs the soli cit to another student) 

4S2 Went 
5T Went ? go - went 'went' is the past of 'go '. What is the past tense of ' want '? 
6S3 Wa nted 
7T Wanted. O.k. Joseph said that he wan ted _ What is the next word? (co nt. ) 

If we look at 3T in the above ex tract, we notice how the teacher reacted to an incorrect 

answer. In that turn he rejected the un wanted answer straightaway. No com ment 

followed hi s curt rejecti on. As if nothing unusual happened, he repeated the soli cit once 

again and ' randomly' nominated one student from among the middle rows of seats. The 

way he nomin ated thi s student itself tends to imp ly, if onl y weakl y, uncertainty about 

gett ing the answer that was being sought from the second student as we ll. In the same 
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turn , the teacher, after nominating the student, repeated the so licit once again. He did the 

repet ition perhaps for the sake of the nominated student. Before the nomination was 

made, thi s student also had apparently heard as much as others. Now that she had been 

allocated a turn to answer, she deserved to hear it again . She gave him the response off­

hand and sat down quickly. 

As was perhaps expected, her response turned out to be incorrect. It was the same 

incorrect response that was rejected earlier. It remains unknown whether her repet ition 

of the previous ly rejected answer was intentional or accidental. Future research is 

needed to find out why and when students repeat answers that are already public ly 

judged by the teacher to be incorrect. Until then, however, repetition by this student of 

the prev ious ly rejected answer could probab ly be assumed to be intentional because the 

question caught her off guard and she couldn ' t think of another answer. If thi s is the 

case, it means for this student, and perhaps for some others as well , repeating of a wrong 

answer might be a less embarrassi ng strategy than hav ing noth ing to say once they have 

been allocated a turn. 

Alternatively, it is possible to think that her repetition of the answer that was already 

proved to be wrong could be unintentional. This happens to be so as answers offered by 

some students can remain inaudible to some of the students in the c lass. This appears to 

be truer in large c lasses such as the class under di scussion. Teacher frequent repetition 

of answers after students may also develop in other students in the same class the 

tendency to li sten only to the teacher when he repeats student answe rs. 
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Sti ll another instance of teacher feedback behaviour is quoted be low. Here th e c lass 

were workin g on pronoun inflections. T he problem begins when the teac he r asked a 

student what the pronoun ' they' is as opposed to the 'you ' that they had already 

di scussed. Let us first look at the fo ll owi ng extract taken from the data. 

IT 'You' can be second person singul ar or plural. How about ' they ' ? ' How ' about 
' they ' ? 

2T 'They ' is known as -----? 
3T What do you call it? 
4S Plural 
ST It is plural but is it I so , 2nd or 3'" person? 
6S 2'" person 
7T No. 2'd person is thi s (underlines 'you' written earli er on the bl ackboard) 
8T 3,d person plural. 'They' is known us 3,d person plural (repeats) 

O.k. Now (cant.) 

As can be observed from the extract, the teacher stopped fo r an answer after repeatin g 

and paraphras ing the so li c it different times . It is not know n why he happened to stop fo r 

an answer at turn 3T rather than , say, at turn 2T or instead of repeating or paraphrasing 

the so lic it still furthe r. Some assumptions about the rationale fo r the 

repetitions/paraphrases could be suggested. On the one hand , the repetition mi ght have 

arisen out of the teacher 's need to give students time to think about the answer. Or it 

mi ght be an ex pression of his effort to increase the number of students who wou ld be 

will ing to participate in the lesson. Sti ll another possi bility for the re pe tition might ari se 

from the nature of the class s ize. T here were 76 students in c lass during thi s lesson and 

the teache r perhaps used repetition/paraphrasing to ensure hearing of the whole class. It 

is also possible to thin k about it in terms of the learning opportunities the teacher 

wanted to c reate for students - that is, opportunities for listening to various ways of 

ask ing for the same thin g . 
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As seen in the ex tract, the answer the solicits managed to elicit from one student did not 

happen to be the answer the teacher was expecting. What misled the student might be 

the 'plural' in 'you can be second person singul ar or plural' in the prev ious turn , i.e ., 

turn I T. The 'plural - singular ' concept appears to be a more frequent encounter for 

students than the elusive pronoun in flections. Later sections wi ll have more on thi s. 

The teacher seems to have recognised thi s confusion when he delayed rejection of the 

answer altogether and ski llfull y commented on the 'correctness' of the answer perhaps 

in a different context and its ' incorrectness' in that particular context. In other words , in 

turn 5T the teacher, acknowledged that what was proposed as an answer is one 

grammatical feature of the item in question. In the same turn and at the same time he 

also showed the student (and other students in the cl ass as we ll ) that what was being 

asked for was actually not that aspect of the item. It appears that he did not find it 

necessary to pursue the 'plural - singul ar ' issue raised by the student any fu rther as they 

had already dealt with that a few turns earlier in the same lesson. 

Turn 5T seems to have done also another task. The teacher used the turn to narrow the 

so li cit to 'person' by eliminating the candidate answer ' number'. To tel l from the ex tract 

quoted earlier, the attempt made by the teacher to make the solicit easier onl y succeeded 

in making it rather more complex for the student to answer. Ini tiall y, the student did not 

seem to have the inflections in the pronoun - i.e., I " , 2nd, and 3'd persons in hi s limited 

repertoire of pronouns. When asked , he had to decide on one of the two forms that were 

perhaps readil y availab le to him. T he complexity that came wi th the new soli c it is the 

in troduction of the 3 new candidates - I ",2nd
, and 3,,1 persons. The students know the 
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surface features of the pronoun, i.e., the inflex ions - I, we, you etc. - from their learn ing 

in the previous lessons, perhaps. That knowledge might, however, be laten t - avail ab le 

but not eas il y accessible at that stage. 

In turn T7; we notice the straight - away rejection that has been suspended earli e r. In 

that turn , the teacher with a cun negative rep ly ' no ' dropped the inadequate answer that 

the same student prov ided. This time he did not bother to narrow the soli cit any further. 

Enough damage seems to have already been done. He did not want to re-direc t the 

so li cit to other students, either. He on ly said: "second person is this"(underlining 'you' 

on the blackboard). With no further comment either on the rejected answer or on the 

student who offered the answer, first, in short and , then, in a complete sentence. He 

repeated the answer once more in a complete sentence. The repetiti on in that context 

seems to have a warning tone - a warning against forgetting the prev ious ly learned 

lessons. 

As part of the attempt made towards gaining insight into thi s teacher's perceptions of his 

own feedback behaviour, some questions were asked during the interview. One of the 

questions relates to how he reacts to student answers that he judges to be incorrect. Here 

are his replies. 

I don' t expect all students to answer questions. It depends on their 
ability. Some may be shy, oth ers may not know the exact answers. 
Anyway, it doesn' t discourage me. I try to know why they fa il to give 
correct answers. After all , they are students and they've come to class 
to learn and I' ve to know their weakness. 
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Interv iew repli es obtained from this teacher reveal that repeating answers after students 

creates on the student a sense of gaining recognition from the teacher. Here is how this 

teacher replied when he was asked of hi s opinion on repeating answers after students. 

Somet imes it helps. The student fee ls that he has been given recognition if 
the teacher repeats but in hi gh school we don't do thi s because it 's time 
killing. We need the time to cover the portions in the textbook in a limited 
period of time. So we don't usually pay attenti on to students' answers. 

Yet another but still a similar question was asked to get hi s optll ton o n what e lse he 

does, other than repeating after them, with the correct answers he o btains from students. 

He rep lied to the question as follows: 

I' ve never thought about that. You see if students answer successfull y I 
get satisfied, become happy. It 's natural. I write some of the answers 
which are answered correct ly on the blackboard so that those who have 
not answered will take and Icarn from this. They call learn from their 
classmate .. it creates a competition among students. 

The intended effect of the teacher 's behav iour, i.e. , creating a sense of competition 

amon g students appears to be being realised. The fo llowing quotatio n taken from a 

student diary, for example, is an ex press ion of the student' s determination to change her 

learning behaviour both in classroom participation and in doing tasks at home. 

Apparently , the determination is initiated by the teacher 's evaluative behaviour. 

Today I was very happy during English period. It was a reading lesson. We 
were taking turns to read and I got a chance to read. I think I read well 
because the teacher said , 'very good' when I fini shed reading. I wished I 
always had a chance to read or answer questions. After the read ing lesson , 
we did vocabulary questions. There also I got a chance to answer a question. 
This again made me happy. I said to myself: Now that the teacher knows 
what I can do, I'll always do my homework and raise my hands to answer 
questions. (W) 
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Evidence obtained from student diaries has also another sto ry to te ll us about some 

students' responding behav iour. The content of the excerpts reminds teachers how 

important it is for them to know how their students feel when they are asked to answer 

ques tions and how they react when they are given feedback. Let see the excerpts. 

I . The teacher asked me a question today although [ didn't rai se my hand. 
The student who was sitting next to me was tell ing me the answer when I 
got up but I couldn' t even use that.(S) 

2 In the middle of hi s teaching the teacher asked a question. I rai sed my hand 
to answer the question. [ had the answer written on my palm . The moment I 
got closer to the blackboard, I fa il ed to remember the answer and read it 
from my pa lm. This caused laughter in the class. Shame-faced, I returned to 
my seat. (W) 

4 . 2 • 3 The nature of the teacher's verbal behaviour in turn allocation 

This teacher 's verbal behaviour that was used in allocating answerin g turns to students 

has so liciting characteri stics . These characteri stics of the verba l behaviour have made it 

im portant to refer to the category to which the so li cit used by the teacher belongs. A 

later section will have more on the nature of the categories. Now let me beg in thi s 

section by fi rst quotin g from the transcript data. 

T Then 57 
Number 5? 
Who can do the 5'" one? 

Tn thi s ex tract, the teacher used different so licits to identify a student who would do the 

5'h question they had in the textbook . Although all the utterances serve the same purpose 

and therefore their simultaneous occurrence makes them sound redundant, there is some 

hope to be lieve that the redundancy itse lf is, to a limited ex tent, an ex pression of 
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opportunities for learners to encounter different express ions in the target language. It is 

up to the students to make them later fit their own indi vidual needs . 

Unlike in the above case, in the followin g instance, the teacher perhaps took hi s 

announcing of which question in the li st they were going to do to be a suffi cient solicit 

to select answerers. In fact , it proved to be sufficient because as many hands as that went 

up when solicits were repeated/paraphrased went up followin g thi s single soli citing 

utterance. Th is cou ld be taken as proof of the redundancy that repetition of questions 

creates. However, to a certain extent, redundancy is itself believed to enhance 

understanding. 

There was al so an instance 111 which the teacher read the question himself after 

informing the class which number the question is in the list. In this instance, the 

student's task was connecting the sentences with 'so' and reading the combined 

sentence. As discussed earlier, thi s behaviour highly reduces the student 's task to a 

single word con tribution. Let us see it. 

T The third sentence? 
The exam was too difficult. All the students fail ed. 

S The exam was too difficult, so all the students fail ed. 

In the extract below, the teacher made a series of solicits that were aimed at e li citing 

ideas that are rel ated to re-constructing one lesson topic that they had apparently learned 

in one of their prev ious lesson periods. When the focus of the so li cit is to develop a 

topic in a lesson by re-constructing the previously learned points, the patterns of putting 

the solicits to the class have predictable forms such as seen in the examples below. The 
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teacher seems to requ ire students to suggest words to fit in the unfini shed s lo t in the 

sentences. This type of soliciting behav iour has a damaging effect on the nature of the 

learners' verbal behaviour. 

Functi onally, the teacher's verbal behaviour that we shall see below is simi lar to hi s 

behaviour used in the 'what at the end' type of soli cits to be di scussed later. Such 

utterances are, in Cunningham 's (197 1) opinion , examples of cogniti ve memory 

questions. He al so cal ls such unfini shed teacher utterances ' fill in the blank ' type 

questi ons. Answers to such so licits are lIsually obtained from students who forward 

the m as soon as the solicits are posed. Therefore, it is onl y whe n the teacher fee ls the 

frequency with which the students offer answers as a threat to the loss of his control 

over the lesson that he demands allocati on of answering turns to students as shown in 

l iT be low. 

IT This becomes -
That. These becomes ------? 

Those (teacher offers answer) 

Today becomes. ? 

S Today 

T No 

T Today becomes----? 

T That day 

T Tomorrow becomes----? 

Ss (ra ise hands) 

T No. No. One by one 

S The next day 

4 . 2 . 4 The nature of the teacher's informing behaviour 
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Earl ier in the text, it has been di scussed that IRF is the natu re of the structure of 

classroom discourse in thi s data. It has also been pointed out that the teacher accepts a 

student answer and then offers feedback before he asks another question. Thi s pattern 

has been illustrated with Coulthard's ( 1977) T-P-T to include the possibility in which 

the teacher, after offering feedback to student answer, comments on the answer befo re 

he asks another question. In hi s comments that fo llow student's answer, the teacher 

provides linguistic information on any aspect of the language point in focus during the 

lesson. In limited circumstances student errors have been noted to init iate further 

linguistic information from the teacher. In other instances , however, what determines 

the provis ion of information by the teacher is not known because there are instances in 

the data in which incorrect answers do not necessarily initiate further information before 

new questions are asked. 

Even in the circumstance in which ex tending the student answer was found to be 

necessary, what determi ned the amount of the lingu istic information to be offered by the 

teacher remained unknown. In thi s section , we shall look at some of the instances in 

which teacher utterances were used for giving students ex tended linguistic information . 

Let us begin with the fo llowing exchanges in which the teacher informs and re-in fonns 

the students various aspects of number and inflexions of personal pronoun . 

I T Which pronoun is known as the 3'd person plural? 

2T Which pronoun is kn own as 3'" person plural ? 

35 Am they are 

4T N N N Y ' I ' ' h ' '" h k 3rd 
. I o. o. o. au see - le s e It - t ese are !lawn as . persoll slIlgu ar. 

5T Now which pronoun is kn own as 3'd person plural ? 

6S Is alll are 
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7T look at the board'!, the pronoun 'I' is known as I" person singular, singular or 

plural? 

8Ss Singular 

9T Then 'you' is the 2"d person singular or plural. 'He', 'she' and ' it ' these are known 

as 3,d person singu lar. How about 'we'? How about 'we'? How about 'we'? 

lOS First person singu lar 

II T No. This is I st person singul ar (underl ines the 'I' on the black .board) .. 

12T 'I' is I" person singul ar. 'We' is I " person plural. 

As shown in the tex t quoted above, grammar poi nts such as number, personal pronouns 

and verbs to be used with the pronouns do not seem to be lending themselves to sound 

exp lanation. From what happened in the ex tract, there seem to be 2 things that might 

have been req uired but were not given separate attention. One of them is the students' 

prob lem in di stingui shing between pronouns and verbs. Answers suggested by students 

in tu rns 3S and 6S, to the questions asked in turns I T and 5T are good examples . The 

incorrect answers that were suggested by students in both turns as revealed in turns 4T 

and 7T managed to elicit answers from the teacher although in turn 7T the teacher, after 

offering the answer himself, produced a choice question perhaps to check 

comprehension . 

If the status of the answers suggested in 3S had been made clear in turn 4T in the 

context of the topic unde r c lass di scussion at the time, perhaps the same items would not 

have appeared in turn 6S onl y to be rejected again as incorrect answers. This incident is 

an example of a mi ssed teaching opportunity for the teacher. Thei r re-appearance as 

answers might indicate the potential the language items have to attract d ifferent students 

spec iall y under the topi c being discussed. In turn 7T again the items faced the same fate. 

This means that in turn 7, the teacher by-passed commen ting on why they are again 
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incorrect answers and continued with hi s own agenda of personal pronouns and offered 

the answer himself in the same way that he did in the prev ious turn . In turn 7T we noti ce 

the pos iti ve effect, as Bantawal a ( 1989) notes it , of the use of the blackboard in keeping 

what was di scussed earli er for reference in the later stage of the lesson. The same items 

had earlier in the period been written on the blackboard and the cl ass had some 

di scuss ion on the singul ar - plural fo rms of the verbs to be used wi th personal pronouns 

In turn 7T, the teacher stopped for a moment the attempt to get elicited information fro m 

students and himself began to offer most of the remaining lingui sti c information on the 

topic under di scussion. This decision seems to have enabled him not to suspend for a 

whil e but to eliminate for good the confusing verbs fro m the scene. In turn 9T, 'you' has 

been introduced, or re- introduced as thi s might have not been the fi rst time for thi s to 

be done, as the second person singul ar or plural pronoun . 

This decontex tuali sed statement is potentiall y confusing spec ially when seen in terms of 

the various referents the Engli sh 'you' has in the local language. The local language has 

2 different terms to refer to the singular and the plural 'you ' in Engli sh. In add ition, in 

English 'you' can be used in a direct address to a single male or a female whil e the local 

language has again 2 different terms to be used in a direct address . There is yet another 

di fference to be men tioned between the way 'you ' is used in Engli sh and the way it is 

used in a di rect address in the local language. In Engli sh there is onl y the plu ra l -

singul ar distinction that has to be made. Otherwise, as said earli er, the same form is 

used for male-female, young - old , or to indicate a difference in a status and role 

relationshi p but in the local language apart from the di stinctions discussed above, we 

use a different term to directly address a person for whom we have respect either 
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because of difference in age or in status. These differences cannot be catered fo r as was 

done in th is transc ript data by simply telling students: ' You is second person singul ar or 

plural' . 

If we look again at turn 4T, the pronouns ' he ' 'she ' and ' it ' have been introduced as 

the 3'd person singular while in turn 9T they are re-introduced to be contrasted with the 

plural or singul ar 'you' although the basis of their co - occurrence is not made clear. It is 

poss ible to speculate (of course with no intention of criti cising how thi s was done at the 

time) by stating that perhaps the poss ibility to present righ t fro m the beginning the 3,d 

person singul ar number in contrast with the 3'd person plural number such as was seen 

in turn I I T migh t have stopped the confusions from happening at an earli er stage of the 

topic. A prel iminary sign of this was seen when in turn ST the teacher, after ' finis hing' 

with the 3"d person singular number, asked for the plural form of the 3'd person pronoun . 

As shown in the extract, the answer that was required in turn ST was suspended until 

turn Til , however. 

As the preceding pieces of ev idence taken from the transcript data have shown, some 

grammar points are so vague in that they do not seem to be lending themselves to sound 

exp lanati on. If the system of the lesson to be taught is found not to be amenab le to 

conventi onal teacher explanation such as indicated in the preceding ex tract and if 

explanation itself is be li eved to be betraying teachers by being so elusive , then it appears 

to be ri ght if ways are sough t to enable teachers in the context of th is study to re-thin k 

abou t the long standing faith they have had in the value of th is instructional dev ice. 

Before concluding thi s secti on, let us first look at two excerpts taken from the interview 
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made with thi s teacher, and then , see what that might lead us to say. In both excerpts, 

the teacher seems to be sharing the blame for students' 'deficiency' in the target 

language 

I . The cause for the students' defi ciency partl y rests on us. Instead of 
teaching them the language we teach them about the language. 
Concerning the grammar, a case in point can be the traditional noun , 
pronoun , adjecti ve and adverb . These things and the ru les of using them 
are not easy things to hand le. The problem is that when we teach them, 
these points are put together and as I told you earli er it all depends on 
the teacher's creativity. We shouldn ' t g ive them more than is 
needed. 

2. It 's the teacher's responsibility to create the necessary situation for 
students to take part in the lesson. It all depends on the teacher's 
updateness. The teachers are los ing interest in the profess ion at the 
moment, any way. The more you stay in the profess ion the less interest 
you have in the profession . Man y of us are not by far better than our 
students. May be we were bright when we started teach ing but now 
we' ve stopped reading and writing. 

As seen in the extract, the teacher not only appreciates the existin g problem in the 

teaching of grammar and shares the blame for students' failure , but he a lso recognises 

that the so lution li es in teachers' hands - in their creativity. This might primarily point to 

the need to find out what caused the loss of teachers' interest in the profess ion , and to 

po int out what it requires to re-cover the lost interest. What might initiate teachers' 

interest in their own profession might at the same time initiate their c reativity to use 

their potential to cause better learning in the classroom . 

In fact, it is not the immediate aim of this study to pursue thi s issue any further. The aim 

of thi s study is to reveal what the classroom behaviour that is being prac ti sed is like and 

to show how that behaviour potentially relates to learnin g. Much more needs to be seen 
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yet to state fully what the practice is li ke but ev idence that has been obtained fro m the 

data so far tends to reveal that the teacher's verbal behaviou r in thi s grammar lesson, 

and as is understandable from his replies quoted above, that of many other teachers' 

verba l behaviour in grammar teaching, leaves much to be desired yet. The obtained 

evidence also throws light on what lies behind the teacher's verbal behaviour. If we 

wish to make grammar lessons more sensible, then , future research is needed at least to 

te ll us what might mobili se the teachers ' potential that this teacher himself has 

suggested as a so lution. Before we move on to Chapter V in which the recurrent verbal 

behaviour in thi s grammar lesson wi ll be di scussed, let us briefly summarise the sali ent 

points raised so far. 

4 . 2 . 5 Summary of the chapter 

Attempts have been made in the different sections of the chapter so far to obtain insight 

into the natu re of the teacher' s verbal behaviour that was used in developing the lesson. 

The teacher began the lesson straightaway without first asking some questions to check 

the students' understanding of the previous lesson and at the same time to link the 'old' 

lesson to the ' new' one. He started the new lesson without having had a brainstorming 

session as part of an attempt to obtain some insight into the level of the students ' related 

knowledge on which the ' new' lesson was going to be built. 

These aspects of the teacher' s lesson beginning behaviour were pointed out in the 

di scuss ion of the finding not to draw attention to mi ssed opportun ities but to draw 

atten tion to potential alternatives with wh ich to begin a lesson. After all , there is no 

research - based ev idence at least in the context of the present study to inform us the 
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way that leads to better learning. In fac t, prev ious studies that revealed the idiosyncrati c 

nature of learning (All wri ght 1984; Seime 1998 and Slimani 1987) tend to carry the 

implicati on that whatever gets done in class during a lesson, students have implicit ways 

of their own to make sense of the lesson in the classroom. 

It has also been noted in the di scussion of the results that the teacher after reading the 

examples from the textbook loud out to students, wrote them on the blackboard and 

repeated the reading. Apparentl y the teacher's behaviour that was in vo lved in the loud 

reading of the lesson from the textbook when students have got the ir own tex tbook to do 

thei r own private reading seems to be doing a redundant job. However, two points need 

to be taken into accoun t before allowing oneself to fee l too much of the impress ion that 

is feared to be created. On the one hand , the teacher's reading loud out prov ides the 

students' with incidental opportunities to develop li stening as a skill in its own ri ght. On 

the other hand , the teacher's reading loud ou t sustains the teacher's control over 

classroom discipl ine . This is because indi vidual reading in the class room of over 75 

students gives ri se to unoffi cial talk among the students . Restoring students' attention 

after it has got out of hand is not an easy job for teachers who are working in the context 

of thi s study. 

Avail able ev idence in the anal ys is of the data has so far revealed that the nature of the 

di scourse style fo llowed in thi s grammar lesson is (S) I-R-F (see Research question I). 

The teacher foll ows up student answers by repeating the answers after students. The 

repetition can be part or all of the answer offered by a student. The teacher, by getting 

the students to repeat answers, makes them aware of the part of the sentence that he 
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thin ks needs further work before it is made to fit into the cl ass room di scourse. It should 

be pointed out here, however, that the repetition of an answer by the teacher is 

sometimes indi sc riminate . This means that he repeats both correct and incorrect answers 

partly or fully after the student. 

Teacher repetition of answers alone cannot, therefore, be taken as ev idence of the 

teacher's location or detection of errors . In the c ircumstances in which repetitions fail to 

draw student's attention to errors, the teacher supplements them by ex plicit demand for 

correcti on of errors. The evidence that has been found in the student di ary agrees with 

the effect that the teacher, when interviewed, said he would like hi s behaviour to have 

on student performance. Pieces of evidence di scussed so far also show how diff icult it is 

for the teacher to produce good grammatica l explanations. 

The nex t chapter (Chapter V) presents teacher so liciting behav iour in a grammar lesson. 

As will be made clear in the chapter, teacher so liciting behaviour is the most frequentl y 

noted verbal behav iour during thi s grammar lesson. There will be more on thi s in the 

chapter. Let us see it. 
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CHAPTER V 

THE RECURRENT VERBAL BEHAVIOUR IN A GRAMMAR LESSON 

5 . 0 Introduction 

This chapter presents the recu rrent verbal behavior used during a grammar lesson. As 

will be made clear in the chapter, teacher solici ting behavior is the recurrent verbal 

behavior noted in this grammar lesson . 

5 . 1 Teacher soliciting behaviour in a grammar lesson 

As might have been made clear from the precedi ng discussions, questioning is the main 

instructional tool that has been used in the transcript data under di scuss ion. A closer 

look at the data shows that there are 138 instances in wh ich teachcr utterances served 

soliciting function s. Thi s section deals with the nature of the utterances that served 

soli citing functions and the behaviour that was used in the utterances. (To avoid 

obscuring the presentati on of the main text, a separate li st of the soliciting utterances 

used in thi s grammar lesson transcript data is provided in Appendi x 3a. The so liciting 

utterances are li sted under categories. Who the solicits were answered by during the 

lesson is al so indicated under each so liciting utterance in the li st in the Appendix. 

Summary Tables are, however, used in the main text.) 
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5 . 1 . 1 The Categories 

As can be recall ed, justifications for the type of categories used in this data have been 

presented at length in the earlier sections (see beginning of Chapter IV). It is, therefo re, 

sufficient to state here that the soli citing utterances in this data have been categori sed on 

the basis of their structu ral forms and the context of their occurrence in the data. 

Accord ingly, the utterances that served soli ci ting functions in the data have been 

cl ass ified in to 5 categories. These are: 

'What ' at the beginn ing type of so licits 

2 'What ' at the end type of soli cits 

3 Sol icits with 'Whs' other than 'What' 

4 'Yes/no' solicits 

5 Miscell aneous so licits 

Table 2 (below) shows the summary of who the solicits in the above categories were 

answered by during a grammar lesson . (Note: X shows so licits whose answers are 

referred to other solicits in other categori es. This happens because of teacher 

repet ition/paraphrasing of solicits. 'Not ans.' in the Table refers to ' not answered'.) 
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Table 2 

------------------------------------------------------ - -- --------- ------------------ --------- ------- ------- -

T S Ss X No ans . Total 
' What' beginning 12 18 3 1- 34 

'What ' at the end I I 
Othe r 'Whs' 13 9 7 7 36 
'Yes/no' so li cits I 3 7 8 19 
Miscell aneous solicits 8 18 4 14 4 48 

Total 138 

5 . 1 . 1 . 1 'What' at the beginning solicits 

There are 34 instances in wh ich teacher soliciting utterances that have 'What' at the 

beginning were used in thi s grammar lesson transcript data. The teacher answered 12 of 

the solicits himself wh ile individual students answered 18 so licits. Three so licits elicited 

choral answers. The answer to one of the solicits was not sought. 

5 . 1 . 1 . 1 . 1 The verbal behaviour used in 'What' at the beginning solicits 

To begin with , let us look at the following fairly long seri es of semanticall y related 

so lic iting utterances asked by the teacher onl y to get a single answer el icited from the 

cl ass. In fact , as will be commented on later, the teacher is eventual ly noted to have 

provided the answer himself as all the so li cits in the li st ' failed' to e li cit the required 

answer. 

T O.k. Last time we learned how to change direct sentence into 
indirect statement or reported statements. While changing from 
direct speech into reported speech we've to keep in our mind 
certain poi nts wh ich are very important. 
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IT What's the first point that we have to keep in mind? 
2 Who can tell me the point we've to remember? The first point we' ve to remember? 
3 How do we change a direct statement into a reported statement? 
4 Do you do it by guess ing? 
5 or do you do it as you like? 
6 you've to remember certa in po int. What's the first poi nt? 
7 What's the first point you're expected to remember? 
8 Anyone? 

In the above episode the teacher, after reminding the students of one language point that 

they had presumably learned in the previous lesson, led them to a responsible position of 

answering the solicits. In hi s first statement he answered one unasked solicit. That 

unasked solicit is a typical example of a solicit wi th wh ich many of the teachers I have 

observed for thi s study usuall y began lessons. As discussed earlier, this teacher's lesson 

opening behaviour is slightly different. Teachers usually ask: 'What did we learn last 

time?' apparently to e li ci t an answer such as: ' Last time we learned how to ... '.01' 'We 

learned about. ... ' In fact, this is usually done whcn tcachers plan to do some revision of 

the previous lesson before they start the lesson for the day. Even then , the solic it seems 

to be more fitting if what was learnt was onl y a si ngle topic. The topic under di scussion 

was the 2,,,1 topic under the same lesson fo r the period. 

After reminding the students of the topic of the lesson, he re-infonned the m rather 

emphatically (e.g., we ' ve to keep in our mind certain points ... ) that there were certain 

points that they should remember in order to be able to change statements from one 

form of speech into another. Those certain points are not just points but they are very 

important po in ts. The teacher's choice of options in the language he used in thi s context, 

i. e., 'very important' , seems to be part of an express ion of his faith in the place of 

grammar rules in learning the target language . 
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The fa ith teachers in that context have in grammar is very strong. Two things seem to be 

in fluenci ng their belief about the place of grammar rules. One of the influences emerges 

from their fonner learning experience. For example, thi s teacher completed hi s higher 

education when learnin g Engli sh meant learning grammar rul es. There is no need to 

count far back in time to reach the time when learnin g Engli sh meant learning grammar 

rul es. Thi s is because even to-day, apart from the abundant grammar exercises avail able 

in the new Engli sh textbook , evidence obtained from six Engli sh department heads 

(personal communication) reveals that grammar is still the dominant aspect of the target 

language taught in the secondary school. It should be noted that secondary school 

English department heads have access to what teachers do in class not only through 

checkin g teachers' lesson plans on a weekly basis but they also visit E ngli sh lesson 

classes to evaluate teachers. To a certain degree teachers in the context of thi s study 

seem to share the assumption which Cray (1999) has concluded from reading a text on 

tense teachi ng in the grammar textbook. She states: 

There is inherent in these texts [text which explains the future time 
with ' if'] the assumption that learnin g a language is at least in part 
a matter of learnin g a system of desc ription and rules which in turn 
consti tute the language (1999: 128) 

A secondary reason is related to the wash back effect of the Eth iopian Schools Leav ing 

Certificate Examination (ESLCE fo r short) that is offered at the end of the students' 

completion of the secondary school. The Engli sh examination in the ESLCE has 

questi ons that require the students to know grammar rul es and terms. In reference to the 
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notion of the wash back effect of the ESLCE on c lassroom teaching Dejene ( 1990) has 

documented hi s observation as fo llows. 

[TJhe multiple choice format dominates all c lass room teaching, 
exercises and tests to the extent that the ESLC English language 
examination and its format gain importance fro m year to year until , 
at the fina l year of secondary education, they almost assume the 
role of a teaching sy ll abus ( 1990: 16) . 

To return to the teacher's verbal behaviour 111 so li citing utterances, apart from our 

interest in the 'what ' at the beginning type of so licit ex pl ained above, a closer 

investigation of the teacher's use of language as shown below can give use insights into 

the functions for which language is used by the teacher in the classroom. Let us see the 

salient points from the excerpts quoted below again. 

I T What's the first point that we've to keep in our mind?' 
2T Who can tell me the points that we've to remember? 
3T The first point we've to remember? 

The so licit in IT re-infonns students that the points that are worthy of keeping in mind 

are more than one. This means that the teacher's use of 'the first ' imp li es that more than 

one points have been studied in some fixed order. The inc lusive pronoun 'we' in the 

teacher's so licits were perhaps needed to make the learners feel that both the learn ing 

and the search for the points are a joint venture. In effect, this might create on studen ts 

the impression that the blame for failure to remember the points, like the share in the 

search for them, would be shared with the teacher. 

This teacher used ' points ' in place of ' rules' consistently throughout hi s teaching of the 

lesson although what he was teaching is more often than not referred to as ' rul es' in 
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grammar books. Did th is happen on purpose? T he answer might be positive. From the 

ex peri ence of worki ng with grammar ru les both as a fonner student and now as a 

teacher, he might have realised the impression both terms may create on students. 

If thi s happens to be the case, he appears to have the opinion that many grammar rul es 

are essential ev il s perhaps because of the detail s and complex ity of their ru les. In fact, 

grammar rules seem to have two contrasting properties . They are not eas il y learn able 

th ings on the one hand and they are indispensable things on the other hand. So 

something needs to be done to lessen their ev il properties. The rep lacement of 'rules' by 

' points' can, perhaps , be taken as an ex pression of the teacher' s effort at least towards 

lessening the effect of the noti on of ' grammar rules' on students. 

To re turn to the so licits in the excerpt (it is quoted below again), the 'what' in the first 

so licit with which the solic it began got changed to 'who' in the second solici t causing a 

change in the foc us of attention. 

IT What's the first point that we've to keep in mind? 
2T Who can te ll me the point we've to remember? The first poi nt we've to remember? 

In the first so licit it is the points that the students have to keep in mind as the focus of 

the so lic it whi le in the second one it is 'someone ' who will te ll the teacher that is going 

to be the focu s of the question . The exc lusive pronoun ' me' in ' Who can tell me ... ' in 

the second so licit when contrasted with the inclusive 'we' in ' we've to remember' in 

the same solic it might have some implicati on. Thi s means that ' te ll me' confers on the 

teacher the right to command and obtain wh ile it makes students responsible to offer the 
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answer. Earlier the teacher got into the business of the learning that happened last time 

by say ing ' Last time we learned .. .' and now he is going out of it by saying ' tell me 

what you learned last time'. Perhaps he is also making it clear that he does not want to 

have to answer hi s own question even though he had to g ive in late r. 

Thi s does not fini sh the interaction between the teacher's going into and out of the 

learn ing. There are other instances that indicate that the teacher showed not onl y hi s 

going into the learning of the lesson but he al so showed hi s invol vement in the search 

for the way a direct statement is changed into an indirect one. Like its predecessor, the 

teacher's second 'going into' did not last long because in turns 5 and 6 below it has been 

noted that he is going out of it. In turns 5 and 6, he seems to have gone out of the trouble 

of searching fo r ever not only because he handed over the responsibil ity to students with 

two solicits put in one with the con nector ' or' but because he also never re-appeared in 

the remaining 3 turns of the so li cits. We see the teacher re-appearing at the end of the 

so licits in the excerpt but thi s time not with a so li citing role perhaps because 'enough' 

has been asked but with a responding one. Let us look at the re levant turns taken from 

the excerpt above 

4T How do we change a direct statement into a reported statement? 
5T Do you do it by guess ing? or 
6T Do you do it, as you like? 
T All verbs move one step back into the past (the teacher re- appears a few turns 

later) 

Two th ings can perhaps be speculated about why all the so licits failed to elicit answers. 

On the one hand, it is possible to think that there could be man y students in the c lass 

who were capable of answerin g the solicit. Some very c lever students m ight have even 
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thou ght that they would sound fooli sh if they rai sed their hands to answer such simple 

questions. They might think that not being wi lling to answer is not a necessary signal of 

their ignorance perhaps so much as the poss ibility that their volunteering is not a mark 

of their be ing inte lligent. Whereas others, (thi s group could be larger in number), might 

have been waiting for the few but more c lever students to take th e initiative to answer 

the question . 

The first excerpt below taken from student diary tells us that there are a limited number 

of students to whom the teacher often gives opportunities to answer questi ons. This 

might di scourage many others in the class to raise hands to compete for the opportun ity 

of answering. The second extract confirms the unfair share of the opportunities that 

some students are offered to answer questions. 

I . I'd I ike to note at the end of my diary that instead of asking the same students now and 
then, teachers should give chances to other students in class . For exampl e, I raise my 
hand not to always answer questions but to encourage other students but the teacher 
gives me chances whenever he sees my hand. This is unfair. It discourages others. The 
same students shou ldn ' t be given chances to answer easy and difficult quest ions as 
well. (S) 

2. We began our today 's lesson with the homework we were given yesterday. The teacher 
was asking and we were answering. I got chances to answer 6 questi ons. After the 
homework was over two students [whom I shall call Denbilu an d Turgal began 
troubling the teacher with questions. They always do like that. 

To return to the other assumption that might explain why the so licits did not e lic it an 

answer, it is possible to think that the questions required students to do more than what 

the students were able to do at the time for various reasons. To start w ith , there were 76 

stu dents in c lass. Let us assume that about one-fourth of them were no t in c lass the day 
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the lesson was taught. From among those who were present , some cou ld fee l hungry and 

tired because of the location in time of the period in the series of the periods for the day. 

There cou ld also be several students in cl ass who just do not li ke to answer questions 

because of a mul titude of constraints - inh ibitions of al l sorts including shyness, lack of 

confidence, cultural background , etc . There could stil l be other students in class, no 

matter how few they might be in number, who do not care to answer in public but who 

rather care about ask ing for permission to talk in class . 

If it is assumed that the questions fai led to eli cit answers, then, that fai lure is go ing to 

have implications at least for teachers and language classroom research. As regards 

research, thi s might point to the need for a closer and deeper study of the nature of the 

questions being used by language c lassroom teachers. For language teachers, the 

suspected fai lure should prompt them to investigate at thei r own classroom level the 

nature of the questions that fai l to eli cit answers during a lesson. Teachers , according to 

Allwri ght (2000 personal communication) can make a closer study of what puzzles them 

in their own c lassroom. Student reticence, despite frequent teacher probing and 

prompting, appears to be one among the classroom puzz les that are worth y of 

in vesti gation by the teacher himself. If a ll fall s short of the des ired effect, language 

teaching might fee l the need to di spense with using questions as an integral tool to be 

used in the classroom. After all , questioning is simply one among the several 

instructi onal dev ices that are available to be used in the classroom. 

To return to the ex tract, after the teacher had offered the answer himsel f to the bunch of 

the so li ci ts he asked to obtain just a single point, students began competing fo r the 
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opportunity to answer the rest of the solicits the teacher asked under tense change. In 

fact, a li tt le time later it was poss ible to observe the sudden transition that occurred from 

the students' lack of participation to an excessive will ingness fo r participation. In the 

previous ex tract, the teacher was noted to have asked: 'Anyone?' in turn 8 wh il e 7 tu rns 

later he is observed saying: 'One by one, One by one'. 

A similar set of solicits that begin with 'What' to elicit just one answer is g iven below. 

I T What do you start your sentence with? 
2 What do you start your sentence with? 
3 What must be the introductory verb? 
4 What must be the introductory verb? 
5 How do you start your indirect speech? 
6 Yes please ! " I'm waiting fo r my fri end ," said Fatuma. 
7 How do you start your sentence? 
8 Anyone? 
9 O.k. Look at thi s sentence. Look at the verb. Look at the board once again . He said is 

known (cont.) 

All the utterances in the above lis t were aimed at elic iting one item of in formation but 

they, like the set of so li ci ts di scussed earlier, resulted in the teacher's prov ision of 

answers. The earlier set, like this set, consisted of 4 ' what ' at the beginning solicits. 

Both sets also have an equal number of solicits. There is one sol icit with ' how' at the 

beginning in both sets. 'Anyone?' was intended to prompt students to produce answers 

in both cases. Functionally, however, the prompt rather seemed to be doin g clos ing 

function s in both instances as it marked the end of the sequences of the so licits. One 

prom pt that seems to be serving an equivalent function with the teacher 's utterance in 

T6 above is the one in the earlier extract (there also 6T) wh ich says : 'you have to 

remember certain points'. In both cases they did not result in produci ng answers, 

anyway. 
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Both sets of the so licits were fo llowed by the teacher's re-infonning the students of 

grammar information concerning changi ng direct speech into reported speech. The 

earlier solicit asked students for the first point (i .e., change in tense of a verb) they need 

to remember to report a direct statement while the soli cit in the second set asked them to 

identify a reporting verb from the direct statement: '1 am waiting for my friend,' said 

Fatuma.' Thi s itself is not an easy task when we consider the problems inherent in the 

underlying rule as Cray (1999) reports it. Cray ( 1999), having rev iewed the ideas of 

different authors on rules of grammar in general has the following to conclude about the 

rul es of reported speech in particular. 

When the suggestions and ideas of all the authors rev iewed are 
taken into account, one conclusion is clear. Pedagogical 
grammarians have consistently presented a rule for fo rmation of 
reported speech sentences which is limited in its applicability and 
its range. First it is an incomplete rule ... Secondly, it does not 
address the full range of reporting structures available in Eng li sh 
nor does it help learners understand when a particu lar structure is 
appropriate or even poss ible. All of th is is to suggest that there is a 
gap of some wid th between the rules for reported speech available 
in the pedagogical grammars and grammar textbooks and the ways 
in wh ich native speakers report earlier speech events ( 1999: I I I ) 

Inspired by hi s questioning behaviour, in an interview, I asked this teacher to tell me 

what it is that he used as a source of ideas for language teaching. He began his replies by 

saying that he attended a workshop on language teaching only once 8 years earli er si nce 

he graduated in 1987 . As he continued replying, I began to realise that he was actuall y 

answering a more important question that I had in mind during the interview but that I 

did not dare to ask him. What I wanted to know was hi s own perceptions of how he does 

the teaching. He is quoted below in fu ll. 
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Well as you know language is fo r communicati on nowadays espec iall y 
whatever uh we must be student - centered. We must make them speak 
more. They must be acti ve participants. When we were students um the 
teacher used to cover the 90% of the peri od but now it must be the 
student who must play the vital role. The teacher must mot ivate the 
students to speak, to write, to develop the 4 skill s of the language. So it 
should be student-centered. The student must be given the chance to 
express himself. This is the best way of learning a language . The more 
they participate the more they learn . 

Question : Do we do thi s in practice? 

You are right. Theoretica ll y it sounds good um but when it comes to 
practice, well, we don't make use of it despite our frequent attempts. We 
have difficulties due to large number of students. We' re not able to give 
indi vidual attention to students. As long as we don't give attent ion to 
them we don' t expect them to benefit from teachers .. . 

As might be recalled, interview replies that were di scussed in th e prevIous secti ons 

informed us that the solution to get improved learn ing lies in the teachers' hands. Here 

again we understand from thi s teacher's replies that he is well aware of what needs to be 

done if improved learning is wished to be achieved. He also admits that, thi s time not 

because of a lack of creativity so much as it is because of large class s ize that it has not 

been possible for him and perhaps for many other fe llow teachers who share the same 

view with him in general , to make the desired thing happen in the c lass room. 

At first glance, the teacher ' s repli es in the excerpt appear to c reate the impress ion that 

he has di smi ssed the issue of teacher creati vity as a solution but a c loser look at the last 

line of the replies in the excerpt makes it clear that hi s replies thi s time suggest a 

solu ti o n rather than di smiss the problem altogether to what might initiate the potential 

creati vi ty of teachers. His description of what needs to be done is a proof of the 

ex istence of the potential that is wa iting to be exp lored. 
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5 . 1 . 2 The verbal behaviour used in 'What' at the end type solicits 

There is onl y I instance in which the teacher's utterance with 'what' at the end served a 

so liciting functi on in thi s transcript data. Let us have a look at it. 

IT Fatuma sa id that she __ -? 
(no raised hands) 

2T Past continues (gives a clue) 
3S was 
4T was what? What is the nex t word ? 
SS waiting 
6T was waiting for whose fri end? 
7S for her friend 
8T Correct. Fatuma was waiting for her friend . 

As seen above, in IT the teacher prov ided the framework fo r a 'fill in the blank ' type of 

so li ci t and induced the students to provide an answer. When he noticed that the soli cit 

was not go ing to do its j ob alone he prov ided the students with a clue. T he clue seems to 

have carried the students half way. This means that it showed them the ri ght directi on 

although what the student offered as an answer fo llowi ng the cl ue was not the complete 

answer that was be ing sought. 

In 4T we observe the teacher accepting the answer and at the same time asking for more 

to fill the blank slot in the framework of the solic it. To do that, he used two soli cits in 

the 'What' category, name ly, 'What ' at the end and ' What' at the beginning. The soli cits 

managed to elici t an answer. The teacher developed the answer into a new solici t in 

order to get another answer elic ited . This was how soliciting utterances were used by the 

teacher to move thi s grammar lesson forward. 
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S . 1 . 3 The verbal behaviour used in other 'Whs' type of solicits 

There are 36 instances in which teacher utterances that have 'Wh- ' other than 'What ' 

served so li citing functions. Not all of the solicits in thi s category eli cited answers 

because of teacher paraphrasing of the solic its. In this transcript data, teacher 

paraphrasing of solic its usually led to a change in the form of the ori ginal so li cit, and 

thi s, in turn , led to a change in the category to which the ' new' solici t belongs. 

Wherever th is happened, proper cross-referencing has been made in the Tables used in 

the text. The phrase Cross-referenced that is used in the Summary Tables in the text 

show the number of the so li cits whose answers have been referred to other categories. 

Table II shows how the solicits in thi s category were answered. 

Table 3 

Who other "Whs' soli cits were answered by in a grammar lesson 

Teacher 13 

Individual students 9 

Choral answer 7 

*Cross-referenced answers 7 

Total 36 

" answers referred to other categories of solicits 

As revealed in Table 2 above, the teacher offered answers to 13 of the soli cits. Answers 

to 9 of the solicits were provided by ind ividual students. There were 7 choral answers to 

the so li cits in thi s category. Answers to 7 of the solicits were cross- referenced to 'What' 

at the beginning type of solicits. 
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The first so li cit in thi s category ( see be low) occurred at the beginning of the lesson. It is 

the first so li cit the teacher asked in that period. To state from the answer the soli cit 

e li cited, it is poss ible to say that the teacher wanted to check if the students coul d 

connect two sentences using the rul e that had just been exp lained. Completing the task 

that was set by the solicit might appear to be only a matter of look ing at the example 

that had been written on the bl ackboard and doing the same thing to thi s superficial ly 

new task. But the student who was nominated to do the task did not fin d completing the 

task as sim ple as it appears to be. It took the class II turns to repair the trouble faced by 

the student in his unsuccess ful attempt to answer the solicit. The so licit coul d be a piece 

of ev idence that shows the deceptive nature of the form of questi ons. Let us look at the 

ex tract. ( In thi s section, I quoted the extract again because of the differences in the 

perspectives of my comments) 

T Who can jo in these 2 sentences? 
Anyone? 

S We were very tried. So travelled by bus. 

As mentioned earlier, the topic with which the teacher began the lesson for the peri od 

was using 'so' to connect the main and the result cl auses. After he had done 2 examples 

himself on the blackboard, the teacher asked students to do the first question in the li s t 

of 10 questions in the textbook. He d id thi s by writing the question on the blackboard. In 

fact, the first 2 examples were also written in the textbook . The task the book left for the 

teacher regardin g the examples was not much more than copying them from the 

textbook onto the blackboard. The answer offered to the fi rst solicit wh ich required the 

students to join two sentences using 'so' is quoted below. 
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T We were very tired. We travell ed by bus. 
(Teacher reads after writing it on the b.b.) 
Who can jo in these 2 sentences? 
Anyone? 

Answerin g this solicit involved 2 students. There were 6 instances in wh ich teacher 

utterances served so li ci ting functi ons in the process of answerin g the so li cit. The first 

instance was a request for repetition of an answer offered by the first student. The 

apparent reason for the repetition was the error the teacher detected in the answer. This 

was how the teacher got the student to repeat the answer ' 

IT Again. Again 
2S We are very tired so travelled by bus 

More than form , it is its function that has made the teacher 's utterance ' again ' serve a 

so lici ting funct ion in this context. The rationale for the teacher to request for repeti tion 

is appare ntly to offer the student an opportunity to do self-correction but the rationale 

for the repetition by the teacher of the request for the repetition remained unclear. 

3T We' re very tired very tired, say tired 
4S Tired 
5T Tired 
6S Tired 
7T Tired 

Another instance for the teacher utterance to serve a so lic iting function in the search for 

the answer to the first soli cits that was asked by the teacher is shown in 3T above. In 

turn 5T, the teacher accepts the answer by simple repetition and that simple repetition 

(accompanied by eye gaze and gesture, perhaps) by the teacher is presumably taken as a 

request for another repetiti on by the student. 
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The 4 th instance which says: Would you mind doing it again? 'Do it again ' is apparently 

needed by the teacher to offer the student an opportunity agai n to correct the 2"" error he 

committed in the answer he proposed earli er. The soli cit is a typical example of the 

ways the target language is used to ask for permiss ion espec iall y outside of the 

classroom but this is rarely observed in the classroom. This could be taken as an 

incidental learning opportunity that the teacher's language offers the class. Even here it 

appears that the teacher used it primarily to soften the effect of the tone of the command 

'Do it agai n' on the student. 

The teacher takes the class back to a solicit of other 'Whs' category with the 5th so licit 

as shown in 9T below . The so licit in 9T is the 5th soli cit asked by the teacher of the 

same student who got up earlier to connect two sentences using 'so' . The solicit 

occurred following the answer the studen t provided to the sol icit (8T above) that gave 

him an opportunity to do self-correction. The teacher seems to have used the solicit (i.e. , 

T9) to express hi s di sappointment , as men tioned earlier, rather than give the student still 

another chance to do self-correct ion. Evidence can be supplied to support thi s. This 

means that on the one hand, he has already done the correction by providing the missing 

word himself in the comment that immediately foll owed the so licit. On the other hand, 

he gave the next turn to another student to incorporate the word that he has provided 

in to the sentence that was originall y forwarded by the earlier student. Now the extract: 

9T How about the subject of the 2'''' sentence? 'We' 'we' 'we' should not be left 
out. 'We' should not be left out. 

153 



The so li c it the teacher started earlie r, i.e., connecting sente nces uSin g 'so ' is not yet 

over. It has 3 turns more yet to go. Let us it. 

lOT Where do you put the comma? 
liT Where do you put the comma? 
12T Do you put the comma after the word 'so' or before the word 'so'? 
135 Before the word 'so' 

As shown in thi s last excerpt, the teacher rephrased the solicit and provided the students 

with two possible alternatives to choose from . In theory, th is requires of students to do 

relatively easier thinking as the task in volves only a matter of deciding on one of the two 

poss ible positions of the comma in the joined sentence. In practice, however, if learnin g 

is to be determined by the amount of thinking invested in it, the students are goi ng to get 

a limited benefit from saying 'before' or ' after' the word 'so'. Even that limited benefit 

can, for some students, be a zero benefit as shown in the excerpt quoted next. The 

incident that foll ows occurred only a few turns after the above-discussed incident. 

I T Yes please (nominates to answer No.2; the above was No. I) 
25 I didn ' l know how to find your house so I asked a policeman 
3T I didn ' t know how to find your house so I asked a po liceman 
4T so I asked a policeman 
5 Now where are you expected to put the comma? 

(At this time, the teacher was interrupted by the sight of a student who was sitting in the 

front row and copying questions from hi s mathematics textbook. When the teacher 

asked why he was working on somethin g different in Engli sh class, the student rep li ed 

in the local language as follows.). 

65 MET5IHAF YELEGNIM ( trans. = I don't have a book) 
7T You can ' t be excused (teacher to the student) 
8 O.k. Now where do you put the comma? 
9 Where do you put the comma? 
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10 Where do you put the comma, befo re or after 'so'? 
II S After 'so' 
12T After 'so'? 
13Ss Before 'so' 
14T Before 'so ', before 'so' 

The student who said ' after so', in turn lIS , in the excerpt, is perhaps one among man y 

others who cou ld not benefit from the choice offered to them to decide between 'before' 

or 'after '. In 13Ss other students came to hi s rescue before he managed to give himself 

time to repeat the incorrect answer. He might have repeated the incorrect answer if he 

had felt the teacher's pause to be long enough fo r him to insert the repetition because the 

teacher has been indiscri minately repeating answers - both after correct and incorrect 

student answers. 

The differences between the two functions of teacher repetition might be understood 

from the teacher 's tone. Yet it is worth mentioning that bu ilding different mean ings into 

the tone of the target language they are teaching is for non-nati ve teachers as diffi cult as , 

but sometimes even more so than , the discovering of the meaning is for the students. 

After all, students have other students' reactions, usually in a low vo ice, to the status of 

their answers as a supplementary aid to help them decode meaning from the teacher's 

tone of repetition. 

In the ex tract, we also note that there was an incidental opportunity (6S in the excerpt) 

for the teache r to make the student, whose interruptive behaviour has been detected, use 

the target language to explain what he was doing and why he was doing it during the 

lesson. In fact, something needs be done to raise teachers' awareness in general terms to 

the potenti al o f the classroom as a usefu l source for teac hing the target language. For 
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na'ive teachers, the potential mi ght remain unnoticed simply out of the fear they might 

have to depart from what is in the textbook, In thi s particul ar example, the missed 

departure, if it had been made use of, might have been a better learning opportunity than 

the position of a comma that was being di scussed at the time, 

[t is also possible to suspect that teachers themselves might set the scene by using the 

local language to refer to classroom incidental happenings, In fact, he was talking from 

the teacher's point of view but Hughes' ( 198 1) comments on the teacher's behaviour in 

switching from the target to the local language depending on the nature of the point they 

want to talk may have an implication for the language type the students may tend to use 

in the classroom, He comments: 

It is perhaps an interesting paradox that whereas teachers are quite 
willing to spend time practi sing key structures in phrases like 'cows 
eat grass' and 'Is John you.r brother? they may well switch to the 
LI in order to set the day 's homework. The reason very often put 
forward for thi s is that the pupils may not understand. Any naive 
pupil may come to the very understandable conclusion that Engli sh 
is basically a very tedious subject since all the information it 
conveys is either known or meaningless (1981: 6) (italics ori ginal) 

5 . 1 . 4 The verbal behaviour used in 'Yes/no' type solicits 

As di scussed in Chapter II, Cunningham ( 197 1) and Barnes ( 1969) among others, have 

stated that 'Yes/no' questions encourage narrow and predictable answers. Solicits in thi s 

category ei ther require onl y a 'yes' or a 'no' response or a more ex tended response that 

begin with 'yes' or ' no' , There are 19 instances of 'Yes/no' type so li c its in the transc ript 

data . Individual students gave answers to 3 of the solicits while 7 so li c its eli c ited choral 

answers. One of the so licits was answered by the teacher. Answers to 8 of the so licits in 
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th is category are cross- referenced to other categories. Table 4 shows who 'Yes/no' 

sol ic its in this category were answered by. 

Who ' Yes/no' so lic its were answered by in a grammar lesso n 

Table 4 

Teacher 

Student 3 

Choral answer 7 

Cross- referenced answers 8 

Total 19 

Now let us look at some examples from this category . 

I T Do we need the quotation marks? 
2Ss No 
3T No. The comma must be left out. 

The quotation mark s must be removed 

The example in IT shows when an indi vidual student answers a 'yes/no' type so lic it. As 

shown in the extract, a simple 'No' sati sfies the solicit. The teacher d id not pu rsue the 

answer beyond the ' no' answer offered in chorus. In fact, the solic it was asked after 

several examples of that kind have been done in c lass . Even if the need for going 

beyond the g iven answer arose, the students coul d have perhaps been able to exp lai n the 

reason for the non-use of the quotati on marks. However, the teacher's dec ision to stop 
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pursuing further might have ari sen from the recognition that it is poss ible for at least 

some students in that class to learn when to use/not to use the quotation marks without 

be ing able to explain , at least verball y, the underl ying rul e fo r use/non-use of the 

quotation marks in that context. 

In another example, we notice the teacher to be uSlllg 'yes/no' soli ci t type to check 

comprehens ion. 

e.g. 2. 

4T Is thi s clear? 
5Ss Yes 

The example in this excerpt shows when students give a choral answer to the teacher's 

so licit that was asked to check understanding. A 'yes' answer in thi s context mi ght 

signal di fferent things for different students at the same time. That is to say, some might 

use it as a s incere express ion of their understanding but others might use it as a face-

sav ing expression because they do not want to lose face with their fri ends and with thei r 

teacher by officiall y ad mitting difficulty in understanding. 

Another possible ex pl anation for the unanimous ' yes' might be to think that the ultimate 

objecti ve of offering a ' no' answer by students is, apparentl y, to ini tiate a re- teaching. 

However, re-teaching the whole lesson does not seem to make sense to teachers. To 

make the re-teach ing happen, the students' 'no' answer needs to be fo llowed-up by the 

teacher's so li cit. The soli cit to be asked here will require students to identify the trouble 

spot in the lesson. Several students in that cl ass, it seems, cannot afford to take the ri sk 

of putting themselves conveniently in an answering position. 
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If we again look at the li st of the solicits discussed earlier in the text, we can observe the 

interaction between different so licits of di fferent forms from different categori es to 

serve the same purpose . The 'yes/no' type solicits are located in 4T and ST in the list. 

IT What's the first point that we have to keep in mind? 
2 Who can tell me the point we've to remember? The first point we've to 

remember? 
3 How do we change a direct statement into a reported statement? 
4 Do you do it by guessing? or 
5 or do you do it, as you like? 
6 You've to remember certain point what 's the first point? 
7 What' s the first point you're expected to remember? 
8 Anyone? 

Now le t me comment on the so licits in 4T and ST above . 

At first glance, it appears to be poss ible to argue that 'guess ing' as long as it manages to 

lead the students to the correct answer, might be an express ion of an unconsciolls 

learning that has to be encouraged to flourish. It could also be a useful learning strategy 

that is perhaps already being used by many students as they appear to be answerin g 

many of the so licits they are asked without being able to ex pl ain certain rules or 

principles that are at work. 

A similar but perhaps a less strong argument might also be proposed regardin g the 

solicits in turns 4 and 5 above. That is to say, in everyday life outside the classroom, 

people seem literally not to do things the way they do not like. A sim ilar principle might 

be operat ing in the class room as well. After all , what if the way the students already like 

to do it is itself the ri ght way? In thi s sense, it means they are going to change the way 

they are doing simply because they are doing it as they like. It should also be pointed out 
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that the students did not do the task not because they did not know that they had to do it 

accordin g to the rule but because they did not kn ow the very rul e that was required to be 

known. 

The solicits quoted in the long li st above were apparently intended by the teacher to 

draw the students' attention to the importance of ' keep ing in mind' certain grammar 

points (to use the teacher's expression) that he was trying to e li cit from them using these 

very so li cits themselves. To offer evidence for my assumption of the teacher's intent, we 

need to look at what he said about the rules they studied in the previous lesson. 

T When we do thi s we do it step by step. 
We don ' t do it careless ly. 
We don ' t do it as we like 
We ' ve to do it according to the rules that we learnt last time. 

From thi s quoted material we note how the teacher puts emphas is on the need for 

students to commit the rules to memory. This tendency to trust what is committed to 

memory may be a reflecti on of the broad educational culture in the soc iety . There is one 

long standing assumption held by the soc iety in general that learning is a matter of 

committing the materia l to be learned to memory. This assumption has its source III 

church education. A large number of parents, who themselves have church education 

background, generall y tend to put the blame for their students fai lure in exams partly on 

their lack of interest in memori si ng what they learn . Part of the bl ame for students' 

failure goes to school s that do not enforce memori sing on students. The church and the 

Mosque are be li eved to be the origi n of modern education in Ethiopia ( Pankhurst: 

1976) 
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S. I .5 'Miscellaneous' solicits and their functions 

This category consists of utterances that structurall y do not belong to anyone of the four 

form - based categories of so li citing utterances, The category consists of vari ous 

utterances that induce learners to contribute lingu isti c production, for instance, by way 

of fi ni shing the teacher's un finished utterances, The teacher provides the structural 

framework and 'morall y' requ ires students to fill in words or phrases that fit into the 

cl assroom discourse he wants to be developed, This category consists of 48 solicits, 

Indi vidual students answered 18 of the soli cits in the category, There are 14 cross­

referenced answers in this category, The teacher prov ided answers to 8 of the solicits 

from this category. The number of the soli ci ts that elicited a choral answer is 4 while 

answers to 4 of the solicits were not sought. Table 5 shows the summary of how the 

so licits were answered 

Table 5 

Teacher 8 

Indiv idual students 18 

Choral answers 4 

Cross-referenced 14 

Unanswered 4 

Total 48 

The soli c its in this category can be c lassified into 6 groups according to the fu nctions 

they served in this transc ript data, These are so li cits that were made to 

do pre-closing function s 
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2 prompt students 

3 get students to repeat answers 

4 allocate turns to students 

5. e licit from students words/phrases to be fi lled in the framework provided by the 

teacher 

6 check comprehension 

5 . 1 . 5 . 1 Pre-closing functions 

Pre-closi ng signals in thi s context refer to the questions ari sing when the teacher as ked 

students to check if they had any question to ask towards the end of a topic in a lesson or 

towards the end of a lesso n. A typical example is for both teachers to ask: 'Any question 

please?' It is a purely nominal question because functionall y it signal s the end of the ta lk 

the teachers have been makin g about a particular point in a lesson. Both the teacher and 

the students know that there is no time left fo r students to ask a question. There appears 

to ex ist a general consensus in the class regarding the fu nctions of questions in thi s 

context. In the fo llowing extract taken from the transcript data, the teacher is observed 

to be using ' An y question please?' as a pre-closing cue to the acti vity that has been 

under di scussion in the class until that point in time. The moment the teacher asked the 

question, students began to work on the task that was next in their textbook. Let us look 

at thi s example taken from thi s data 

T Yes. (accepts prev ious answer) 
T Joseph sa id that he wanted to be a teacher. He wanted to be a teacher (repeats 

answer) 
T Any question please? 
Ss (no reacti on) 

T O.k. Now you do exercise one 3-5 in two steps. 
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During my class observation for data collection , I have not iced that the moment they 

heard the pre-closing questions , the students began to prepare either for the topic that 

would come next to the one they were concluding or to go home if their Engli sh period 

was the last peri od for them for that day. Student preparation for the topic that was the 

next topic of the lesson involved their talking about page numbers, quest ions left 

undone from their homework, etc. They seemed to be doing thi s in low voices 

apparently to avoid the teacher's attention. In this regard, teachers, however, did not 

seem to react so seri ously even when the students noi ses threatened class di scipline. 

If they heard the pre-c los ing questions towards the end of the period students woul d 

begin collecting their things into th~ir bags as part of their preparation to go home if the 

period was the last period for them that day. The students' coll ecting things into and out 

of their bags al so happened if they had another lesson to learn after their Engli sh lesson. 

In thi s case, they would put their Engli sh notebooks and textbooks back in thei r bags 

and take their notebooks and textbooks for the next lesson out of thei r bag. 

In fact, teachers themselves would not allow students to keep learning material s on the 

desks other than the materials from which they were working in that period. This is 

because there are students who, when the teacher looks in their direction , appear to be 

listening but when he turns hi s face away start doing some other lesson . I have noti ced 

instances in which one student was caught red-handed while he was doing hi s 

mathematics homework during Engli sh period. 
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Discipline can easily get out of hand and attention can be divided in large classes such 

as the class being discussed here. To stop this from happening, teachers do not usually 

allow students to leave other materials on their desk during English lesson. I was told 

that teachers of other subjects also do the same thing. Evidence obtained from studen t 

dairies puts the blame for students to work on other subjects during their English or 

other periods on teachers themselves. One student from this class has following 

comments in her diary. 

Our teacher gave us homework in the first period and told us to finish it for the 3rd 

period. I don't support this idea because we're going to use periods of other subjects to 

make the homework ready for the 3H1 period (S) (5: 393) 

To return to the issue of pre - closing raised earlier, there is another instance of the 

teacher's urging of students to ask questions in thi s data but here the purpose was not to 

mark a transition between topics or end of a lesson but to mark a transition from 

illustrating explanation of some grammar rules to doing questions given in the textbook 

using the rules. Here we observe that the teacher is asking the students to rai se anything 

they were not so sure about regarding some grammar rules that they had been working 

on. The questions were asked after the teacher had done some rev ision work using an 

example from thi s lesson. When the teacher was asking the questions, some students 

had already begun writing the questions that came following the explanation. 

T If you have any doubt to be cleared? 

If you have any doubt to be cleared? 
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Any questi on? 

(No comment from students. They are already copy ing the questi ons onto thei r exercise book) 

T When we do thi s we do it step by step 

We don ' t do it careless ly 

We don ' t do it as we like 

We've to do it according to the rules that we learnt last time 

Let's take the second one. 

There is one point that is worth mentioning here, not in connection with the issue of pre-

closing, but with the issue of the emphasis intended by the teacher to be placed on the 

rules ex plained earlier. That is, it is just not so clear whether students ' ability to talk 

about rules in the classroom reall y indicates their ability to change direct statements into 

reported statements in their everyday use of the language. Even if the skill to talk about 

the rul es is assumed to be essential , it is not easy to tell how much of that rule could be 

obtained from the kind of potentially confusing explanations g iven in the c lassroom. 

There are instances in w hich the teacher utterance ' Anyone?' was used to prompt 

students to answer a so licit that was asked in the turn(s) prior to the turn in wh ich the 

prompt was used. The first instance of the OCCUrrence of ' An yone?' appeared at th e 

beginning of the lesson when the teacher wanted to prompt students to answer the lSI 

questi on of the exerci se in the textbook. It foll owed, as revealed below, one soli cit of 

the other 'Wh-' type so lic it. 

T Who can join these two sentences? 
Ss (raise hands) 
T Anyone? 
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The success of this prompt in encouraglllg students to answer the so licit is not 

noti ceable in thi s context as several hands were already up when the prompt was used 

by the teacher. Instead of prompting students to answer, 'Anyone?' in thi s context 

appears to suggest the need for answering one at a time although there was no obvious 

breach of the rule of answering in turns. The very fact that several hands are 

simultaneous ly up fo llowing the solicit may signal to the teacher that answering in turn 

is in imminent danger. 

Un like the first occurrence, the second occurrence (see below) of the prompt happened 

after the teacher has used 8 other so licits to elicit just one answer. Here 'anyone?' seemed 

to have been intended for prompting students to answer because the other so licits have 

not done their eliciting job successfully. The prompt did not bring a change, however. 

The teacher, eventuall y, answered the sol icit himself. As shown below, the prompt at the 

9'h turn was produced after the teacher has tried to prompt students with 2 other prompts 

in the previous turns (i. e., turns 2 and 6). Now the extract. 

What' s the first point that we've to keep in ou r mind 
2 Who can tell me the point we've to remember? The first point we've to remember 
3 How do we change a direct statement into a reported statement? 
4 Do you do it by guessing? or 
S do you do it as you like? 
6 You have to remember certain IUles 
7 What's the first point? 
8 What is the first point you're expected to remember? 
9 An yone? 

In yet another instance, the teacher used thi s prompt in a context that is in some respects 

similar to the one just mentioned above. That is to say, he used the prompt after 3 
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soli cits have been asked. In both cases , the prompt was followed by the answer offered 

by the teacher. 

The third instance in which 'anyone' occurred was a bit different from the other 3 

occurrences of the prompt. There it did not immediately occu r fo llowing the occurrence 

of another soli cit. It fol lowed the error one student made in hi s attempt to answer a 

question. The teacher without explain ing to the class why the suggested answer was 

incorrect, rejected the answer in turns 2 & 3 T. This might have left the student(s) in a 

potenti all y confus ing situation. The sol icit with 'anyone ... ?' in the extract below was 

also directed not to the whole class like the prompts in the 3 other cases. It was directed 

to a specified row of stude nts as shown below. 

IS My brother is getti ng married so going to Awassa tomorrow 
2T It ·s not the correct way of doing it 
3T It' s not the correct way of doi ng it 
4 Anyo ne from this row? (po inti ng to one row from the front central row of 

seats) 

5 . 1 . 5 . 2 Requests for repetition 

One instance in which teacher utterance was used as a request for repetition occurred in 

the context in which a student proposed a wrong position for a comma in a sentence. 

The teacher's tone in that context was inclined more to expressing hi s d isbelief than just 

requesting for repetition as the student got the answer wrong immediately after the 

teacher' s explanation of the place of a comma in a sentence with a simi lar structure. 

Now the extract : 
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I T Now where are you expected to put the comma? Where do you put? 
2S After 'so' 
3T After 'so'? 
4Ss Before' so' 
ST Before 'so', before 'so' 

An uninvited choral response which has been taken as ev idence of interruption to spoil 

interaction in the preceding section of the lesson, now seems to have be taken as a 

gesture of intervention to repair interaction because what happened in 5T appears as if 

nothing has gone wrong in the prior two turns. 

Another instance (in fact, this was commented on earlier) in which teacher utterance 

asked for repetition is quoted below. In turn 2T the request for repetition is initiated by 

student errors. As indicated in the brackets the student answer which initiated teacher 

request for repetition has two errors. As commented on earlier, there is a potential 

difference in the error type, however. Which of the two errors initiated the request is not 

clear. In 4T the student was requested to do the repetition after the teacher while in turn 

2T th e student was requested to repeat his own answer. The student 's answer in turn 6S 

makes turn 5T a request for repetition. Another solicit for repetition fo llowed the 

student' s answer in turn 6S. Now that the issue of the first error has apparently been 

settled , the request in turn 7T seems to have been needed to draw the student's attention 

to the other error in the answer. Let us see the examples . 

IS We were very tried so travelled by bus (, tired ' was read as ' tried' and the subj ect of the 
second verb 'we', was dropped) 

2T Again , again 
3S We were very tired so travell ed by bus 
4T We' re very tired very tired. Say 'tired' 
ST Tired 
6S Tired 
7T Tired. Would you mind doing it again? Do it again 
8T We were very tired so travell ed by bus. 
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9T How about the subject of the second sentence? 
10 'We', 'we' , 'we' shouldn't be left out. 

Yet, another instance in wh ich the teacher utterance is used for requesting repetition is 

quoted below. In the extract we notice when the teacher repeats the word that was 

mi sread by the student and then asks where the word the student read was in the 

sentence. Following his own solicits , instead of g iving the student the opportunity to 

provide the needed word, the teacher himself provides the correct word and induces 

repetition of the answer after him . 

S The bell hasn't rung yet so we shouldn ' t travel 
T Travel? 

Where is travel? 
Leave the classroom 

S Leave the classroom 

Before we move on to Chapter VI in which Students' verbal behaviour will be 

di scussed, let us briefly summari se the main points discussed so far in the preceding two 

chapters. 

5 . 2 Summary of the chapters 

Consistent with Bellack et a /" s ( 1966) 'structuring' move and Sinclair and Coulthard's 

( 1975) notions of ' focusing' move, the present teacher began the lesson, first, by 

informing the class the topic of the lesson they were goi ng to learn. He then reinforced 

the an nouncement of the topic by reading from the textbook examples of the grammar 

po ints they were goi ng to learn . Then he wrote the examples on the blackboard and gave 

them a brief explanation of the procedures to be followed to do the exercise in th e 

textbook. Teacher explanation at that stage involves mainly mentioning the procedure to 
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be fo llowed to join the sentences. Two examples from the textbook were done on the 

blackboard as model s to guide their later work. 

The end of the teacher's explanati ons of the procedure marks the beginning of the 

question - answer exchanges. The question - answer exchange has been fou nd to be a 

lesson - long phenomenon with only brief intervals during which other moves appear 

and disappear to facilitate the occurrences of the teaching exchanges. 

What follo wed the teacher's brief explanations of the procedure to do the questions in 

the exerc ise given in the textbook was the teacher's so licits which asked fo r students 

who would be wil ling to connect two sentences using the model previously introduced. 

Teacher utterances that served so liciting functions in thi s transcript data have been 

c lassified into 5 categories Primarily, the grammatical forms of the so liciting utterances 

have been used to cl ass ify the solicits into categories. The contexts of the occurrences of 

utterances have also been used to determine the category of the so licits. Altogether, 

there are 140 instances in which the teacher's utterances have served soli citi ng 

functions. Repetitions and paraphrasing characterise thi s teacher's so liciting utterances. 

The paraphrased solicits cons ist of solicits that are semanticall y related. Some utterances 

that have no obvious question- marking word have been categorised under 

' miscell aneous' mainly due to the ir potential to create an eli citing effect on stude nts. 

In the nex t few paragraphs I will quote again one extract that has been di scussed in the 

previous sections and illustrate repetiti ons/paraphrases. The ext ract also consists of 
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so li cit types that have been classified into the categories of ' what at the beginning ' , 

other ' whs' and 'miscellaneous ' categories. Let me begin by quoting an extract from the 

transcript data. 

IT What do you start your sentence with? 
2 What do you start your sentence with? 
3 What must be the introductory verb? 
4 What must be the introductory verb? 
5 How do you start your indirect speech? 
6 Yes please! "I'm waiting for my friend," said Fatuma. 
7 How do you start your sentence? 
8 Anyone? 
9 O.k. Look at this sentence. Look at the verb. Look at the board once again. He said is 

known (cont. ) 

As shown in the above ex tract, there are 7 soliciting utterances 111 the li st that were 

produced by the teacher to e licit one item of information from students. Six of the 

solicits are repetitions and paraphrases of each other while I solic iting utterance seems 

to be playing a prompting role. If we look again at the ex tract, we note that the 2nd 

solicit is the repetit ion of the 1st, and the 3rd is a paraphrased form of the 1st pair. The 

4 th so li cit is the repetition of the 3rd one. The solicit in turn 5 is the paraphrased form of 

the preceding two pairs of so li cits while the 7th so lici t is the repetition of the 5 th solicit. 

Such repetitions and paraphrases increase the quantity of teacher talk perhaps by ri ski ng 

its quality. 

The utterance in turn 6 has a cue (yes , please!) apparently to encourage participation by 

students. Not only that the turn also has a repetition of the utterance to be worked on 

perhaps to re-new the focus of the students' attention. In turn 8 the teacher uses 

' Anyone?' perhaps to reinforce the prompt which was forwarded only a moment earlier. 

' Anyone?' m ight have also been used to mark that the teacher 's patience to stay 
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prompting and waiting any longer for anyone student who woul d offer to suggest an 

answer was nearin g an end. It is to be recall ed that in the prev ious sections of the 

chapter ' Anyone?' has been noted to be serv ing a pre-closing fun ction . What happened 

in th e turn next to the turn in which 'Anyone?' occurred in thi s ext ract confirms our 

prev ious ly estab li shed thinking about the function which' Anyone?' has been made to 

serve in thi s data. After all the attempts fail ed to prove to be useful in that context, we 

observe the teacher in turn 9 to be prov iding the answer that he has been holding back 

throughout the series of his so liciting utterances. 

To tell from the structure of the so li cits, it is only the soli ci t in turn 5 (and its repeated 

fo rm in turn 7) that seems to be demandi ng extended utterances fro m students as the 

other two pai rs seem to be requ iring for a single word answer. Even between the two 

pairs, there is a difference in the extent of the thinking t.he pairs demand from students. 

For example, the second pair of the soli cits (turns 3 and 4) narrows still further the area 

of the search for the answer. This cou ld be taken as ev idence of the teacher's use of a 

display and recall questions. Repetitions with sli ght change in the words used in the 

original questi on and paraphrases seem to faci litate t.he teacher 's use of di splay 

questions. 

The next chapter (Chapter VI) presents The Nature of student verbal behaviour and 

Learning opportunities (Research questions 1 & 3). Student verbal behaviour is an 

integral component of classroom verbal behaviour. As can be recall ed, in vesti gating 

class room verbal behaviour (i.e., teacher and student verbal behaviours) is one of the 

points thal thi s study has concerned itself with. T he nature of potential learnin g 
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opportunities that arise during a lesson IS also another issue of investigation in thi s 

study. Chapter VI presents these issues. 
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CHAPTER VI 

THE NATURE OF STUDENTS' VERBAL BEHAVIOUR AN D LEA RNING 

OPPORTUNITIES IN A GRAMMAR LESSON 

6 . 0 Introduction 

As can be recalled, in the preceding two chapters the attempts made to desc ribe the 

natu re of the verbal behav ior used in a grammar lesson have also provided us with 

insight into the natu re of the students' verbal behavior and the patterns of classroom 

interaction during the grammar lesson. References have also been made in the chapters 

to the potential learnin g opportuniti es that could arise during the classroom interaction. 

The mai n task of Chapter VI is, therefore, consolidating and stating more clearl y 

students' verbal behav ior and learnin g opportuni ties related issues that have been 

explained in the diffe rent sections of the two chapters. 

This chapter has two secti ons. The first secti on dea ls wi th the nature of students' verbal 

behav iour during thi s grammar lesson. Student verbal behav iour is an integral 

component of classroom verbal behaviour. As can be recall ed, ex plorin g the nature of 

the verbal behav iour used in lessons is one among the questi ons with which thi s study 

concerned itse lf. The second section presents potential learnin g opportun ities duri ng this 

grammar lesson. The data that wi ll be discussed in the second section of the chapter is, 

therefore, hoped to extend ou r ins ight into the nature of the learn ing opportuni ties that 

ari se during the grammar lesson. 
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6 . 1 The Nature of students' verbal behaviour 

The students' verbal behaviour in this grammar lesson is different from the teacher's 

verbal behaviour. As explained in the preceding two chapters, the three c lassroom 

discourse moves, namely, structuring, soliciting, and reacting moves are restricted to 

the teacher while the students' verbal behaviour is confined only to the responding 

move. This means that the instructional format used in the lesson is: teacher initiates -

student responds - teacher gives feedback (I-R-F). This instructional format has limited 

the students' verbal contributions to answering teacher solicits. There are no instances in 

the data in which students initiated turns themselves. In none of the turns taken by 

students can we find a student's turn following another studen t's turn without at least 

some acknowledgement from the teacher. 

As has been discussed in Chapter V and as will also be reinforced later in this section , 

the nature of the teacher's solicit has been found to determine the length and complexity 

of the student utterances. This means that the nature of the interactive work the students 

were required to perform does not appear to have led them to the need for extended and 

a relatively complex linguistic production. 

The opportunity for students to talk was entirely under the teacher's control. To talk , 

they had to be afforded permission. Students' errors usually led to their repetition of the 

answers in the data. One student , for instance , was given 4 turns to speak because of the 

errors he was making in answering one solicit. There are instances in which students 

were required to repeat answers even when there appeared to be no obvious errors in 

their answers. 
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Except for the so licits that were asked to encourage student partic ipation by askin g for 

students who wou ld answer the questions in the textbook , all other ques tions that were 

asked were intended to el icit information related to the questions in the exerci ses they 

were doin g at the time. Let us look at the fo llowing fairl y long li st of soli citings and 

answering exchanges as a basis for the di scussion that will fo llow the exchange. This 

long exchange is deliberately chosen to give us a picture of how the teacher breaks 

down solicits into various bits perhaps to get many students to participate in the 

answering act by providing short and predictable utterances. The exchange is based on 

the second question in the li st of 10 questions given in the students' textbook. Now the 

ex tract: 

I T Let's take the second one. (teacher gives instruction) 
' [ wallt to be a teacher, 'said Yoseph . o.k. (repeats) 
Now which one is the introductory verb? 

2S Joseph said 
3T Joseph said 

Joseph said that 
What' s the next word? 

4Ss that that 
5T that, just a minute 

What does T refer to? (repeats) 
6S Joseph 
7T T refers to Joseph 

What's the right pronoun for Joseph? 
8S He 
9T So Joseph said that he------

Now the verb 'want ' is given in the sentence (repeats) 
In what tense is the verb? 
Is it present, past resent, present continuous or future? 

lOS Present 
lIT (Inaudible) 

So present becomes past, so if you take the past the past tense of 'want'. 
What's the past tense of want? (repeats I more time) 

12S 1 Went 
I3T Went? No 

Past tense of want? 
How about you? Past tense of 'want '? Past tense 'want '? 

14S2 Went 
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1ST Went" go---went 'went' is the past tense of 'go' 
What is the past of 'want'? 

15S3 Wanted 
16T Joseph said that he wanted----­

What '$ the next word? (repeats) 
17S be 
1ST Yes. Joseph that said he wanted to be a teacher (repeats) 

Any question please? 
O.k. Now you do exercise one questions 3 - 5 in two ways 

19S Three is not there 
20T Yes? 
2 1 Ss Three is not there 
22T (Inaudible) 

In the above long exchange individual students took 8 turns in which they uttered only 

12 words altogether. In 7 turns they answered solicits that were asked by the teacher. 

The utterance in turn 19S is not actually an answer but is a comment given by a student 

on the task they were required to do. This is the only instance in the data in whi ch 

student turn is used for something different from answering teacher so li cit. This instance 

might suggest the possibility of drawing students into participation by deliberately 

making some of the things they are required to do vague in the class. This is one way of 

creating the need for ask ing for help in students. 

The first soli ci t in the preceding extract required the student to identify the in troductory 

verb from a sentence that has a pattern that is very much like the pattern of the sentence 

that they had just discussed. Answering that solicit required the student only 2 words. 

The student was nominated to answer the soli cit. The answer led to a ' new' so licit 

which elici ted an answer as seen in turn 4Ss. In turn ST, the teacher accepted the answer 

and then repeated it and said: 'j ust a minute'. At first glance it creates the impression 

that something which shou ld have happened prior to the choral answer has not 

happened. However, what he asked instead was not what had to come earli er but what 

shou ld fo llow the choral answer. T hi s in turn creates the impression that the teacher 
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said : 'just a minute' perhaps to disapprove of choral answering and perhaps still to 

di scourage, though weak ly, any behaviour of that sort in the future . In fact , there 

appeared no other choral answer in that sequence again. 

Alternatively , it could be taken as a means to keep the students in suspense waiting for 

what to fo llow. What followed the direct was, indeed, what deserves atten ti on, as it 

requires some thinking that goes beyond the lesson in hand. The teacher rejected two of 

the answers prov ided by two students (turns 13T & 15T). In fac t, in turn 14Ss, the 

student repeated the answer that had earlier been publicly rejected. (It is to be recall ed 

that thi s behaviour has been commented on in a previous section) 

The length of the students' answer is determined by the type of the so licit the student 

was asked . This holds true for both textbook questions and teacher-made soli cits. For 

example, in all the soliciting turns in the extract above, the so licits required one or two -

word answers. 

Answering the soli ci t in turn 12 in the extract by saying: " He' is the pronoun for 

Joseph' or 'The pronoun for Joseph is ' he" might be ex tended alternatives to the single 

word answer 'he ' but thi s does not seem to be work ing in class. Teachers seem to prefer 

shorter answers perhaps because of the pace of the lesson in the classroom . By asking 

for short answers they also seem to be minimising the errors students make in their 

attempt to provide long answers. This, in turn , saves the teachers the trouble of go ing 

in to repairing the errors. When constraints such as exams, school schedules , the 

syl labus, the quantity of the language points in the textbook, etc., are considered , it 
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Below are quoted 4 extracts from different student diaries. In the first ex tract, we noti ce 

that the student is making the teacher more responsib le for hi s own understanding when 

he writes: ' if teachers want us to understand .... ' Students seem to develop the tendency 

to rely more on their teacher for their own learning perhaps when they find their teachers 

to be doing much of the work that students are otherwise expected to do. Although it 

may not be easy to know what makes a lesson 'good ' or not ' good ' , we understand from 

the excerpt that a 'good' lesson can be learned with no question ing and answering in it 

but the presence of questioning and answering, as indicated by the student in the di ary, 

seems to cause better learn ing. 

The student in the second excerpt tell s us that the teacher should ini tiate student 

questions. This is another expression of the tendency to depend on teachers on the parl 

of the students while on the other hand it shows how classroom communication is 

determined by the teacher. The excerpt from the third student diary shows us the 

differences 111 students ' perceptions and expectations regarding c lasswork and 

homework . When questions are written on the blackboard, many students seem to take 

the task as oral work only to be done in the classroom as they see no reason for copying 

questions from the blackboard when the same questions are al so in the ir textbook. 

In the fourth diary the student described hi s observation in which he compared how they 

do their lesson one day with how they do lessons in other peri ods. He described the 

lesson to be interesting . If his ' interesting' is an expression of hi s getting an opportuni ty 
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to learn , then , work ing on the blackboard mi ght make the classroom s ituatio n at least fo r 

spectato rs, s ince we do not know yet the effect it may have on the students who actua lly 

did the task, less for mal and more conduci ve fo r learning. Altern atively, it might al so be 

poss ible to think that what made the lesson interesti ng for him, although he did not c laim 

to have taken part in the writing on the blackboard, is the fact that students were given the 

opportu nity to play the role of the teacher to provide input to each othe r. The student also 

hints at his perceived effect of the observe r on the classroo m process during the lesson . 

I. We learned a good lesson today but we had no time for questions. Five to ten minUles 
should be left for questions if teachers want us to understand the lesson. (W ) 

2. We did n' t have time for questi on and answer in our today 's lesson. The teacher also did 
not ask us if we had any question. (W) 

3. After explaini ng the lesson , the teacher wrote questi ons for homework on the blackboard . 
I raised my hand to nswer the question and when I turned my face to the other side all 
students were copying the questi ons onto their exercise book. I also started to copy the 
questions (S) 

4 . We had an interesting lesson today. r saw many new things that the teac her did in class. 
For example, except today, he has never asked students to go to the backboard in groups 
to write answers on the black board . May be this happened today because there was a 
guest in our class. (S) 

6. 2. Learning opportuniti es 

Let me start thi s section with what A ll wri ght ( 1984b) states about learn ing opportunities 

in a lesson. In refe rence to learning opportunities, Allwright has the follo wing to say: 

[LJanguage lessons are sets of learnin g opportuni ties, some deliberate but 
man y incidental , all created th rough the necessary processes of 
classroom interaction ... what the learners do learn is limited by the 
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learn ing opportunities that are made available to them. But the provision 
of learnin g opportunities is not determined by the teaching. The teaching 
is just one factor (though sometimes a powerful one) in the overall 
process by which lessons happen and learning opportunities are created 
( 1984b: 5) 

It is understandabl e from Allwright's argument that lessons offer different learnin g 

opportunities. This means that, in the case of deliberate learnin g opportunities, for 

instance, teachers apparently need to have to state in advance (explicitly in my context 

in their daily plan) what they want their students to learn from the lesson in anyone 

period. The nature of the classroom process of presenting the planned lesson and the 

ways students are made to develop the lesson by contributing their own share constitutes 

incidental learning opportunities. In this data, as discussed earlier, the teacher presented 

the language points through questions and students were made to do their share of the 

contribution through answering teacher questions. 

This section will briefly discuss the potential learning opportunities, both the deliberate 

and the incidental ones, that could arise during this grammar lesson. The 'potenti al' in 

the 'potential learning opportunities' is a deliberate use on my part to indicate that this 

study has not concerned itself with investigating the type of the learning opportunities 

during the lesson that were made useful or made use of by students through investing 

particular effort in them with the view to making them enhance learning. 

Before discussing the potential learning opportunities in the present transcript data, let 

us look at what previous studies that were prompted by Allwright's (l984b) argument 

regarding the relationsh ip between learning opportunities and learning outcomes have 

noted. 
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Previous language teaching classroom studies that were made in the virtuall y EFL 

context to explore the relationship between learning opportunities and learners ' uptake 

(see, for example, Slimani 1987 and Seime 1998) tried to trace the learning 

opportunities around which learners' claimed uptaken items are located in the classroom 

data they used in the studies. They used a specially prepared 'Uptake Report Chart' 

which was originally proposed by Allwright (1984b) and required their subjects to list 

new language items that they claimed to have learned in a lesson. The purpose of doing 

thi s was to investigate the nature of the learning opportunity that is found in the context 

in which the claimed up-taken item was located in the data. 

The results of the studies indicated the idiosyncratic nature of learning behaviour. The 

idiosyncratic nature of learning reported by these studies seems to imply the 

idiosyncratic nature of learning opportunities that caused the learning. Variations were 

also observed among the learners regarding the nature of the opportunities they seem to 

have benefited from. As stated above, the studies briefly reviewed here concerned 

themselves with exploring the relationsh ip between learning opportunities and new 

language items that are claimed to have been learned whereas the purpose of the present 

study is to explore the potential learning opportunities that arise during a lesson. 

Future study is needed to tell us the relationship between learning opportunities and 

leaner up-take in the secondary EFL classroom in the Ethiopian context. 

As stated by Allwright language lessons are sets of learning opportunities. The 

implication of this for the lesson under discussion in terms of planned learning 
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opportunities is that the lesson has generall y created for students in the c lass at that time 

the opportunity to get exposed to the grammar rul es that determine the use of the 

grammar points taught in the lesson. In addition , the lesson has apparently produced 

opportun ities fo r the students who managed to get the opportunity to speak in publi c 

during the lesson to apply theory to practice. This means that they answered teacher 

questions using the rules they were taught during the lesson. This in turn could be an 

opportunity fo r the students who lacked the offic ial opportunity to judge privately the 

extent to which their own version of answers fits into the answers that were provided by 

other fe llow students. Students who made errors also got the opportunity to initiate 

feedback and extra lingui stic information from the teacher. 

The idiosyncratic nature of learning that has been di scussed just above, in retrospect , 

implies the idiosyncratic nature of the very opportunities that create learnin g. In terms of 

incidental learning opportunities, this means that what became an opportunity for 

learning the meaning of an item of vocabulary during this lesson, for instance, might 

have created an opportunity for learning the pronunciation of that word for another 

student while this same opportunity might not have been a useful opportunity at all for 

others. Some students may have learned language sk ill , say, li stening sk ill , while the 

teacher was giving an explanation of the planned grammar lesson. Yet others might 

have learned strategies such as repetition and paraphrasing while the purpose of the 

teacher's repetition of questions was perhaps only to enhance their comprehension of 

the questions and eli cit, for example, the rules to be followed to report a direct speech 

during the lesson. 
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In thi s secti on very few instances of inc idental learnin g opportuni ties wil l be discussed 

as examples of the potential opportun ities that are avai lable in the lesson. Let me start 

by quoting the two sentences used by the teacher at the beginning of th is lesson. 

T In our today's lesson we' re going to have a look at the usage of the word 'so'. We 
are going to learn how to make use of the word 'so' in different kinds of sentences. 

The language used by the teacher in the these two introductory statements speciall y the 

'going to' fo rm appears to create authenti c contex t for the students to learn or rein fo rce 

the ir previous learning of what tense to use to talk in their own ways about th ings that 

have been plan ned to happen in the immediate future . In additi on, the teacher's 

language: ' ... the usage of.. . . .. to make use of ... ' in the two statements might expose 

the students to options of express ions that are avai lable in the target language they were 

trying to learn . A similar potentially useful instance of an incidental opportunity for 

students to get exposed to options in language use is quoted be low. 

T O.k. Now the word 'so' is preceded by a comma. A comma is used before the word 'so' . 
Likewise or in the same way you are goi ng to join the foll owing sentences . 

As shown in the extract, other language items used by the teacher such as ' ... is preceded 

by a comma ', when seen against 'a comma is used before . .. ' and ' li kewise' when seen 

as an altern ati ve to 'i n the same way' can, by some students, be attended to and 

eventuall y taken -up. There is always some hope to believe that there are some students, 

no matter how few they might be in number, from among the large number of students 

in the class (there were 76 students in th is class, for example) who have learnin g 

strateg ies that enable them to pick up some language points from whatever the teacher 

says in the target language and make use of that in thei r own contexts. 
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Further investigation of the data shows us that some students wi ll have still something 

more to learn from the way the teacher used language in the first two sentences. Let us 

look at the data again. 

T In our today's lesson we're go ing to have a look at the usage of the word 'so'. We are go ing to 
learn how to make lise of the word 'so' in di fferent kinds of sentences 

Expressions such as 'going to have a look at ... so' and 'going to learn how ... so' can, 

with some caution against taking one in place of the other, be useful items to be added 

to the students ' inpu t. I will try to exp lain the source of my cau ti on in the above 

interpretive comment although the distinction I have pointed out might sound a bit far-

fetched or even tri vial in the context in which the classroom is vi rtuall y the onl y 

opportunity avai lable to students to encounter the target language. 

As shown in the above quoted extract, the two expressions, ' i.e ., to have a look at 

the ... 50 and to learn how to make ... so' appear to serve the same purpose in the context 

they are used in the lesson. Both mean 'we are going to learn '. However, there seems to 

ex ist a sli ght difference in meaning between the two expressions in the actual day-to-day 

usage of the target language as well as in the students' and the teacher's loca l language 

when 'equi valent ' translations of the expressions are considered. That is, people can 

have a look at something wi th the purpose of learning perhaps so much as they can learn 

something without having any consc ious look at it. 
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In the ci rcumstances In which havi ng some conscious look at something which is 

potentiall y learnabl e happens, learning appears to be determined by the information 

acquired through hav ing a look at that thing. This means that the information peop le 

acquire through having a look at something wil l hel p them to decide whether or not the 

material they had a look at is worth learnin g 

In the preceding paragraphs, I have raised some points from the data as evidence of the 

potential usefulness of the language used by the teacher in creating incidental 

opportunities fo r students to enhance their learn ing of the target language. Let us now 

look at how useful opportunities can also remain unexploited because they remain 

unnoticed. 

During my classroom observations , I have not come across man y instances during which 

teachers tried to harness opportun ities that were incidentally created or that were j ust 

part of the classroom to begi n a new lesson with or to reinforce a previously 

taught/learned language point. For example, there were instances in which late comers 

were allowed to get into the class room without being asked to exp lain in the target 

language why they were late. There was also an instance in which a student who used 

the LI to explain why he was not following the lesson was not encouraged to use the 

target language. In reference to the potential that lies in making use of class room context 

during a lesson, Hughes (1981) has thi s to say. 

Much of the language put into the mouths of learn ers in the name 
of practice may well have litt le direct application outside the 
class room, but many classroom management phrases can be 
transferred to ' normal' soc ial situations, e.g., could you open the 
window; I'm sorry, I didn'l catch that. By using these phrases the 
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teacher is demonstrati ng their contextuali zed use and indi rectly 
accustoming the pupil s to the form - function relationships (and 
di sc repancies) that are part of English ( 198 1: 7) (italics original ) 

Sometimes inc idental opportunities that were in some way more re levant to the teaching 

of the lesson for the period than the example pl anned by the teacher at home or the one 

that has been provided in the textbook remain unnoticed. At one point, for instance, the 

teacher whose lesson is being di scussed here was teaching thi s lesson us ing the 

example: he was hungry. he went to a restaurant for a meal taken from the 

textbook. During the lesson, some of the students in the class were themselves 

appearing to be feeling hungry and sleepy. This seems to be mainly because of the time 

of the lesson. The lesson was taught at lunchtime ( I I . 40 a.m. - 12 . 20 p.m .), the last 

period for students who learn in the morning shift. Several students get hungry and tired 

during the last period. This is because the last period is the 6th period fo r them to stay 

learning in class wi th only a -15 minute tea-break at 10 a. m. 

When the time the lesson was taught/learned (i.e., lunch time) and the students cu ltu ral 

background is considered, students seem to li sten more actively and perhaps learn better 

if the teacher used a more context generated example of the type: " You are hungry. You 

will go home fo r lunch after the lesson" in place of the an unidentified ' he ', and ' home' 

instead of ' restaurant ' ; and ' lunch' instead of the less frequently used term ' meal' in the 

textbook. 

In addition , the term ' meal' itself seems to be used less frequentl y than lunch, breakfast 

or dinner even in conversations held among teachers themselves let alone students who 

are just completing their junior secondary schoo l. Moreover, eati ng at the restaurant has 
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generally an unfavourable connotation still among man y families in ou r culture. That is, 

it is cu lturall y believed that grown-up people, male or female, who eat at the restaurant 

are generall y considered to be selfi sh, and therefore, if they are single they are believed 

to tend to remain without forming a marriage and a home of their own. If married people 

(i.e., men, as no one even thinks of a married woman eating out without her husband) 

are seen/heard eating at the restaurant, of course unless when they are travell ing away 

from home, they will generally be perceived to be on their way to breaking up thei r 

marriage. The association appears to be more severe when it comes to children in the 

classroom. 

Before we move on to Chapter VII - the chapter in which the nature of the verbal 

behaviour used in the vocabulary lesson will be presented - it needs to be pointed out 

here that the incident discussed above could be taken as a good piece of evidence of 

how careful textbooks need to be in selecting content. This means that textbook writers 

need to take in to account, among others, cultural background and age of learners in 

selecting carrier topics in the textbooks. 

As explained in the section on The Preliminary comments on the data analysis (see 

the beginning of Chapter IV) in thi s study the transcript data of two lessons (a grammar 

lesson and a vocabulary lesson) were used as core data whil e the data obtai ned from 

teacher interview and student diaries were used to supplement the transcript data. As 

exp lained earlier also, for convenience of presentation , the data obtained from the two 

lessons have been analysed and interpreted independentl y from each other in separate 
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chapters. This means that the analysis and interpretation of the data on the grammar 

lesson have been presented in the preceding three chapters (Chapters IV - VI). The next 

three chapters - Chapters VII, vm & IX - will present the analysis and interpretation of 

the data obtained from the vocabulary lesson. Chapter X is the chapter which reports the 

fi ndings and the conclusion of the study. The interconnection between the data obtained 

from the two lessons will be made clear in Chapter X when we rev iew the sali ent points 

in a ll the chapters in terms of the research questions. Now let us turn to Chapter VIT. 
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CHAPTER VII 

WHAT IS THE NATURE OF TEACHER VERBAL BEHAVIOUR IN A 

VOCABULARY LESSON? 

7 . 0 . Introduction 

The topic of the vocabulary lesson is 'antonyms'. The day before this lesson was 

recorded, the cl ass had apparently read a passage which served as a bas is for the 

recorded vocabul ary lesson. A li st consisting of ten vocabul ary items was prov ided in 

the textbook . The students had apparently been told when they read the passage to find 

words that are synonymous to the ten vocabulary items taken from the passage. During 

the recorded lesson the class were discussing answers to the vocabu lary questions. The 

textbook they were using was English for Ethiopia, Grade 9; Book I. The textbook was 

publi shed in 1996 by EMPDA, Mi nistry of Education. The lesson was recorded du ring 

the 3'd period (2 .55 - 3 . 35 p.m.) in the second shift of the school. 

7 . 1 The nature of the teacher's lesson-opening verbal behaviour 

This chapter presents the analysis and interpretation of the data on the nature of the 

verbal behaviour used during a vocabulary lesson (Research question I). 

Unlike the grammar teacher who introduced the topic of the lesson himself rather than 

getting students to tell him about the lesson they were going to learn , thi s teacher began 

the lesson by getting the topic el icited from students. Let us look at how both teachers 

in troduced the topics. 
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The grammar teacher: In our today's lesson we' re going to have a look at the usage of the 

word 'so' in differen t senlences. 

2 The vocabu lary teacher: Anybody who can tell me the loday's lesson because I have told you 

yesterday about the loday's topic, isn' t it ? 

The grammar teacher 's verbal behaviou r that is used to open the lesson serves an 

informative function while the vocabul ary teacher's verbal behav iour is performing a 

so liciting function. Which of the two approaches creates a more suitable learn ing 

context for students is not easy to tell. This is because there could be differences in whal 

students li ke to happen at the beginning of their lesson. There is no previous work to 

reflect the students' preferences to inform the decision to be made in thi s respect. 

However, it is poss ible to assume that asking students to tell in class about the lesson 

that they are going to learn in general might create in them a sense of responsibi lity for 

doing some reading on the topic before they come to class. When students read a lesson 

at home with the purpose of tell ing the class in public what the lesson is about, they can 

gain incidental opportunities that will enhance both their read ing and speaking skill s. 

This seems to wo rk well particularly with students who are learnin g from the textbook. 

These students are learning from the textbook . Each student also has a textbook to read 

in their own time. 

As part of the attempt made to gain insight into what students fee l about their Engli sh 

lessons, the students in thi s class were required to write a d iary. One of the 'strong' 

students (S for short hereafter) reacted to what happened at lesson beginning as follows. 

The content of the diary throws light on what th is particu lar student's preference is at 

192 



the beginning of a lesson. In fac t, the student specifica ll y complains about a single 

instance in which the lesson was left unfini shed, and therefore it does not reflect the 

teacher's dai ly lesson beginning behaviour. It is reproduced here fo r its more general 

interest as a com ment on the undes irability of ' unfini shed business' in a series of 

lessons. 

T was a bit d isappointed thi s mornin g. The teacher started 'spell ing game' 
yesterday. We stopped when the be ll rang but we did not fini sh the game. Today 
we didn' t start with that. The teacher said 'we' d do it in book 2.' That might be 
co rrect but even then I wish we ' d learned it here as well. W e need to learn about 
spelling as the knowledge is im portant for us to write Engli sh. (S) 

To return to the beginning of this vocabulary lesson, we understand from the transcfipt 

data that the teacher had apparently to ld the students the prev ious day something about 

the vocabul ary lesson . T he question wi th which the teacher began the lesson , especia lly 

because of the request for confi rmation that fo ll owed it, seems to be serv ing a more 

seri ous fu nct ion than reminding the students of the teacher' s tel ling them about the 

lesso n. It tends to show that the teacher is demanding to hear from students the 

information that he gave them earli er about the lesson. In effect, the question is on the 

one hand makin g students responsible, of course for recalling and di splayi ng what they 

had obtained perhaps not only from what the teacher said but also from what other 

learners had said about the lesson in the previous period. On the other hand , it appears 

to be a means for the teacher to check whether or not the students were capable of 

recalli ng and di splay ing some crucial points they had learned during the prev ious lesson. 

As was perh aps hoped for by the teacher, a choral 'yes' confirmed to him that the 

students had retained the informati on they had been offered the prev ious day about the 

193 



topic of the lesson. For students, the choral response appears to be simply an expression 

of the acknowledgement of their hearing of the topic the previous day. It is not 

immediately fo ll owed by another choral answer that would contain the answer to the 

basic question. Instead, what followed that was rai sed hands for permission to answer 

the question. The students' switching to hand rai sing after hav ing started to answer a 

question that seeks two answers appears to be evidence of their observi ng the classroom 

ground rul e. Thi s agrees with what Edwards and Furlong ( 1987) have noted about 

cl ass room participation. They write : " In classroom interaction, any competition for 

turns must be c losely regu lated" ( 1987: 14). Cons istent with the avail able literature, in 

thi s study al so the person in charge of regu lating student partic ipation is the teacher. 

To pu rsue the line that is being developed with the progress of the lesson under 

discussion , we now need to look at what happened to the raised hands. As shown be low 

the teacher nominated one student from among the rai sed hands fo r answering. The 

student answered the question. The teacher accepted the answer and gave feedback to 

the student. What happens duri ng the .exchange is cons isten t with the pattern of the 

class room discourse (I-R-F) that the previous studies (see, for example, Bellack et al. 

1966) made in the content classroom have established. Here is how this happened. 

T Anybody who can te ll me the today' s lesson because I have told you yesterday about 
the today' s topic isn' t it ? 

Ss (hand rai sing) 
IT Yes (nominates) 
2S Opposite 
3 Yeah. Oppos ites yeah (writes on the b.b.) 
4T Opposites. O.k. The today's topic is opposi tes 
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As seen in the extract, the teacher accepted the answer and repeated it before writing it 

on the blackboard . Once again he repeated the answer and then declared the topic of the 

lesson for the day using the answer provided by the student as shown in 4T in the last 

turn in the extract. 

As noted below, the solicit that the teacher asked after the topic of the lesson has been 

declared, takes the students back to the point they had apparent ly learnt in one of the ir 

previous lessons. The sol icit is , fi rst, prefaced with ' You know' but it got the preface 

dropped in the second and third repetitions. In the local language used by the teac her 

and students, solic its that are pre-faced with 'You know ' tend to create a sense of 

appearing to know in people . In effect, beginning with 'You know' appears to be one 

way of building confidence in people to contribute their opin ions to the issue in hand. [f 

th is practical experience in the local language outs ide the classroom can be transferred 

to the target language classroom, then soli cits that are pre-faced with 'You know' will 

draw students into contri buting thei r share without worrying too much about the degree 

of the correctness of their contributions. Although it is possible to think that this might 

enable the te.acher to draw students to make contributions despite the students' 

inhibitions, transferring the experience that works in one language to another language 

might need to be done with caution to safeguard against un warranted generali sations. 

After repeating the sol icit 2 ti mes, the teacher nominated a student from the last rows of 

seats. The way the nomination was made is ev idence of the teacher's not know ing the 

student 's name. It is just not easy for many teachers in genera l to remember names of 

man y students in one section specially when they teach students in different sections. 

This teacher was teach ing 5 sections of students. There were 72 studen ts in the class 
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when thi s lesson was recorded, and I was told it had the lowest number among the 5 

sections. 

During my classroom observation, no instance in which thi s teacher nominated a student 

by name to answer a question has been noted. This, it is assumed, has made it difficult 

for the teacher to make what Allwright ( 1980) and Hammersly (1990) respectively call 

specific and direct nomination. All the so licits he asked were general so licits. In 

Hammersly's opinion, teachers even when they know names seem to use indirect 

selection more often than direct selection. Hammersly's comments on how the teacher 

he once observed implemented indirect selection may illustrate the behaviours, except 

appointing answerers by naming, used by thi s teacher at different selection points. He 

writes: 

More frequently, teacher enforces indirect selection: the teacher asks 
a question , calls for ' hands up ' or waits for hands to go up 
automatically, and then appoints an answerer by naming, pointing, 
nodding, looking or whatever from among those with rai sed hands 
( 1990: 17). 

Making a comparIson between the effects of direct and indirect selections on the 

patterns of participation has not been poss ible in thi s data as there were no instances in 

which the teacher used direct selection to nominate students to answer a question. It is 

generally agreed that when questions are tagged with students ' name, except the 

students who are appointed to answer, other students in the class tend not to attend both 

to the question and the answer elicited by the quest ion. It has not been easy again to 

comment on the role played by indirect selection as a number of students always put up 

196 



their hands shortl y after solicits have been posed by the teache r. Now let us look at the 

ex tract commented on above. 

1 T You know what is the other name for opposites? 
2T What's the other name for opposites? 
3T Yes, you guy (nom inates) 
4S Antonyms 
ST Yes? 
6Ss Antonyms 
7T Antonyms (reads after writing it on the blackboard) 

One question was asked in an interview to get thi s teacher 's opinion on repeating 

questions. As shown in the excerpt below, the teacher tells us that he repeats questi ons 

to enhance the students' understanding of the question. Now let us see the teacher's 

replies: 

Changing its form mi ght he mistaken but I use this purposely or intentionall y. When I 
ask students in the class if I get a response or if students raise hands after my question I 
won' t repeat the question , you see, but I repeat 2 or 3 times when [do n ' t see any hands 
to encourage but it may be mistaken for me but I use thi s intentiona ll y. But changing the 
form might he lp the students to understand. 

In the same context, he was asked of hi s opinion on the amount of the talking that does 

in one period. Here is how replied. 

T The teacher most of the time should not talk in class. The teacher is a guide 
by himself. A lot of things should be done by students but as I told you, we 
teachers, I talk not only me but most of the teachers, talk much of the time in 
class. We do thi s not because we want to waste our energy or not because of 
the habit of talking, but simply, you see, we want to help the students by 
talking more. This is what we do but we might be mistaken. This is what I do 
when J talk too much or when I say something repeatedl y rather I fee l that my 
students learn more. 
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As shown in the extract taken from lesson transcript data earlier, the teacher is providing 

for students' parti cipation by asking questions no matter how short the e li c ited answers 

might be. So far the demand that the solicits placed on students is no t more than 

providing single word answers. The first one was 'opposites' , and the second , 

'anton yms'. Like what happened in the previous extract, here again the teacher accepted 

the answer, wrote it on the blackboard and repeated it for the second time. He, then, 

made a new solicit using the answer provided by the student. The solici ts now seem to 

be gradually increasing the demands they place on students. For example, the answer 

thi s solicit e licited from the student is, as shown below, 7 words long. It is the longest 

utterance produced by an individual student during that lesson. 

S Antonyms are words which have oppos ite meanings. 

T Yes. Antonyms is or I mean antonyms mean words which ha ve similar I 
mean opposite or nearl y opposite meaning, you see. So there are words 
whi ch are taken from the passage. Taken from the passage. These uh these 
words are really very important in order to develop our language because 
unless we know the antonyms and synonyms of words it 's difficult to exp to 
write to speak or to understand the language. So it 's important to hum to 
study these antonyms. So humm what 's the first word that that that that we 
find its opposite from the passage? 

The teacher's hesitant statement seems more likely to confuse than the student's simple 

statement. The connector 'or' used by the teacher has the potential to create on the 

students the impression of taking ' I mean antonyms mean ' as a paraphrased form of 

'anton yms is ' . Equally confus ing express ions are al so found in the remaining part of the 

statement in which we find " ... words which have similar I mean opposite or nearl y 

opposite meanings" . It is possible for some students to take antonyms as words which 

have simil ar meanings. It is poss ible for others to take anton yms as words with opposite 
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meanIngs. Still for others antonyms might be words which have nearly opposite 

meanIngs . It remains yet to be known why the teacher introduced confusion. This 

reminds us once again the issue of quality of teacher talk that Flanders (1970) concerned 

himself with when he commented: "While it is true that teachers talk more than all the 

pupil s combined, from kindergarten to graduate school, the major problem appears to lie 

not in quantity, but in quality" (1970: 13) 

In the diaries, students seem to be valuing more answers offered by the teacher even when 

the answers given by other fellow students are taken to be correct. Let us see how thi s has 

been presented in the diary written by one student. 

I liked today' s lesson for two reasons: one, the teacher wrote examples 
clearly on the blackboard, and two, the students who always di sturb the class 
had forfeited class because it was the S'" period. I was di sappointed only 
oncc. That was when a student asked a question, the teacher asked an other 
student to answer the question and he didn ' t add his own answer and 
comments to the answer given by the student (W). 

The teacher' s behaviour that was involved in handling the answer offered by the studen t 

earlier is similar to the behaviours used by him earlier in handling answers to the 

previous solicits as far as accepting and repeating of the answers after the students is 

concerned. In two respects , the present behaviour is different from the previous ones, 

however. Unlike in the previous turns, here the teacher did not write the answer on the 

blackboard. In thi s connection, length of answers seems to matter. This in turn 

eliminated the second repetition of the answer by the teacher. Another differe nce relates 

to what eventually got done with the answer. In the previous turns, answers initiated 

new solicits. The solicits were made to elaborate the answers in SOme limited sense. As 
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shown above, in the present turn , the answer initi ated further lingui stic in formation 

which is re lative ly more extended than the information the teacher prov ided in the 

prev ious turn s. 

T hi s fai rl y ex tended information on the top ic of the lesson, marked the transiti on of the 

phase of the lesson from talking about the topic to the learning of the lesson under the 

topi c. Before we move on to the nex t section to see what the nature of the teacher's 

behaviour that was used in providing extended lingui stic information is like, let us 

briefl y summarise the main points we have noticed so far. 

Although much remains to be seen yet to state strongly, the emerging ev idence that has 

been noted from the explored limited episodes so far tends to reflect a trend which 

shows I-R-F to be the essential pattern of the classroom di scourse followed in the 

present data. In addition , it is poss ible to state that the emerging trend tends to show that 

teacher questions are the onl y official means so far open to students to verball y and 

officiall y participate in the lesson. It is also understandable fro m the data presented so 

fa r that the teacher' s attempt to give exp lanations has the potential to confuse learners. 

Future study is perhaps needed in order to alert teachers to monitor the effect of their 

own verbal behaviour that is used in giving exp lanations. 

7.2 The nature of the teacher 's informing behaviour 

Like the grammar teacher's verbal behav iour discussed in Chapter IV , the nature of the 

teacher's verbal behaviour that was used during thi s vocabul ary lesson was l-R-F. The 

verbal ro le played by students was responding (Research question I ) while the teacher 
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had to initiate and give feedback to students. Except for the example discussed below, 

there are no other instances during which the teacher provided ex tended linguistic 

information during this vocabulary lesson . In fact, there are many instances in the data 

during which extra linguistic information was offered by the teacher but all of them lack 

length or depth to deserve attention on their own. The attempt to put different short 

instances together for discussion also created the problem of lack of coherence. T 

therefore chose to focus on one relatively longer piece of evidence of this teacher 's 

informing behaviour. Other but shorter instances are scattered here and there in the 

transcript data and wherever necessary I have drawn attention to them. 

Let me begin the section by quoting again the extract quoted earlier to illustrate how the 

teacher developed the student' s answer into the classroom discourse that he apparently 

wanted the students to learn. This episode shows how the teacher offered students 

information about the topic. A look at the episode will give us some insight into thi s 

teacher's informing behaviour. 

T Yes. Antonyms is or I mean antonyms mean words which have similar I mean 
oppos ite or nearl y opposite meaning, you see. So there are words which are 
taken from the passage. Taken from the passage. These uh these words are 
really very important in order to develop our language because unless we 
know the antonyms and synonyms of words it' s difficult to exp to write to 
speak or to understand the language. So it's important to hum to study these 
antonyms. So humm what's the first word that that that that we find its 
opposite from the passage? 

As can be seen in the excerpt cited above, the teacher in hi s effort to shape the student 's 

answer to make it sound more like the discourse of the planned lesson, used a hesi tant 

statement whi ch is potentially more confusing than the simple statement offered by the 
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student. Here the teacher's attempt agrees with what Edwards and Westgate (1994) once 

commented on teacher behaviour that is used in handling student answers. They write: 

As a guardian of the sole criteria of 'truth', a teacher wi II then 
di scard, close down or reinterpret a pupil's contribution to 
discussion unless or until it can be confirmed as lying within that 
teacher' s frame of reference ( 1994: 110). 

[n fact, it should be pointed that there is no potential damage in the teacher's apparent 

intention to make the meaning of 'antonym' clear by saying they are words with 'nearly' 

opposite meaning as opposed to 'perfectly' opposite. However, things seem to have got 

more complicated the moment he failed to properly communicate the intended meaning 

to students as his hesitant explanations tend to suggest the following possible 

interpretations: 

Antonyms mean a) truly opposites only 

b) truly opposites and nearly opposites 

c) nearly opposite only 

Another piece of information that the teacher added to the answer that was given by the 

student is the point that the antonyms are taken from the passage. This information is 

apparently not new to students as they seem to have seen the vocabu lary items when 

they read the passage. When they did the questions at home they must have also read the 

passage again because finding antonyms involves search ing for a word that is nearly 

opposite in meaning from the passage. 
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They do the search through readin g. The ev idence that has been noted here shows that 

the teacher is re- infonn ing the students as if there was ev idence to show that the 

informat ion they had obtained earli er has enti rely been fo rgotten. In fac t, this might not 

be surpri sing as repeati ng the obvious is how the classroom fun ctions, perh aps. Without 

concerning oneself further with what caused the re- info rm, it migh t be possible to state 

that the purpose of the re - informing was to draw the students' attention to the potenti al 

uses of context for the activity they were go ing to do in the lesson . This preliminary 

ev idence in the data shows repetitions and re-in fonn ing to be part of the strategies used 

by thi s teacher to develop thi s lesson. 

The In form contains information re lated to the importance of the lesson that they were 

go ing to learn. He informed them that antonyms are important in developing the ir 

English language. He also informed them that learni ng Engli sh involves the learn ing of 

how to write and speak in the language. After ali , students are believed to go to Engli sh 

lesson classes to learn the skil ls mentioned by the teacher. 

The teacher's info rming behaviour seems to be moti vated by the need to enhance the 

students ' interest in learning the lesson for the day. Here to 'enhance' interes t when seen 

against to 'create' interest implies that we al ready know that the students have some 

interest in learning the lesson. In fact, there is some reason for us to believe that studen ts 

have interest to learn the lesson. The very fact of being in the class du ring that period 

could be evidence for many students to have interest to learn the lesson. For others, no 

matter how few they might be in number, not onl y being in class at that time is an 

institutional demand placed on them but learning Engli sh lesson itself might be the 
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requirement of the educational system. It could then perhaps be stated that classroom 

verbal behaviour can go beyond the limit of the classroom lesson to motivate students to 

learn the target language. 

While he was emphasising the importance of antonyms in develop ing the students' 

skill s in E ngl ish , the teacher also mentioned 'synonyms' to students. In fact, he d id not 

say anyth ing else about 'synonym' other than mentioning it as something important fo r 

students to know. It is possible to think that some students might take 'synonym ' as 

another name of antonym because they had already learnt that antonym is the other 

name of oppos ite. This assumption makes more sense when seen in terms of the 

background contex t: i. e., some of the poin ts raised earl ier in the lesson were on finding 

another name for certain concepts . As stated earlier, as part of his informin g behav iour, 

there are several instances, bu t too brief to deserve separate attention here, in the data in 

which the teacher offered I inguistic informat ion on vari ous aspects of the target 

language during this vocabul ary lesson. Part of thi s teacher's informing behaviour seen 

during the lesson will be made clear as we read the next section which presents the 

teacher's behaviour that was used in handling student answers. 

7 . 3 . The nature of the teacher's feedback behaviour 

Different teacher verbal behaviour follows student answers. Let me demonstrate some 

of these behaviours by quoting an extract from the data. 

IT They' re not di fferent words but they're used in di fferent what? 
2Ss Passage 
3T Context. Number 7? 
4Ss Modest 
ST Very good modest. You know what ' modest' is? 
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In turn 3 (above), for example, we notice when the teacher offers his own answer 

without commenting on the status of the students' answer. Did this happen because their 

answer was rejected or because it was judged to be incorrect? Or was it implicitly 

accepted and the teacher offered an alternative to extend the students' repertoire under 

the context of synonymous he raised earlier? This seems to have the potential to leave 

students in a confusing state of mind. However, the teacher might have had the belief 

that students could and should make their way out of the apparently confusing state of 

mind. 

In turn 4, the teacher rather generously (generous when seen in terms of the simplicity of 

reading a word from a li st in the textbook) evaluates the answer, repeats it and develops 

a question out of the answer in turn 5. The answer that was intended to be e licited by the 

new question (i.e., the meaning of 'modest') can be taken as an example of incidental 

learning opportunity. 

The following extract shows behaviour that is different from the answer handling 

behaviour discussed above. Let us see it. 

6T If you lose your brother or when you lose your brother, you feel what? 
7Ss Sad 
8T Yeah. Sad. So what is the next word? 

In turn 8 (above), we notice when the teacher accepts the answer with no evaluative 

remark unlike what was seen in turn 5, although this answer mi ght have required 

slightl y more thinking than the answer in turn 4. The issue of ' sad' (in turn 6) was raised 
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in the context in which 'sad' and 'happy ' were the focus of the lesson. So the deci sion to 

be made between 'sad' and 'happy' appears to need more thinking than simp ly reading a 

word from the li st in the textbook as was done in turn 4 previously. As seen in turn 8, 

accepting is fo llowed by a simple repetition unlike the behav iour in turn 5. Both 'sad' 

and 'modest' were fo llowed by new questions, however. The di fference between the 

quest ions seem to be found in the difference between the occurrences of the words in 

the stage of the lesson. This means that ' modest' was just appearing as a new item for 

discuss ion and therefore it was essential to start with the meaning whereas 'sad ' was just 

di sappearing after havi ng for sometime been the focu s of di scussion in the classroom. 

The next extract shows yet another type of behaviour fo llowing the students' answers. 

Let us see the extract first. 

9T Next? 
lOS Slowest 
II T Slowest. What is the root word? (repeats and paraphrases) 
12S Slow 
13T Slow. 'S low' is the root word, isn' t it? 

Turn I I (above), introduces another incidental opportunity for students to get extra 

lingui stic information. In turn 13, the teacher accepts the answer by simple repetition 

and then builds the answer into a sentence perhaps to give it a more c lassroom di scourse 

form. The tag question which fo ll owed the teacher's own sentence did not ini tiate 

ack nowledgement or confirmation from students . 
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Now that 's low' has been treated as a root word in isolation from the morpheme '- est ' , 

the teacher in turn 14 (see be low) takes the class back to the search for the grammatica l 

name of the form of the word in which it was initially introduced to the c lass. 

14T 'Slowest' is what? 
15Ss (Indi scrimi nate noises) 
16T Superlat ive. Raise your hands. 

'S lowest' is the superlat ive degree of 's low' 

Root word and superlative seem to be easier to be learned and later remembered when 

they are presented together but in thi s transcript data as shown in the extract the students 

did well wi th root word and did not do we ll with 'superl ati ve' as shown in turn IS 

above. The problem seems to lie in the problem between identifying and recalling. This 

means that 'What is the root word?' asked them on ly to identify by presenting limited 

options (the root plus the morpheme) whereas turn 14 (S lowest is what?) asked them to 

recall , if previous learn ing is assumed to be taken for granted . This leads us to believe 

that the same thing could have perhaps happened if the question was ' What is ' slow' ?' 

as th is wou ld require the students to recall ' root word '. 

In turn 16 (see below) the teacher himse lf offers the answer although no further attempt 

has been made to assist students to recal l the needed answer. In the same turn , the 

teacher built the answer he provided into a sentence and presented it in the form in 

which a c lassroom lesson is usuall y presented to students in the classroom culture in 

that context. The question in turn I I re - appears in turn 17 but thi s time apparently to 

e li cit a confirmation of comprehension . Turn 19 (below) has the potential to leave the 
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class in confusion because it c reates the impress ion that all adjective root words have 

single syllable. 

16T Superlative. 'Slowest' is the superlative degree of 'slow' 
17 What is the comparati ve form? 
18Ss slow, 
19T 's low', yeah, because it 's one sy llable adjective 

Another ins tance of teacher feedback behaviour re lates to pronunciation of words. Let 

us see what that led to in the transcript data. 

T The next one? 
Ss Often. Often. Often (some of them pronounced the It! sound) 
T Thi s is often. It I is silent, yes? We don ' t pronounce it. 

This is 'o ften'. As I to ld him when he said 'would ' (pronouncing the III sound in the 
word) 

that pronunciation is wrong. So 'we' don't say would (' I' pronounced) 
Yes? 

Ss Yes. 
T So we don' t say 'would ' (pronouncing the /II) ; we say what? 
Ss wou ld (w ith the silent 11/) 
T We don't say 'could' (the II/ pronounced) ; We say what? 
Ss Cou ld (with the 11/ silent) 
T Could or c ... o ... u ... I. .. d (spell s the word) 

and we don't say 'should' (with the /II pronounced) ; and we say what? 
Ss should (w ith the 11/ silent) 
T So 'o ften'. Yeah. 

What's the opposite? 
What's the antonym of 'often'? 
She often comes to our school (repeats) 
You see, she often comes to our--- ? 

Ss School 

We note fro m the above ex tract that took a long series of turns at least two things about 

thi s teacher's feedback behaviour. 

a) That hi s feedback behaviour is prescriptive in nature. This means that he te ll s students 

what oughlto be said rather than describing how the language operates (even doin g th at 
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might not be necessary when seen in light of how diffi cult it is for the teacher to get the 

in tended meaning across) . 

b) Even if the prescripti ve nature of the feedback behaviour is agreed to be tolerated , 

incorrect information has been presc ribed. This means that it is perhaps not easy fo r 

students and even for the non-native Engli sh teachers to be aware of the sil ent sounds in 

many of the words in the language. In the above extract, the cause of the teacher's 

extended information is the student 's pronouncing of the It I sound in ' often'. In fact , the 

sound It I in ' often' can either be pronounced or it can remain sil ent. This might need to 

be pointed out to students if the issue of te lling what to say and what not to say is fe lt to 

be an unavo idable thing before the students are themselves capable of findin g it out. 

Th is teacher's behaviour is similar, though weak ly, to the behaviour of the teacher 

reported by Fanselow (1977). This means that the present teacher, like the teacher 

Fanselow studied in his own context, rejected the student's incorrect fo rm after 

repeating it fo llowing the student. Then, he provided correction himse lf. The correction 

is fo llowed by short choral repetiti on cyc les . Fanse low describes a simil ar inc ident in hi s 

case as fo llows: 

The teacher frequently asked each student in turn to say the word that 
had been mispronounced by one student; choral repetition of the 
mispronounced word often took place during these pronunciation 
interludes (1976: 586) 

[t was not found to be possible to note the effect the way the teacher corrected the errors 

had on changing this particu lar student' s and/or other students ' perfo rmance behaviour 
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111 the rest of my visits to thi s classroom. What was c lear from the extract was, as 

explained earlier, the prescriptive nature of the teacher's behaviour that was used in thi s 

treatment of error. Further supporting pieces of ev idence for the prescriptive natu re of 

the teacher's behavior could be obtained from the ex tract if we look again at thi s 

teacher's frequent use of 'we don't say this but we say that ' espec ially after having said 

'that pronunciation is wrong' in the extract quoted above. The cause for the frequent use 

of 'we' in thi s treatment of error appears to find explanation in the teacher and students' 

culture of the local language. In the ir local language, the use of the inc lusive 'we' tends 

to moderate the effect of a word of di sapproval that is directed towards inappropriate 

behaviour. This could be true in the target language as well but the more familiar culture 

seems to influence more both the teacher's and the students' verbal behaviour. 

In an interview, this teacher was asked of hi s opinion on the effect the attempt to teach 

many aspects of the target language in one period may have on learnin g. This question 

was prompted by my frequent observation of errors students were making on the 

incidental teaching points that emerged during the vocabulary lesson (for example, 

errors on pronunciation, verb inflection , comparison). From the teacher's replies in the 

excerpt, we notice the deceptive nature of the planned lesson. This means that the 

teacher only refers to what he actually wrote on the daily or weekly lesson plan form as 

the lesson planned to be taught. This might not be surpri sing but it is important to note 

that teachers do not seem to reali se the diffe rent aspects of the language that emerge 

during a lesson. As seen earlier, for example in the ' root word' and ' superlati ve' cases, 

apart from the antonym - synonym issue, inflexions, degrees of comparisons, word 

meanings, pronunciations were some of the aspects of the target language that arose 
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during the lesson. In the excerpt, we again notice the teacher referring to th e importance 

of learning vocabu lary. It is to be recalled that earlier he began thi s lesson with 

'explaining' the importance of learnin g vocabulary - antonyms and syno nyms . Seen in 

li ght of learning opportunities that a lesson offers, thi s instance could be mentioned as 

unforeseen but helpful happening from which at least SOme students might be able to 

learn something other than the lesson that was officially pl anned by the teacher. 

Now the replies to the interview question: 

It might be worrying or it might be bad for students to do that [to be taught 
many things] but whenever I hear mi spronunciation I always try to correct by 
writing on the blackboard and say to the students. This is what I do but T 
don' t face many such problems within a period. I don ' t do many thin gs in a 
class , the pronunciation, the vocabulary, and the grammar part. T do the 
passage with its comprehension if I get time but I always do one thing at a 
peri od. I do have my own weekly lesson. According to that plan I have to 
plan it for how much time do I talk and how much time do the students talk 
and because of that if I have time after di scussion of the main point of the 
passage I'll proceed to thi s comprehension , not the vocabulary. The 
vocabularies are the very important part of the language. I believe thi s 
because unless we know the vocabularies we don ' t do much so the 
vocabulary should be done alone. The period given for the vocabulary is for 
the vocabulary not for the grammar part. The grammar part is boring. It 
should be divided into periods so part of the grammar should be done within 
a period. I don ' t give or I don't bore the students to do this but as you saw or 
as I' ve seen whenever I hear a wrong word I always write that word on the 
blackboard and make the students read correctl y. 

Another question was asked to draw information from the teacher on hi s behav iour th at 

is in volved in handling student answers that he finds to be incorrec l. In the replies he 

te ll s us that by writing student answer on the blackboard, he asks the rest of the class to 

decide whether the answer is correct or incorrect. It should not remain unnoti ced, 

therefore, that the teacher and the students use different criteri a of correctness. It is only 

when the criteria of correctness - incorrectness th at are used by students and the teacher 
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co incide that the class can manage to perform the task of locating/identifying errors 

from other students' written or oral work . In fact, he does not te ll us what happens 

regard ing correcting the errors if the students manage to identify/locate an error. [f 

students fa il , it is clear from the excerpt that the teacher does everything - locating, 

identifying error type and correcting. Telli ng students not to make errors (the behaviour 

thi s teacher has mentioned in an interview) is an expression of the prescriptive nature of 

his feedback behaviour. Now the replies: 

It happens always. Many students give answers and their answers are not 
complete. When mostly they g ive these answers I always tell that there is 
the idea, you have the idea but the construction is wrong. I always write 
what they say on the blackboard and I want the other students to to 
identify where the mistake or the incorrect form of the language is. If I 
get o.k. If I don' t get I'll tell someth ing about that. If the verb is missing 
most of the time students do sentences without verbs. This is what 
happens usually so a sentence without a verb is not a sentence even 
though there is idea there. So what I always do is write the sentence the 
wrong sentence on the black. I correct and tell the students not to do such 
mistake in the future as much as possible because that part of the 
sentence is very important. If that part is missing that idea is not 
complete so the student doesn't feel shame but if the student gives a 
wrong answer and I say this is wrong and simply pass thi s might I mean 
discourage him to ask in the future but I don't do th is. 

Before we move on to the section that summarises the chapter, let us look at one student 

diary that is relevant to the point under discuss ion. The student diary tell s us how one 

student (and perhaps many others in the same class) feel s about the way the teacher and 

the class reacted to his work in the classroom. 

We did questions in class today. I was one of the 4 students who got the chance to 
go to the blackboard to write answers to some of the questions. I was very much 
afraid of being wrong but mine was found to be the best of al l. The class showed 
their approva l by clapping their hands. I was delighted, reall y. (W) 
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7 . 4 Summary of the chapter 

Before we move on to Chapter vrn - the chapter which presents the analysis and 

interpretation of the recurrent verbal behaviour in a vocabulary lesson - let us have a 

quick look at the summary of the sali ent points discussed in Chapte r VII. 

Evidence obtained from the beginning stage of the lesson has indicated that thi s teacher 

started the lesson first by asking students to tell him the topic of the lesson. As is 

understandable from the acti vity they did during the lesson, the teacher had not only told 

them the previous day about the topic of the lesson for the fo llowing day but he also had 

asked them to look for antonyms of a list of words taken from a reading passage. 

The lesson, therefore, began with a solicit the answer of which had already been offered 

the previous day. In principle, all of the students who had been present in the class in the 

previous period were expected to be able to recall the relevant information they had 

been given the previous day. The so licit which with the teacher began the lesson gives 

us an insight, though a preliminary one, into two things. One, the nature of the so licits 

we would expect to meet in the lesson, and two, the quality of the language of the solici t 

to be used by the teacher. Let me explain this using the extract again. 

T Anybody who can tell me the today's lesson because I' ve told you yesterday 

about the today's lesson, isn't it? 

Regarding the nature of the soli cit we understand that it is a so licit type whose answer had 

already been made known. Answering the solicit, therefore, involves only retriev ing and 
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disp lay ing the in fo rmation that had been provided by the teacher in the previous period. 

Regarding the language of the so li cit, some of the language points used in the questi on 

such as the use of the definite articl e, the use of the present perfect tense and the type of 

the tag question used seem to requi re further work if teacher language is believed to work 

as input and if accurate language is wished to serve as a model for students to learn 

fro m. After all , students are learning the target language to be able to use it like their 

teacher. This makes more sense when we consider what Larsen - Freeman ( 1981 ) once 

commented on the nature of the input that second language learners are exposed to. 

She states: 

[Iln order to account for what the learner is producing in the second 
language, we need to examine other whats as well : what is the nature 
of the input to which the learner is exposed? ( 198 1: 109) 

The issue of the quality of the teacher's own language might be partly ex plained in 

terms of the opportuni ty that is avai lable to the teacher himse lf to use Engli sh outside 

the classroom. When asked in an interview about the opportun ities he had to use Engli sh 

outside the classroom, he replied 

Well I don' t have. I don ' t have . Simply [ li sten to the BSe. Thi s reall y affects 
me. In fact outside the school [ don' t have any opportunity to apply my Engli sh 
language and to use my Engli sh language. 

As seen earlier, the teacher set the scene with a solicit that e licited an answer from a 

nominated student. He then accepted the answer, repeated it twice and establi shed the 

topic of the lesson for the day using the answer he obtained from the student. He 

establi shed the topic by, first, writing it on the blackboard and then, readi ng it by say ing: 

O.k. The today's topic is 'opposites' . 
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The topic initiated another question which elicited an alternative term to the one used as 

a topic. 'Antonym' was the term that emerged to be used as an alternative to 'oppos ite' 

which first appeared as the topic of the lesson. Having established the topic of the lesson 

fi rst with 'opposite' and then with 'antonym', the teacher now asked the c lass for the 

meaning of 'antonym'. Antonym was earlier introduced as 'another name for opposite '. 

What is now required is the meaning perhaps with the intention of making the 

connection between the two terms more clear. The student who was nominated to 

ans wer the question suggested an answer which the teacher tried hard to improve 

(apparently with no much success) in order to make it fit the classroom di scourse that he 

might have planned for students to learn during the lesson. With no particular attention 

to the difference between the two, both terms have interchangeably been used 

throughout the lesson. In short, pieces of evidence that have emerged in the chapter 

show that some of the attempts made by the teacher to make the language points clear 

seem to have the potential to make the intended meaning more compli cated. 

Consistent with related literature , th is teacher accepted and repeated correct answers 

after students. He then either developed them a little fu rther and then made new so licits 

about them such as what happened when a student offered a definition of antonym or he 

directly asked new questions using the answers offered by students such as the example 

of 'modest' discussed earlier. There are al so an instances in which the teacher without 

commenting on the status of students' answers, offered hi s own answers and continued 

the lesson as if nothing unusual has happened. Under the circumstances in which 

student work was judged to be incorrect, he straightforward told them what to say and 
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what not to say. This explains the prescripti ve nature of the teacher 's feedback 

behav iour. 

Chapter VllI presents the analys is and interpretation of the nature of the recurrent verbal 

behaviour in a vocabulary lesson (Research question I). Let LIS see it. 
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CHAI>TER VIII 

THE NATURE OF THE RECURRENT VERBAL BEHA VIOUR IN A VOCABULARY 

LESSON 

8 . 0 Introduction 

This chapter presents the analysis and interpretation of the nature of the recu rrent verbal 

behavior used in a grammar lesson 

8 . 1 Teacher soliciting behavior 

The lim ited ev idence that has emerged from the data so far reveals that sol iciti ng is the 

on ly methodological device used by the teacher to make students participate verba ll y 

and publicly in the lesson. In addition , a closer look at the transcript data shows that the 

lesson is made to move forward by a series of linked so lici ts. In fact, it should be 

pointed out here that the data were obtained from teacher- led c lass room talk. In the 

tradition of teacher - led classroom talk, so li cits and the answers they e licit seem to 

officially constitute the lesson wh ile learning appears to lie in the students' capabili ty to 

process the soli cits and the answers elicited by them (Hammers ly 1990). 

As was made clear at the outset of the analys is of the data, the purpose of this wo rk is to 

study the c lassroom processes of language teaching and learn ing through studying the 

classroom verbal behaviours. The abundance of soliciting utterances in the transcript 

data reveal s that questioning is the most frequent ly used verbal behaviour by the teacher 

during the recorded lessons. As shown in the lessons transcripts , every turn taken by the 

teacher e ither begins or ends with so li citing utterances. Teacher utterances that do not 
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CHAPTER VIII 

THE NATURE OF THE RECURRENT VERBAL BEHAVIOUR IN A VOCABULARY 

LESSON 

8 . 0 Introduction 

This chapter presents the analysis and interpretation of the nature of the recurrent verbal 

behavior used in a grammar lesson 

8 . 1 Teacher soliciting behavior 

The limited evidence that has emerged from the data so far reveals that soliciting is the 

only methodological device used by the teacher to make students participate verbally 

and publicly in the lesson. In addition, a closer look at the transcript data shows that the 

lesson is made to move forward by a series of linked solicits. In fact, it should be 

pointed out here that the data were obtained from teacher- led classroom talk. In the 

tradition of teacher - led classroom talk, so licits and the answers they elicit seem to 

officially constitute the lesson while learning appears to lie in the students' capability to 

process the solicits and the answers elicited by them (Hammersly 1990). 

As was made clear at the outset of the analysis of the data, the purpose of this work is to 

study the classroom processes of language teaching and learning through studying the 

classroom verbal behaviours. The abundance of soliciting utterances in the transcript 

data reveals that questioning is the most frequently used verbal behaviour by the teacher 

during the recorded lessons. As shown in the lessons transcripts, every turn taken by the 

teacher either begins or ends with so liciting utterances. Teacher utterances that do not 
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so licit, e laborate studen t answers eli cited by the earlier soliciting utterances . E laborated 

student answers in turn lead to new so licits. In short, the present data shows teacher -

question; student answer and teacher feedback to be a lesson - long phenomena. 

The prominence that teacher question has in the c lassroom verbal behaviour makes it 

worthy of studying in depth if better understanding of the classroom processes of 

teaching and learning is wished to be gained. The crucial concern in thi s study is not so 

much with the sheer quantity of the questions asked as it is with the quali ty of the 

interactive work they create . My position in thi s respect seems to agree with 

Cunningham's ( 197 1) who states 

" Teachers often ask too many questions. The real concern , 
however, ... is not the amount of question-ask ing but the method of 
asking and using questions"( 197 1: 85). 

8 . 1 . 1 The categories 

The so liciting utterances used in thi s vocabulary lesson are categorized into 5 categories. 

These are: 

'What' at the beginning 

2 'What' at the end 

3 Other 'Whs' so li cits 

4 Yes/no so li cit 

5 Miscellaneous solicits 

Table 5 shows the summary of the so li cits and who the so licits were answered by during 

a vocabul ary lesson. 

218 



Table 6 

T S Ss 
, What' at the beginning 3 22 12 
' What' at the end 7 10 
Other 'whs' 10 4 
'Yes/no' solici ts 6 2 
Miscellaneous so lic its 24 5 
Total 

8. 1 . 1 . 1 ' What ' at the beginning type of solicits 

x 

-3 
I 
6 
2 

No ans . Total 
3 40 

20 
15 

2 16 
32 
120 

As revea led in the summary Table above, there are 40 instances in this vocabul ary 

lesson transcript data in which teacher utterances that began with 'What' served 

soliciting functions. Indi vidual students answered 22 of the solicits. There are 12 choral 

answers. The teacher offered answers to 3 of the sol icits . Answers to 3 of the so licits 

were not sought. 

8 . 1 . 1. 1 . 1 Functions for which 'what' at the beginning solicits were lIsed 

The teache r used solicits of 'What' at the beginn ing type to get the studen ts to te ll him: 

Other names of words 

2 Meanings of words 

3 Working Procedu re - i.e., the questions they were going to do next 

4 Opposite/anton ym of words 

5 What was said earlier in the lesson 

8 . 1. 1 . 1 . 1 . 2 Other names of words 

Ex. 

T You know what is the other name for opposites? 
What is the other the other name for oppos ites? 
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As shown above, there is an instance in the data in which the teacher asked one soli c it 2 

ti mes to e li cit from students what the other name of ' opposi te' is at the beg in ning of the 

lesson. This question is an example of memory question that was identifi ed on the bas is 

of Bloom et a l. 's ( 1956) taxonomy of educational objecti ves. Lower cogniti ve questions 

are recall questions which do not require much lingui stic work from students. In 

reference to recall questi ons Barnes wri tes: " Recall questi ons are concerned with 

summoning up required knowledge from memory"( 1986: 15) 

8 . 1. 1 . 1 . 1 3 Meanings of words 

Let us first look at the ex tracts taken from different stages of the transcript data and then 

move on to some interpretative comments. 

I What do you mean by antonyms? (repeated 2 more times) 
2 You know what buy is? 
3 You know what the meaning of buy is? 
4 You know what wealthy is? 
5 You know what modest is? 
6 What do you mean by proud? 
7 You know what the meaning of rarely means? 
8. You kn ow what destroy is? 

The extracts cited above show the solicits the teacher asked to get meaning of words 

e li c ited. As shown in the li st, the teacher produced so liciting utterances 10 times to e li cit 

the meaning of 7 words from students. The first solicit (What do you mean by . .. ) in the 

li st was repeated 3 times. The 6th so lic it has the same format as the first one. The 20d 

solic it was asked in 2 different ways. That is to say, in turn 2 the so li cit is indi rect wh il e 

in turn 3 'What ' is pre-faced by the 'you know' format. Six sol icits (no. 2 inc luded) 

have the same format. All are prefaced by the 'You know' form at. As di scussed earlier, 

pre-facing questions with ' You know .. . ' could be ev idence of cross cul tural in flue nce. 

In the local language, such pre-faces are generall y agreed to encourage people to build 

confidence to say in public whatever little they kn ow. 
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The vocabu lary items in the above rather long citation, were taken from a reading 

passage in the students' textbook. In fact, the issue of defining words emerged 

incidentally as the declared initial purpose of the task for the period was finding 

'antonyms' of 10 vocabulary items. Whatever definition or meaning anyone student 

manages to learn could , therefore, be taken as an example of incidental learn ing 

opportuni ty that arose in the lesson. (It needs to be recalled that it was commented on in 

the teacher's interview replies in which he said he does not mix different aspects of the 

language when he teaches). 

The so li cits which begin with 'What' potentially seem to give learners the opportunity 

to do a lot of mental work in order to produce relatively long and syntactica ll y complex 

utterances. For example, as exp lained in the previous section (and quoted below again) , 

'What ' at the beginning so li cit which the teacher asked to get the definition of antonym 

represents the longest utterance produced by an individual student in this transcript data. 

T What do you mean by antonyms? (repeated and paraphrased) 
S Antonyms are words which have opposite meanings. 

However, there are also instances in which the potential of the 'What' question type 

were not made use of. In the example quoted below again, the teacher is observed to 

have reduced the question into a framework wh ich can be filled in with a single word. 

Either only a 'Yes' answer or an extended answer which begins with 'Yes' can be a 

satisfactory answer to the forms of the solicit in turns I and 3. The solic it in tu rn 2 needs 

an extended definition. Answering thi s solicit might also create an extended opportu ni ty 
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for students to use English to talk about their out of the class experience. The 'What' at 

the end type soli cit shown in turn 3 requires students to think only about a si ngle word 

that can rep lace the fi nal 'what '. 

IT You know what buy is? 
2 You know what the meaning of buy is? 
3 To take something by giving what? 
4Ss money 
T money or thing 

Searching for the meaning of 'proud ' (see below) was taken over from the students by 

the teacher after the so licit has been posed and repeated. The answer that was offered by 

the student was inaudible from the tape but the teacher's reaction in turn 4 implies that 

the answer was incomplete. As shown in turn 4T, the teacher fi rst began with 

responding to the correctness of the content of the student's answer by acknowledging 

that the student had the required idea but rather than encouraging the same student to 

make the answer more correct, he took over the responsibility of defining the word 

himself. 

IT Yes. Proud. What do you mean by 'proud'? 
2 What kind of person is a proud person? (repeats the so licit) 
3S (inaudible) 
4T Yeah, you have the idea. A proud person is a person who (con. ) 

There is also another instance in which the potential of the so licit remained unexploi ted. 

In the following example, the teacher, after putting a general so li cit to the c lass to seek 

the meaning of a word , is noted to be changing the purpose of the question. What 

prompted the change as shown in turn 2 seems to be his own perception of the difficulty 

of the word to some students . As teachers, it might not be safe to trust our perceptions of 

what is difficult or not difficult for students unless we are certain of what cri teria 
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students use to determine the level of difficulty of tasks. A study conducted by Tajino 

( 1993) in language teach ing c lassroom has already indicated a difference between 

learners' and teachers' perceptions of difficulty. Let us look at how this happened in the 

transcri pt data. 

IT Wealthy. You know what 'wealthy' is? 
2T Yes? May be this word umm may be new for some students 
3T What is the word that gives thi s mean ing? 
4Ss Yes. Yes.(students calling out to be nominated) 
5T What is the synonym? Yes? 
6Ss Rich 

The function of the so licit in turn 3 (see above) is not so clear. Is what is being required 

the meaning of the word in question as asked in turn I? Or is it the antonym of the word 

because seekin g antonyms was the task in progress in the classroom in that period? Or is 

what is asked a synonym of the word as is asked in 5T? In fact, the fu nction of the 

solic it becomes more vague when it is seen against the solicit in turn 5 which was 

in tended to be a paraphrased form of none of the solicits in the I is!. 

The context of the task makes us expect the antonym of the wo rd being asked but the 

elicited answer in turn 6S shows us that it was the synonym of the word that was being 

sought. 'Synonym ' now re-appears for the f irst time since the time it appeared in the 

earlier text with a potentially confusing capacity to be taken for antonyms. Here again it 

re-appears with a similar confusing potential. In turn 6 we observe that the students 

managed to give the answer the teacher was vaguely look ing for. From thi s extract, it is 

possib le to note that students can manage to work their own way out and make even 

ambiguous learning situations useful. 
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Three apparently different soliciting patterns can be identified from the li st of so li citing 

utterances quoted above. The 'You know what .. ' pattern has been commented on from 

the possible cross cultural point of view. 

I What do you mean by ... ? 
2 What is the meaning of .. .. 
3 You know what (the meaning) 

From the transcript data, it is not easy to tell what determined the teacher 's choice of the 

type of the solicit he used to elicit from students the meaning of the words in the lesson. 

In fact , repetition, paraphrasing or prompts have often been used but whether they 

enhanced the eliciting power of the solicits or they simply filled some gap that could 

have otherwise been created is not known. 

8 . 1 . 1 . 1 . 1 . 4 Procedural questions 

Procedural questions ask for which question in the li st they wou ld do nex t. There are 

instances in this transcript data in which the teacher used 'What ' at the beginning 

so lici ts to get the students to tell him which word they were going to do nex t. In fact, 

telling the teacher which word to do next was only a matter of reading the word from the 

textbook. Even that brief opportunity seems helpful when the rare opportunity that each 

student may get to practise speaking in Eng li sh is considered. 

As shown be low, the soli cit that the teacher asked to get the students to tell him the first 

word to work on was asked after the teacher has summarised the in fo rmation he offered 
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the students on the importance of the lesson they were beginning to learn in that period. 

He began the solicit with 'so' - the same word with which he fini shed the last utterance 

in the summary of the importance of learning the lesson for the period. 

The word 'so' when used to finish a discuss ion such as the one referred to above, serves 

the function of summarising the main points rai sed earlier but when it begins a new 

point, although it does not seem to be functioning as marking a ' boundary ' (to use 

Sinclair and Coulthard's term 1975) , it appears to be conceptually linking the di scuss ion 

that was being concluded to the now emerging discussion. Let us see it. 

IT So it is important to urn to study these antonyms (teacher's concluding 
statement of the inform) 

2T So uh what is the first word that that that we find its opposite from the passage? 
3S Cheap 
4T O.k. Number I is 'cheap ' . You know what is the antonym? 
5T What's the opposite for 'cheap '? 

The solicit in turn 2T was made to elicit an answer after it had been posed once. The 

teacher did not need to reinforce it with another solicit nor did he reformulate it as he 

usually did. In comparison with the reformulated solicits discussed earlier, (i.e., What 

do you mean by antonyms (repeated 3 times), thi s solicit about 'Which word to do first' 

seems to require less language work as answering it is only a matter of reading from the 

li st given in the textbook. In this specific context, this teacher seems to have considered 

the access ibility of the answer to students as a factor when he decided to reformulate a 

question. 

In turn 4 (above) , the teacher accepted the answer elicited by the solicit, repeated it once 

and made a new solicit using the answer. As discussed earlier, student answers lead to 
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other new so licits. This shows the prominent role questioning plays as a tool to move 

the lesson forward. This is another piece of evidence that shows us that the teacher gets 

the points that he wants the students to learn to be elicited from class. So far there is no 

or little evidence in the transcript data that shows when the teacher offers 

linguisticinfonnation without first attempting to get it licited from students. The 

evidence presented so far also shows no instance in which students asked for any 

linguisticinformation related to the lesson in progress. As shown in the extract below , 

the sol icit that was made to elicit the second question in the li st of the questions 

they were discussing followed hi s utterance that marked the conclusion of the points 

that have been raised through the first so licit. The discussion that ended prior to their 

beginning of the first question as shown above, was concluded with 'so' while as shown 

below 'well ' concluded the point that has been under discussion just before they 

began the second question. The transition marker (Sinclair and Coulthard 1975) 'well ', 

takes the students back to the basic purpose of the so licit - identifying the antonym of 

cheap. The concluding statement now tells them that all that has been happening since the 

time of their obtaining the antonym of cheap is secondary to their understanding of the 

basic purpose of the solicit. The teacher's behaviour in thi s regard agrees with how 

Edwards and Westgate (1994) describe what teachers and learners do during a lesson. 

They write: 

Their [learners'] task is to respond , rarely to initiate, and it is for 
the teacher to say what has ' really' been learned from the words 
which have been exchanged (1994: 40). 

Except in function , the solicit for the second word in the li st is different both in form 

and length from the first solicit discussed earlier. In both cases, however, the teacher 
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accepted the answers , repeated them after the students and made new so licits about 

them. The sol icits that were formed from the answers the students offered in both cases 

were repeated before they elicited answers. 

T Well thi s is the first word and the antonym of cheap is expens ive 
The 2nd word? 

Ss Good 
T O.k. Good 

What's the opposite for 'good'? What' s the antonym for 'good'? 

What happened in the search for the 3rd word was siniilar to the happenings in the 2nd 

solicit discussed above. That is to say, in both cases the antonyms/opposite words 

discussed were made to re-appear. Let us thi s. 

IT Well, it' s possible to say again in bad condition in bad condition. 
But spec ifically 'good' is the antonym of 'poor' for condition but when 

you use 'good' for person uh when you are asked to give antonym of 'good' 
that is 'bad ' not 'poor' not 'poor'. 

2T O.k. What's the 3cd one? 
3S Easy 
4T Easy 

As revealed in turn I T above, the last utterance made by the teacher began with 'but' - a 

word that seems to be serving two functions in that context. First, it reflects that thei r 

preced ing discussion has in volved 'good, bad ' and 'poor' . Secondly, it shows that they 

have identified the contexts in which 'good' and 'bad ', and 'good ' and ' poor' can be 

antonyms. The part of the teacher's concluding sentence which says: 'When you are 

asked to give antonym of good ... ' might be a reflection of the ex isting practice - what 

teachers ask in exams or in class room drill s. 

The transition that was made from the 3rd to the 4th question in their textbook 
was made as follows. 
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I T So the opposite of easy is ? 

2Ss difficu lt difficult 
3T and the opposite of 'difficult' is ? 
4Ss easy easy 
ST Easy o.k. 
6T Number4? 
7Ss Buy 

Tn the previous transitions it was noted that the teacher was himself making conclusions 

that in some respect were hoped to take the students back to the antonym/opposite that 

opened their di scussions. What marked the end of the di scussion for the 3,d word is a bit 

different in the sense that the teacher provided the framework of the answer and 

required the students to fill in the blank spaces. The solicit in 3T (above) seems to be 

serving a reciprocating function when seen against the solicit in IT. 

The choral answers in 2Ss and 4Ss in the above extract seem to have been tolerated or 

even encouraged as the teacher at that time apparently wanted to get confirmed that as 

many students as there were in that class could remember the antonyms/opposites they 

had just studied. 

One question was asked during the interview as part of the attempt made towards 

obtaining thi s teacher's opinion on the way students offer answers. In hi s replies (see 

below) to the question, he tells us that he tolerates (although he does not seem to be 

encouraging it because he demands hands to be raised) choral answering on the ground 

that it shows the students' desire to participate in classroom interaction. This implies the 

teacher' s recognition of the limited opportunities that are made available to students to 

take part in the lesson. What still needs to be worked on is findin g supplementary ways 

that could enable the teacher to draw more students to classroom participation. Unt il 

then or even then attempts need to be made to improve the question-asking skill s of this 

228 

j 



2. 

teacher as well as other teachers in the context of this study. Now let us look at the 

replies obtained from the teacher.: 

You see, if students give answer in groups this indicates to me 
that they are eager or they want to answer the question because 
they know. So it does not irritate me by the way. Rather I'm 
happy when they do this but I tell them I tell them to rai se hands 
and give answers you see but I don't insult or do anything but I 
hope you remember when I asked questions students in the class 
said: 'teacher, teacher, teacher'. This does not irritate me 
because these are children and they want to express what they 
feel. 

Excerpts taken from student diaries tell us the students' reactions to choral answering. It 

is understandable from the diary excerpts that choral answering is a source of noises that 

perhaps makes listening difficult for some students. 

This morning when the teacher asked questions, students were answering in chorus. 
This gave a good chance to disturbing students to shout out answers. (S) 

Today the teacher's handwriting was good but the usual problem was there: students 
were disturbing as they always do. In addition, when the teacher asked questions 
there were choral answers. When some group said one thing another group said 
another thing. No agreement, no disagreement. (S) 

To return to the transitions between questions, the transition from question 4 to question 

5 in the list of the questions the students were working on was made as follows.(See 

turn 4T below.) 

IT So now the opposite or the antonym of 'buy ' is what? 
2Ss Sell 
3T Sell. Yeah. 
4T What is the next word? 
SSs Sad 
6T I hope you know the meaning of 'sad" yes? 

(nominates with a pointed hand) 
7S Happy 
8T No. You guy 
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9S2 Happy 
lOT Happy. Good. Yeah, yes . 

What we notice from IT in the above ex tract is an alternative to the fill -in-the-blank 

type of so li cit that was used by the teacher in the prev ious extract. That means, in both 

cases the conc luding sentences contain the framework of the answers . In place of the 

imagined blank space used earlier, 'what ' is used in this extract to be replaced later by 

the word that the teacher wanted the students to remember. In both extracts, choral 

answers have been accepted in confirmation of the students ' remembering of the 

antonyms/opposites they have studied . 

The implied warning which was usually given by the teacher against choral answering in 

other instances in the transcript data, can loose ly be compared to the teacher's 

nominating behaviour seen in 8T in this extract although 7S is not a choral answers. In 

7S, the student offered the answer that the teacher wanted to be elicited by the so licit. 

Whether the apparent confusion in the turn was intentional or accidental on the part of 

the student is not easy to know. However, the teacher rejected in 8T not the answer but 

the student who gave the answer. Here the answer is believed not to be rejected because 

the same answer was accepted later from different student. 

In such contexts, two things seem to be confusing both to an observer and to other 

students in the classroom. That is to say, the pointed-hand might miss the accurate 

direction of the student that the teacher had initially in mind. Alternatively, the students 

who sit behind or in front of the targeted (to use Kyriacou 's 1986 term) student can 

easil y mistake the direction of the pointed-hand. In turn 7S , for instance, it is not clear 
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whether the student mi stook the teacher's mode of nominating or whether the teacher's 

mode of nomination missed the target direction. This behaviour makes the teacher only 

the person who knows whether or not the students who answered the soli cits during that 

period were the right students he had in mind when he did the nominations. 

As shown below, in turn 12S3, the same student whose answer has been accepted 

managed to insert the paragraph number in the very brief pause the teacher took after 

repeating the answer. 

12S3 Paragraph 3. 
13T Paragraph? 
145 Three 
1ST O.k. before we go to the paragraph when do (cont.) 

In 12S3, the student whose previous answer got accepted suggested the paragraph 

number in which the answer he offered is located. This is an instance of what All wright 

( 1980) calls turn making. It might be a revolt against the need for turn allocating simply 

to say the obvious answer aloud. Alternatively, it could be an expression of hi s 

discontent with putting up hands and waiting to be selected. Whatever the intention of 

the student might happen to be , the instance has apparentl y made two points clear. 

Fi rstly, it shows us that this student and perhaps other students in the same class know 

classroom routines related to the patterns of teacher question. Secondly, as shown in 

Turn I ST , it shows us how the teacher tentatively and diplomatically suspended 

attending to the student's contribution. As part of the teacher's expression of 

disapproval of the self-made turn , what initially seemed in I ST temporary suspension of 
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attention eventually turned out to be a complete rejection as the teacher did not rai se the 

issue in the remaining part of the lesson. 

8 . 1 . 1 . 1 . 1 . 5 Solicits for opposites 

In other instances the teacher sought the antonym/opposite of words in the lesson using 

sol ici ts from the category of 'What' at the beginning type of so li ci ts . Let us look at a 

few examples quoted from the transcript data. 

I T What is the opposite for good? 
2 What is the opposite fo r 'cheap'? 
3 So 'poor' is a persons and now the opposite or antonym of 'poor' 

is what? 
4 Expensive is the oppos ite of __ ? 
5 The opposite of difficu lt is ? 

No difference appears to be there between the tasks the sol icits in I T and 3T above set 

students. In both cases single word answers wi ll satisfy the so lic its. However, solicits 

which begin wi th 'What' ( li ke the examples in I T and 2T above) open the di scussion of 

the vocabulary item at hand while the solicits that have 'What ' at the end ( as in 3T 

above) close the discussions and signal the beginning of the task they have nex t in the 

li st. Opening refers to their beginning of the di scuss ion of whate ver is there to be said 

about the question that was the foc us of their lesson at anyone time whereas closing 

refers to their fi ni shing of the points to be di scussed. When the teacher asks a 'what ' at 

the end so licit, apparentl y it means he wants to get the main point in the lesson re-stated 

by students. Th is could be taken as an expression of the teacher's attempt made to check 

comprehension. The solicits used in turns 4 and 5 are simi lar in funct ion to the solicit 

indicated in turn 3 in the li st. All serve (mainly, of course) clos ing functions. 
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8 . 1 . 1 . 1 . 1 . 6 Solicits for repetition 

Let us look at one example from the instances in the transcript data in which the teacher 

(using 'What" at the beginning solicit) asked one student to repeat an inaudible answer. 

I S Expensive (was said to be inaudible) 
2T Yes? what did you say? 
3T I didn ' t hear. Would you please loud? 
4T What did you say? Yes? Would you please loud? 
5T Did you hear what she said? (to another student) 
6S2 Expensive 
7T Ex pensive. Good. Expensive 
8T O. k. Now 'cheap ' is the opposite of _ _ ? 

As shown above, a long li st of solicits was used by the teacher to get an answer repeated 

by a student. This happened when the teacher asked the student to tell him the antonym 

of the first word they had in the li st of 10 words. Other students in the c lass began 

raising their hands the moment they heard the teacher's request for repeti tion. Getting 

the student repeated the answer became the main task of the moment. In fact, the student 

whose answer was said to be inaudible has been standing up throughout the series of the 

requests for repetition perhaps waiting for a brief pause in which she could insert the 

repetition. In the context of thi s study, students should get up from thei r seat when they 

answer questions. 

In turn TS , he asked another student if she had heard what the previous student said . The 

request in turn TS looks like a request that the teacher made to get confirmed that the 

answer that was given by the prev ious student was inaudible. However, the student with 

no need to confirm the teacher' s expectation repeated the same answer that was 

suggested previously. In turn 7T, the teacher, with no need to confirm with the previous 
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student whether she suggested the same or a different answer, accepted the answer from 

the ' new' student and, as he usuall y did, this time also he developed a new a question 

from the answer. A still closer look at what happened in turn 7T in which the teacher 

said : 'expensive good expensive' seems to indicate that he had heard what the first 

student had said earli er because he seems to be confirming to 6S2 by saying ' that was 

exactl y what was said; you 've heard it right'. 

The chain of teacher question - student answer - teacher feedback goes on like that in 

this lesson with no serious interruptions other than brief stops during which the teacher 

comments on answers or requests for repetitions of inaudible answers. Learning 

opportunities apparently lie in the students' abilities in di scerning what is relevant to 

their own agenda from the lesson- long question and answer exchanges. 

8 . 1 .2 'What' at the end solicits and their functions 

There are 20 instances in which teacher utterances that have 'what' at the end served 

soliciting fu nctions. Ten of the so licits elicited choral answers while answers to 7 of 

them were offered by the teacher. Answers to 3 of the so lic its were cross-referenced to 

other categories. Table 7 summarises this. 

Table 7 

Who 'What' at the end solic its were answered by 

Teacher 7 
Cross-referenced 3 

Choral answer 10 
Total 20 
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Let us look at the following ex tract that consists of a series of semanti ca ll y re lated 

soli c its. In fact, there are only 2 examples of the question type be ing di scussed here but 

the need for the long quotation arose from my des ire to comment on the incident that I 

th ought might have left confusions in the students' minds. First le t us have a qui ck look 

at the textual context 

It has been mentioned earlier that thi s lesson was based on a reading passage g iven in 

the students' course book. The first paragraph of the reading passage in the textbook has 

the sentence 'The house was old and in a poor condition, so Nassredin dec ided to build 

a new, bigger house.' The activity being di scussed here is found two pages after the end 

of the reading passage. The topic of the activity is ' opposite ' . The second word in the 

li st of the vocabulary items in the activity was 'good' , and the sixth was 'poor ' . The 

students were provided with paragraph numbers of the reading passage in which they 

were to look for the antonyms of the two adjectives - 'good' and ' poor'. 

Here is the extract from the data. 

I T The second word? 
2Ss Good 
3T What is the opposite for good? (repeats) 
4S Bad (unnominated but not reprimanded answerer) 
5T Bad ok. (writes on the b.b) bad. Yeah, 'bad ' is the opposite of 'good' but can you find 

thi s word in the passage? 
6Ss No 
7T But you are you are asked you are asked to find to give the opposite of words by 

finding in the passage. Yeah. But 'bad ' is not found in the passage. So 'good ' uh 
'bad' is the opposite of 'good' but you are asked to give the opposite of words by 
finding the words in the passage. But ' poor' is found in the passage. yes? 

8T So in whi ch paragraph call you find th is word? 
9Ss Paragraph one 
lOT Paragraph? 
I I Ss Paragraph one 
12T Can you read the sentence ill paragraph one? 
13S (reads) 
14T ill a poor - ---? 
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ISSs condition 
16T Look in a poor condition the house uh the house uhm 

the house was old and .. . ? 
17Ss in a poor condition 
1ST in a poor condition. So you see this word (pointing to 'good') is the opposite or the 

antonym of 'poor' for condition , you see, isn' t it? 
19Ss Yes 
20T If a person uh if we use thi s 'good' for a person is it the antonym of uhm is 'good' the 

antonym of 'poor' for a person? 
21Ss No 
22T No. You see, 'good ' is the antonym of what? 
23Ss Bad 
24T Bad for a person isn' t it? 
2ST but for condition uh for condition the antonym of 'good' is what? . 
26Ss Poor 
27T This building is new and it is in a good condition. Yes or no? 
2SSs Yes 
29T but Nesredin' s house is uh old and in a poor ? 
30Ss Condition 
31T Well , it is possible again to say in bad condition in bad condition . But spec ifi cally 

'good' is the antonym of 'poor' condition but when you use 'good' for a 'person' 
when you are asked to give antonym of good that is 'bad' not 'poor', not 'poor', o.k. 
What is the third one? 

As IT shows the solicit in the above series begins with a ' non-wh' question type . It is an 

example of the soliciting utterances that have been class ified in the 'miscellaneous' 

category. There are 2 other examples of such soliciting utterances in the series (see 14T 

and 16T). Structurall y, such utterances do not have a question form. It is the teacher's 

tone and the context of their occurrence that determine the ir fun ction. During my 

class room observation, I noticed that students in thi s class, perh aps due to their 

experience of working with the teacher's soliciting behaviour could , with littl e 

difficulty, understand that such utterances demand a short but simultaneous response 

from them. This questioning behaviour is one of the main ways used by thi s teacher to 

draw, simultaneously, several students into the classroom participation. 
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If we look at turn ST, we observe that the teacher is accepting, though tentatively, an 

unnominated answer (see turn 4S) from one of the students in the class. The ground rul e 

which has been operating in the question-answer exchanges appears to be often 

answering by nomination but rarely offering simultaneous responses. An y sign that has 

been noted by the teacher as a threat to thi s ground ru le is normall y suppressed by 'one 

at a time' from the teacher. Students who dare to break the rule suffe r at least sanctions 

and their answer even if it is correct, will be rejected. But in thi s parti cular contex t, the 

teacher accepted the answer without at least reproving the student for breaking the rule. 

Indeed, the teacher may have a purpose for tolerating some students' behav iour and 

criticising others' . However, it should not remain unnoticed that unless the purpose 

underl ying the teacher's decision is made clear to the class in public, it is poss ible to 

think that such differential treatment might create an undesirable effect on learners. 

As stated in the opelllng sentence of the above paragraph, the teacher in turn ST 

tentati vely accepted the answer suggested by an unnominated answerer. What made the 

teacher' s accepting of the answer 'tentati ve' appears to be not the student' s rul e­

breaking behav iour but the incorrectness of the suggested answer. The answer that was 

tentati vely accepted in turn ST was eventually di smissed in turn 7T. The fact that the 

suggested answer is di smissed in turn 7T implies that the solicit in turn I T still desires 

an answer. This also means that a more appropri ate answer is expected from the cl ass , 

not from the teacher unless there is a suffic ient proof to show that the class is incapable 

of prov iding the desired answer. However, the teacher, in turn 7T, prov ided the sentence 

'but poor is found in the passage'. It is not known how many students coul d reall y take 

'poor' in place of ' bad ' in that context. The extent to which students coul d, agai n in that 
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contex t, understand the role of the reading passage (contex t) 111 determining meaning 

also remains questionable. 

As shown in subsequent turns in the series, the question-answer exchanges smoothly 

continued as if nothing wrong has happened in the prev ious turns. Thi s is how 

classroom works as a learning environment. This is also how teacher verbal behaviour 

determines patterns of classroom interaction and perhaps learning. 

It is in turn 1ST that the teacher explicitly told the class that 'poor' is the antonym of 

'good ' . The condition referred to there is the condition of the house in the passage. But 

'condition ' is far removed from the house in the di scuss ion and thi s might create on 

students a sense of generalising that 'condition ' collocates only with 'poor ' regardless of 

the context of use. During the lesson: 'The house is in a bad condition ' seems to have 

been treated as if it were an unacceptable sentence by nati ve Engli sh speakers but I am 

not sure if nati ve speakers would judge the sentence incorrect. 

The soliciting utterance in turn 20T consists of various fal se starts and hes itations which 

might make comprehension of meaning by students difficult. In turn 2 1 Ss, however, 

students found it possible to make sense of the apparently vague solicit and offered an 

answer. It is just not easy to imagine what works well and what does not work so we ll 

fo r students as they sometimes fail to suggest a correct answer to soli cits that appear to 
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be clear to us. As noted in Tajino's (1993) study of perceptions of difficulty - a stud y 

that was conducted in language teaching classroom in Japan - students seem to be using 

their own criteria to say a question is vague or clear and difficult or easy. 

In turns 22T - 24T, the teacher takes the students back to the situation that is similar to 

the one in which he dropped the issue of 'good ' and 'bad' as antonyms to each other and 

declared that they are antonyms 'for' a person. Turns 27-30 establish that 'good' is the 

antonym of 'poor' for condition. In turn T33, as quoted below again , the distinction that 

has been keeping apart 'bad ' and 'good ' throughout the prev ious turns seems to have 

been abandoned altogether when the teacher said 

It ' s possible again to say in bad condition in bad condition but specifically 
'good' is the antonym of 'poor' condition. But when you use 'good' for 
person when you are asked to give antonym of 'good' that is ' bad ' not 'poor' , 
not 'poor' , o. k. What is the third one? 

What was precisely learned by students from thi s was not measured as doing that was 

not the job of this study . Two things seem to be clear, however. One, when the teacher 

said: 'When you are asked to give the antonym of 'good ' that is 'bad' , not 'poor' he 

seems to be referring indirectly to what he asks in examinations and the answer he 

expects students to write. Two, it is possible to state that the teacher left the students in 

a potentially confusing state of mind regarding the meaning that was intended to be 

learned. Possible confusions that the teacher's expl anation suggests include the 

followin g. 

I . Good is the antonym of bad. 
2 Good is not the antonym of bad. 
3 Good is the antonym of poor. 
4 Good is not the antonym of poor. 
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Thi s is how the lesson on vocabulary was going on. As can be understood from the 

extract above, the way the lesson was made to progress seems liable to create confusion 

in the minds of the students. This means that the attempts made by the teacher to make 

some points in the lesson more clear by providing explanations turned out to make the 

points more complicated. Pieces of evidence that have been di scussed so far indicate 

that any attempt made to give a 'good' explanation is hopeless, not just difficult. 

Future research is needed to seek ways of stopping teachers from wasting their time to 

give 'good' explanations. However, until then, there is some hope to believe that the 

classroom situation is not as confusing as it appears to be . This is because, if giving a 

correct answer is agreed to be a yardstick for measuring understanding, in nearl y all of 

the question-answer instances at least some students were capable of providing answers 

that were judged to be correct by the teacher. 

Learning experience in a virtually ambiguous and sometimes confusing situation has 

apparently taught students to develop their own strategies of di scerning what is relevant 

from what is irrelevant in the context of a given lesson. This observation might create 

the impression that one perhaps wrongly wishes to see classroom happenings to be more 

clear for students to understand them. Perhaps they are already sufficientl y clear enough 

for those who work in them as learners. 

When we return to the issue of 'What ' at the end solicits in this transcript data, we 

notice an instance in which another set of 'What' at the end type of soli cit was used by 
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the teacher to explore the students' experience. At first sight, the soli cits (see below) 

might create some doubt regarding the extent to which students feel comfortable to 

remember and discuss painful situations. This happens to be so when we think that 

people generall y tend to suppress painfu l memories. In fact, it is al so cu lturally 

inappropriate to discuss the death of a family member in public such as in the 

classroom. 

The situation appears to be more embarrassing when the participants have limited life 

experience mainly due to age such as the students in the class being discussed here. 

However, in the context cited below since students had to give a-one-word long answer 

simultaneously, the effect might not be as serious as when individual students are 

requ ired to provide a complete answer. 

In addition, although this incident might alert the teacher and textbook writers to select 

appropriate examples to be discussed with students in class, it also needs to be pointed 

out that classroom in general and language teaching classroom in particular, needs to 

create opportunities for students to talk in the target language about the various aspects 

of life including happiness and sadness. After all , later in life, students perhaps need the 

target language to express painful feelings or to console the bereaved. The classroom is 

vi rtually the only place they can learn the language. Let us see it. 

T If you lose your brother (repeats it 2 more times) 
When you lose your brother you feel what? 

Ss Sad 
T If you fail to pass the exam you feel what? 
Ss Sad happy sad happy 
T Yeah. You feel happy 
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The fact that the teacher ignored 'happy' in the choral answer might be taken as 

ev idence of missed teaching/learnin g opportunity as the students who proposed it as a 

candidate answer might have taken it as synonymous with ' sad '. 

8 . 3 Other 'Whs' and their functions 

There are 15 instances in which teacher utterances that have 'Whs' other than 'What' 

served soliciting functions. Answers to 10 of them were offered by indi vidual students 

whil e there were 4 choral answers. One instance in which two of the solicits from thi s 

category asked students to make a sentence with the word they were learning is quoted 

and di scussed below. 

IT Cheap. Anybody who can make a sentence with 'cheap '? 
2T Anybody? 
3T Any student who can make a sentence with the word 'cheap'? 
4T Would you please make a sentence using the word 'cheap'? 
SS Thi s pen is cheap 
6T This pen is cheap. Yeah. 
7T Thi s pen is cheap (reads as he writes on the b.b.) 
8T You know 'cheap' means something that has a lower price, isn' t it? 
9T O. k. Who can make a sentence with 'expensive'? 
lOS This car is expensive 
liT Yes. This car is expensive (reads as he writes on the b.b.) 
12T Now when you compare the prices of the pen and the car which one is ex pensive? 
13Ss The car is expensive and the pen is cheap 
14T Well , this is the first word and the antonym of 'cheap' is 'expensive' 

The first 3 solicits were made before the teacher nominated a student. The rati onale for 

the teacher's repeating of the so lici ts can be assumed to have emerged from the need to 

engage many students into thin king about what they could say. If thi s assumption 

proved to be correct, then thi s could be taken as an effort the teacher has made towards 

creating opportunities for students at least to think how they could put their thought into 
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the target language. Offering students opportunities to think either indi vidually or in 

groups and then asking some of them to report products to the whole class might extend 

their opportunity to practise speaking/writing using the words they are trying to learn in 

the class. 

Here, however, on ly one student was offered the opportun ity although many mi ght have 

thought about what sentence to make using 'cheap' - the word with wh ich the teacher 

required them to make a sentence. In none of the so li citing instances and turns did thi s 

teacher ask more than one student to suggest alternative answers to the sol iciting 

utterances. Re-di recting soliciting utterances to other students even when an adequate 

answer is obtained from the first answerer extends the opportunities of students ' 

participation in the classroom interaction. It also extends the opportunity of students' 

exposure to various language inputs from the ir fe llow learners. This is because, previous 

study, for instance, a study made by Slimani ( 1987) on student 'uptake ' has traced the 

sources of more up-taken items in the topics in itiated by fellow learners than those by 

the teacher. 

The data obtained from the teachers during the interview sessions reveal that teachers 

have their own worries about covering the material in the tex tbook. This might partly 

explai n why they cannot afford time to re - direct (if time is assumed to be a problem, of 

course) questions to other students so that many can benefit from that. Below are quoted 

two interview excerpts to show the relevance of the implication of the repli es to the 

issue being di scussed . 
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I. 

In the excerpts taken from interview replies obtained from the teachers, the teachers 

have differe nt rationales for the urge to fin ish the material in the textbook but the 

implication of both seem to affect how they do things in the classroom inc luding their 

questioning behaviour. The interview question 'what will happen if you don't cover 

some of the points from the textbook in class?' arose when the teachers rai sed lack of 

time as a problem that stops them from doing many things in class . Excerpt I is taken 

from the interview made with the vocabu lary teacher, and excerpt 2 fro m the grammar 

teacher discussed in the previous chapter. 

Yeah. Yeah. There are many things [many things that wi ll happen] if we don't 
cover the textbook, the school officials might ask you, why and if you explain 
or if you te ll them that we passed this by doing thi s and that they don ' t 
understand ... 

2. In a way uh if we don't cover the portion? We're supposed to cover the portion. The 

port ion must be finished within a given period of time because if we don't cover thi s portion 

next year when they go to the next c lass they ' re going to be base less ... The next portion 

depends on that . 

Let us return to the extract taken from the data earlier in which the prices of a pen and a 

car were compared to decide wh ich is more/less expens ive . [t is not just easy to 

understand from the examples given by students and repeated by the teacher how much 

is worth the 'cheap pen' and the 'expensive car'. 'Cheap' and 'expens ive' seem to be 

relative notions. There are both cheap and expensive pens perhaps as much as there are 

cheap and expensive cars . After all , cars and pens are too different th ings to compare 

their prices. 
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Yet, there is something potentiall y useful in what has happened. That is to say, the 

students have apparentl y obtained some vague understandi ng and even that vague 

understand ing is hoped to stimu late further learni ng. Another instance (see be low) in 

which other 'Whs' were used in thi s lesson created an opportun ity fo r students to 

explore their own experience. 

I T When do you feel sad? (repeated 4 more times) 
25 When we are unhappy 
3T When we are unhappy uh that means we are sad 

In connecti on with the repetition in I T above, as noted earli er, if the need for the 

repeti tions arose fro m the need to draw many students in to ex pl oring their experience in 

the target language, it is go ing to be an example of the behav iour that is worth 

encouraging. However, it appears hopeless to think that way as the opportuni ty to make 

a sentence was offered only to one student. What makes it look more vague is the 

information that was suggested by the student and repeated and got approved of by the 

teacher. This means that the example that says: 'We fee l sad when we are unhappy' is 

the same as saying 'When we are unhappy we are sad'. The same thing can make us fee l 

sad or unhappy The same information circulates in both cases. Th is can be taken as an 

example of the instances in which meaning is taught in a narrow and repetiti ve way. Yet 

there is some hope to think that students can get thi s cleared up gradual ly, perhaps. 

If, however, the behaviour was to be taken as part of the effort made by the teacher to 

ensure that everybody has heard the solicit, it is going to be taken as part of the 

behaviour that needs to be replaced by a more pedagogicall y he lpful behaviour as the 

teacher's habi t of repeating solic its may di scourage initial li stening. There is, however, a 
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piece of evidence in the student diary that tell s us that teacher repetition of student 

question is helpful. The excerpt also contains the student 's perception of the teacher 's 

perception regarding the purpose of the teacher' s repetition of questions. 

There are some students in the class who ask questions and the teacher 
repeats their questions. This is good for us to lear. Our teacher thinks 
we don ' t understand the lesson and the questions he asks. That's why 
he asks us the same question again and again, I think (W) 

8 . 4 Yes/no type solicit and the functions they served 

) 

There are 16 instances in which teacher utterances that could elicit 'yes/no' answers 

served soliciting functions in the data. The teacher used the solicits in thi s category to 

ask students to 

- repeat answers 

- locate words and read the paragraphs in which the words are located 

di splay their understanding of the lesson 

- tell him which word in the li st to do next 

8 • 4 • 1 Asking a student to repeat an answer 

In one instance, as was commented on earlier, the teacher used the so licits from thi s 

category to get one answer repeated by one student. Let us see again how thi s happened. 

IT You know what is the antonym? 
2T What is the opposite for cheap? 
3S Expensive (was said to be inaudible) 
4T What did you say? Yes? 
5T I didn't hear. Would you please loud? (repeats) 

(many other hands for the opportunity to repeat) 
6T What did you say? 
7T Do you hear what she says? (to another student) 
8S2 Expensive 
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9T Expensive. Yes, expensive 

In IT the teacher asked a solicit that is pre-faced by 'you know ' to see if students knew 

the antonym/opposite of cheap. The answer the student offered in 3S happened to be 

inaudible to the teacher. He, therefore, needed to get it repeated in 4T. 

In turn 5T, the teacher reinforced the previous so licit by directing another solicit to the 

student herself. His request for repetition is prefaced by the rationale for the need fo r 

repetition. The solicit in 7T was directed to one particular student (d ifferent from the 

first student), although there were raised hands in class to compete for the opportunity to 

say the answer apparently in a more audible voice. 

In many of the classes I observed during data collection, I have noticed students ' hands 

going up to compete for the opportunity to say the answers that have already been 

offered by other students even when the students who gave the answers were asked to 

repeat the answers. In this particular example, however, the teacher directed the question 

to another student before the first student managed to repeat the answer. In fact , it 

remained not clear why the teacher denied the first answerer the opportunity to repeat 

her own answer 

As regards students who compete for the opportunity to repeat other students' answers 

even when the original answerers are capable of doing it, it is poss ible to assume that 

perhaps being able to win the competition for nomination matters to some students more 

than what they could say if they are nominated. Future research migh t be needed to give 

us insight into students' perceptions of thi s issue. Until then , it mi ght be possible again 
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to assume that students who compete for the opportunity to repeat answers offered by 

other students while the original answerers are capable of doing it are either trying to 

a) show off, 

b) evade the trouble of thinking answers of their own, 

c) initiate feedback from the teacher or they are trying to 

d) use the opportunity to practice using the target language . 

8 . 4 . 2 Locating words in the text. 

O.k. bad yeah, bad is the opposite of good, but can you find this word in the passage? 
No. 
but you are asked to or the book asked you to give the opposite of the words finding in 
the passage 

In I T, we observe that the teacher is tentatively accepting ' bad ' as the opposite of 

' good ' . In the same turn , he wanted to get confirmed if students cou ld/cou ld not fi nd the 

word in the passage. The use of the 'but' at the beginning of the solic it appears to serve 

as a clue to his intention to drop the tentatively accepted answer. The students al so seem 

to be co-operating in turn 2Ss. This is because it j ust does not seem to be easy for them 

to remember whether or not the reading passage they did in the previous lesson had the 

adjective 'bad ' in it. 

Below are quoted some instances from the transcript data in which the teacher asked 

students to identify the paragraphs in which the words they were di scuss ing were 

located. As shown below choral answers identified the paragraph numbers and 

indiv idual students read the paragraphs. Identifying paragraphs in this sense involves 
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on ly reading the paragraph number loud out, as the numbers have been indicated against 

each word in the textbook. Let us look at how thi s happened. 

IT So in wh ich paragraph can you find thi s word ? 
2Ss Paragraph one 
3T Paragraph? 
4Ss Paragraph one 
ST Can you read the sentence in paragraph one? 
6S (reads the paragraph) 

In I T, the choral task invo lves onl y reading loud out the paragraph number from the 

textbook and the students did that in turn 5s 2. In this case, nomination for answering 

did not seem to be necessary perhaps because the answer is obvious from the textbook. 

There are instances, however, in which nominations were made for the opportun ity to 

say loud out the obvious answers. The very fact that students say obvious answers in 

public in class is itself an opportunity for them to practice pronunciation and get 

approva l as answering teacher question is virtuall y the only option access ible to them to 

do that. In 3T, the purpose of the request for repetition of the answer is not clear. One 

reason for teachers' request for repetition of answers, as noted elsewhere in thi s study, is 

to show their detection of error of some sort. This particu lar instance is not about errors, 

however. 

Teacher request for repetition might also mean hi s request for increased attention. After 

the students ' repetition of the answer in the quoted material, for instance, the teacher 

made a general solicit for the opportunity to read the paragraph that has been identified 

earlier. The request he made for repetition earlier might have been intended to keep the 

students alert to this new solicit. 
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8 . 4 . 3 When the students' comprehension is the focus 

From the example quoted below (thi s example was commented on earli er in thi s 

chapter) we can notice the teacher's attempt to use the soli cit from the 'yes/no' type to 

check the students' understanding of the contex ts in which 'poor' and 'bad ' can serve as 

antonyms of 'good' . In fact , the context has not been clearl y stated to enhance 

understanding. 

T If a person, if we use thi s 'poor' for a person, is it the antonym of uh is 'poor' the 
antonym of 'good' for a person? 

Ss No 
T No. You see, 'good' is the antonym of what? 
S bad 
T 'bad' for a person , isn' t it? but fo r condition the antonym of 'good' is what? 
Ss Poor 

In other instances (see blow), we observe when the teacher used so licits fro m thi s 

category to check if students knew the meanings of the words they had studied. The 

teacher used these solicits at the end of their di scussion of the first topic they had for the 

peri od. As noted elsewhere in thi s study, the solic its seem to be doing pre-closing 

functi ons because the moment they were posed the studen ts began talking about the 

second topic they had for the day. In fact, the solicits marked not only the end of the first 

topic but they al so showed the end of their lesson period. 

T Any question? 
(noises) 
Any problem concerning thi s antonym? 
O. k. Is there any word that you don' t kn ow the mean ing? 
Do you know the meaning of all words here? 
So let's proceed to the next topic 

Excerpts taken from student diaries show their lack of opportunit ies to ask questions 

during the lessons. In the first extract, we notice the student's reaction to lack of time to 
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ask questions and her disappointment with the teacher 's postponement of answering the 

only quest ion asked towards the end of the period. From the second excerpt, we 

understand how stude nts bother about not interrupting with the lesson during teacher 

ex pl anat ion. The student also seems to be unhappy about the exp lanati on which lasts up 

to the end of the period. Let us see both excerpts. 

I. When the teacher said 'ask me anything you do not understood ' many students 
raised their hands. At the end of the period, on ly one student asked a question 
and the teacher postponed answering even that question. (W) 

2. [t is wrong to stop the teacher for a question while he is explaining the lesson. I 
always delay my questions until the end of hi s explanation. He finishes 
ex plaining at the end of the period and I can' t get time to ask a question . Even 
when he fini shes ex plaining a few minutes before the end of the period, [ can' t 
ask all the questions. Students also shout towards the end of the peri od. (W) 

8 . 5 Miscellaneous solicits 

Some of the so licits in thi s category have a 'fill in the blank ' type of characteri stic. T hi s 

refers to the instances in which teacher utterances served to e li cit answers to be fi ll ed in 

the blank spaces that the teacher created with a pause and a questi oning tone. Other 

so li cits in the category request students to repeat what has been said earli er. Still others 

are so li cits that seem to playa pre-closing role before transitions between questions or 

phases in a lesson. Altogether there are 32 instances in which teacher utterances of thi s 

category served so liciting functions in the data. Twenty-four of the solicits in thi s 

category elicited choral answers. This indicates two things. On the one hand, solicits in 

thi s category require short answers, one or two words. On the other hand, the answers 

they require are readily accessible to several students at the same time. 
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8 . 5 . 1 Functions they served 

Soli c its in this category served one or the other of the followin g fu nctions in thi s data. 

Detail s of the functions they served in the data have been discussed earlier as the so licits 

in this category have no separate functions of their own. 

Checking students ' comprehension 

2 Asking for repetition 

3 Identify ing which word in the li st to do next 

4 Searching for word meanings 

This teacher was asked in an interview what his opinion is on the number of questions 

he asked during the lesson. Here is a full text of hi s rep ly 

It doesn't happen (asking many questions). I mostl y not usually I mean not always 
but I mostly use such methods because you know I feel that or I think that when I 
do this (when I ask many questions) most students will understand what I'm 
say ing or whatI'm teaching. Because of this I hope if I'm not mi staken language 
needs a lot of exercise and when you do exercise you have to repeat them so many 
times. Even the textbooks repeat a word or words in different ways. This is 
because to understand easi ly. You see that is why I I always ask many questions 
and I want to get answers from students. 

From the teacher's replies we understand the teacher's own belief of how language is 

learned: through doing a lot of exerci se. Learning through doing exerc ise might enhance 

understanding provided that the exerci ses are not geared entire ly towards drills with the 

form of the target language. Thi s vocabu lary lesson is not based on practising form s of 

the target language. Apparently the main purpose of the lesson is to enable students to 

identify from a reading passage words that are synonymous to a grou p of words 
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provided in the textbook. Finding the mean ings of some words , making sen tences using 

other words, learning pronunciations are all incidental learning opportunities that 

emerged during the vocabulary lesson. 

The teacher tends to be sharing ground with proponents of 'Audiolingua li sm' which 

argues in favour of habit formation through frequent practice when he says: 'When you 

do exercise you have to repeat them so many times' . Excessive repetition by the teacher 

adds more to the quantity rather than the quality of teacher talk. This damages the 

quality of teacher talk. The teacher also has indicated that he followed the textbook as a 

model when he rep lies: 'even the textbooks repeat. .. .' This might indicate the extent to 

which the textbook dictates what things teachers should do and how they should do 

whatever they are recommended to do during a lesson . 

Before we move on to Chapter IX, the chapter which di scusses Students' verbal 

behaviour and learning opportunities in a vocabu lary lesson, let us summarise the 

main points discussed in this chapter. 

8 . 6 Summary of the chapter 

Soliciting utterances in this data have been classfied into 5 categories. The bases of 

categoris ing the solicits were the grammatical forms of the utterances and their context 

of occurrence in the data. Except for a limited instances such as the one in which the 

students were requ ired to make sentences of their own using 'cheap ' and 'expensive', 

nearly all of the solicits of all the categories did not require extended linguistic 

production and complex interactive work. Even in the instances in which the students 
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were asked to make sentences, the task tested the students' comprehension of simple 

definitions of the words. Th is happened to be so partly because of the nature of the 

so lic its that were asked during the lesson but mainly it happened to be so because of the 

fu nctions the sol icits were made to serve. Let us look at some examples in which the 

way the teacher used the solic its disarms the soli cits of their potential to lead to an 

extended linguistic production. 

I Ss Wealthy (answer to the prev ious question) 
2T Wealthy. Now you know what 'wealthy' is?' 
3T May be thi s word uhm may be new for some students 
4T What' s the word that gives this meaning? 

The question In turn 2 (above) demands seJ'l ous thinking in which students have to 

search fo r relevant thought and suitable terms with which to express the thought. Not 

only that it also requires them to search for acceptable ways of collocating the terms so 

that the final lingui stic product wi ll , when offic ia lly presented to the class, give the 

intended mean ing. As seen in turn 3T, the teacher with no proof from the class of the 

unfamiliarity of the word to some students , dropped the in itial purpose the question was 

intended to serve and made it serve a new but eas ier purpose to serve - look ing for a 

synonym. Even if there was evidence in c lass to show that ' wealthy' was not famil iar to 

some students, the class had many 'some' students and the word was feared to be 

unfamiliar only to one 'some ' from among the many 'somes' in the class of over 

s tudents . Another instance is quoted be low 

5T You know what 'buy' is? 
6Ss Yes 
7T What is the meaning of 'buy'? (repeats) 
8T To take something by giving-----? 
9Ss Money 
lOT Money 
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In turn 5T (above) again, the teacher asked the students if they knew what 'buy' is . In 

turn 6Ss he obtained a positive answer and pursued the question further as shown in turn 

7T. Despite the students' answer in 6Ss, what suddenly prompted the teacher to reduce 

the question to a blank filling type question in turn 8T remained unknown . In fact , it is 

possible to speculate that the teacher changed the purpose of the question perhaps 

because he did not have trust in the students' linguistic capacity to tell him the meaning 

he wished to get elicited by 'buy'. If thi s specul ation happens to be true, then, this 

teacher and other teachers with a similar thought need to learn to have confidence in 

thei r students' communicative sk ill s. Learning to trust students ' communicative ski ll , it 

seems, might have an implicat ion for the craving teachers have for accuracy of language 

to be used by students. 

Having seen thi s much in the preceding chapter (Chapter Vill) on the Analysis and 

Interpretation of the recurrent verbal behaviour in a vocabulary lesson , we can now go to 

Chapter IX to see students' verbal behavior and the potential learning opportunities that 

cou ld arise during the vocabulary period but let me add just 2 points and sum up this 

section. 

I. The soliciting utterances in this data, regardless of their categori es, were made to 

elicit short and predictable answers. This means the way the so licit is asked seems to 

determine the nature of the interactive work the solicit demanded of students so much as 

the nature of the sol icit asked. Paraphrasing has been noted to have reduced the ini tial 

task the solicits set students. 
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2. Through paraphrasing, the teacher usually got very close to providing answers 

himsel f. In fact , thi s is me ntioned only to draw attention to the damage caused to some 

so licits by paraphrasing. It needs to be pointed out here that getting close to providing 

answers might not be surpri sing when seen in li ght of the instances in the transc ript data 

in which the teacher went beyond getting closer to answering hi s own solicit and 

himself provided complete answers. 

As can be recalled, the 3rd chapter of the analysis and interpretation of the grammar 

lesson transcript data (Chapter VI in the Thesis) presented the analysis and 

interpretation of the Nature of student verbal behaviour and Learning opportunities 

in the grammar lesson. Similarly, the 3rd chapter of thi s vocabu lary lesson transcript data 

(Chapter IX in the Thes is) will present the analysis and interpretati on of the Nature of 

student verbal behaviour and Learning opportunities used in this vocabulary 

lesson. (Research questions 1 & 3) 
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CHAPTER IX 

THE NATURE OF STUDENTS' VERBAL BEHAVIOUR AND LEARNING 

OPPORTUNITIES IN A VOCABULARY LESSON 

9 . 0 Introduction 

This chapter has two sections. The first secti on is on students' verbal behav iour during a 

vocabul ary lesson while the second section is on the potenti al learn ing opportunities that 

could ari se during the lesson. 

9 . 1 The Nature of students' verbal behaviour used in a vocabulary lesson 

As noted elsewhere in this study, teacher initiates-students respond- teacher gives 

feedback (I-R-F) is the instructional format practised in thi s lesson. Throughout the 

lesson, the teacher did the initiating and the students, the responding. This agrees with 

All wri ght and Bailely's (1990) observation of di stribution of c lassroom talk . In 

reference to this All wright and Bailey state that 

Observati ons of many different classes, both in content area subjects 
and in language instruction, consistently show that teachers typicall y 
do between one half and three quarters of the talking done in class. 
This findi ng is parti all y explained by the observation that of 
Bellack's four classroom discourse moves . .. [T]hree are usuall y 
restri cted to the teacher: structuring, soliciting, and reacting. Onl y 
one, responding, is typicall y the students' prerogati ve ( 1990: 139). 
(italics original ). 

As revealed in the vanous episodes discussed in the prevIOUS chapters, in th is 

vocabul ary lesson, responding was typicall y the studen ts' prerogat ive. This means that 

apart from the instances in which some students ' de liberately or accidentall y created 
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other speaking turns (or rather repeating turns) for themselves through making errors in 

answering teacher solicits, there was onl y a single instance in the data in which a student 

created a turn himself and suggested a - two - word long utterance. Even that single 

contribution remained suspended throughout the lesson. This cou ld be taken as ev idence 

of the 'absolute' control the teacher had over the students' verbal behaviour during thi s 

lesson. Let us see how this happened. 

S Happy 
T Happy. Yes. 
S Paragraph 3 (un nominated) 
T Paragraph? 
S 3 
T O. k. Before you go to the paragraph when do (con.) 

As commented on earlier in the last two chapters , 'What' beginning questio ns seem to 

have lost their potential power to lead students to extended interactive work in man y 

instances in the transcript data. Let us look at the following 2 examples. In the first 

extract a student was offered the opportunity to answer the so licit with no need on the 

part of the teacher to reduce the solicit to the extent where a single word could be a 

sati sfactory answer. In fact, the solicit elicited the longest utterance made by a student in 

thi s transcript data. It is 7 words long. 

In the second example, after the student 's initial attempt, the teacher himself provided 

the framework of the answer and 'morally' requ ired the students to provide a single 

word to replace the 'what ' at the end of the framework of the needed answer. Either the 

same student himself could have improved the answer or other students could have 

come to hi s rescue if the question were re-directed to other students in the class. Now 

the examples: /"" 
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Ex. I 

Ex.2 

T What do you mean by antonyms? 
S Anton yms are words that have opposite meanings (6: 397) 

T What do you mean by proud? (repeats) 
S (inaudi ble) 
T Yeah, you have the idea. (repeats) 

A proud person is a person who look down on the other people, isn't 
it? 
Or who can himself above what? 

Ss all 

The longest choral utterance (see below) is 9 words long. This utterance in volved choral 

readi ng of two sen tences from the blackboard. 

T Now when you compare the prices of the pen and the car which one is 
expensive? 

Ss The car is expensive and the pen is cheap 

9 . I . 1 What constituted students' answers 

The investigations that have been made into the funct ions of teacher solicits in the 

previous sections have implications fo r what constituted students answers. This happens 

to be so because in all the turns the students were offered they answered teacher solic its. 

As exp lained above, partly because of the nature of teacher solicit but main ly because of 

the way the so li cits were made use of by the teacher, the students did not get in volved in 

tasks that required extended lingu istic production. This means that the teacher through 

paraphras ing/ rephras ing soli cits made the students ' interactive work unhelpfully simple 

and predictable. 

In general terms , reading and 'speaking' were what the students were required to do in 

the turns that they were offered. (The term 'speaking' refers to answering when initi ated 
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in thi s context.) What constituted their reading and speaking were noted in detai l for 

vari ous purposes in the preceding sections in this chapter. What I have listed be low is, 

therefore, a summary of the previous discuss ions. 

9 . 1 . 1 Reading 

Paragraph numbers 

Words from a list 

Paragraphs from the tex tbook/from the blackboard 

9 . 1 . 1 . 1 Speaking 

Completing teacher sentences 

Making sentences of their own (2 instances) 

Telling the teacher anton yms/opposites of words 

Telling the teacher meanings of words 

Repeating what has been said 

9 . 2 Learning opportunities 

As exp lained in Chapter VI, students seem to have idiosyncrati c opportuniti es of 

learnin g. The incident that can be a source of learning material for some students might 

not be so for others. However, what is officially planned by the teacher as a lesson can, 

apart from being the materi al to learn, be taken as a potential source of opportun ities for 

students' learning. In the context of th is study in particu lar, the classroom is virtuall y the 

onl y place for students to encounter Engli sh, and as a result, it is because of the lesson 

260 



that is planned by the teacher that opportunities for the students' learning of different 

aspects of the target language can be created. 

In thi s data, for instance, what was apparently hoped for by the teacher to be gained by 

the students from thi s lesson is the antonyms/opposites of 10 vocabulary items. In the 

process of making this happen, several other opportunities were created, jointly by the 

teacher and the students. For example, there were opportunities for students to get 

exposed to meanings of certain vocabulary items. In the extract quoted below, for 

instance, it is poss ible for some students to pick up 'buy' as an act that invo lves 'taking 

something by giving money but, as commented on earlier, the opportunity for another 

perhaps better learning remained unused due to teacher paraphrasinglrephrasi ng of the 

so li cit. The first solicit, for instance, could have led them to a more extended lingui sti c 

production. 

T You know what the meaning of buy is? 
To take something by giving what? 

Ss Money 

In the contex ts where the classroom is virtually the only place for students to get 

exposure to the target language, even with their damaging effects as shown in the above 

extract, the ways the solicits are asked and paraphrasedlrepeated could themselves be 

opportunities for some students either to test their own hypothes is underl yi ng question -

asking skill s, or they may encourage them to deve lop one. In short, apart from the 

content and the skill s officially planned by the teacher for student to learn during thi s 

vocabulary lesson, the classroom processes of enabling them to learn whatever was 
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planned, themselves coul d gIve rI se to plenty of potenti all y he lpful learn ing 

opportuniti es. 

The ex tra lingui sti c informati on offered by the teacher in some instances might be 

opportunities fo r some students to get additi onal tips to their reperto ire of the target 

language. In the extracts below, for instance, there were opportuniti es fo r students to 

learn or to learn more about pre-fi x, degrees of comparisons and pronunciation . Let us 

see the examples . 

Ex. I 

Ex. 2. 

Ex. 3. 

T Unhappy 
'Un-' is what? 
It 's uh it 's I mean a 'prefi x' 

T Slowest. Now what's the comparati ve form? 
Ss Slow 
T 'S lowest' is what? 

Superlati ve. 'S lowest' is the superlati ve degree of 's low' 

T and we don' t say should (the ' I' pronounced) 
and we say what? 

Ss shou ld (the III is silent) 

The above qu oted mate ri al might a lso gi ve some curious students opportunities that will 

raise thei r awareness to the potent ia l usefulness of the d ictionary in th is regard. The 

instances in which students were required to make sentences usi ng the words they were 

learning a lso could create learning opportunities. Let us see the so li c its. 
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T Anybody who can make a sentence with 'cheap'? 
(turns omitted) 

T Who can make a sentence with 'expensive'? 

The soli cits are assumed to create opportunities potenti all y fo r all students in the class to 

produce sentences and rehearse the m privately although onl y two students were 

eventually given the opportunity to say their sentences in pub lic. 

9 . 3 Closing words 

We have now fi ni shed the chapters on Analysis, Interpretation and Presentation of 

the data used in the present study. As can be remembered, we started the Analysis and 

Interpretation of the data in Chapter IV . In that chapter we read the nature of the verbal 

behav ior used in a grammar lesson with the potential effect the behavior has on 

classroom interaction and learning. 

In Chapter V we read the nature of the recurrent verbal behavior during a grammar 

lesson and of the tasks the recurrent verbal behaviour set the students. This was also 

seen in terms of the potential learn ing opportunities that could arise during the 

class room interaction that the tasks demand of students. 

Chapter VI re-viewed more clearly the nature of the students' verbal behav iour and the 

potential learnin g opportunities. Students ' verbal behaviour and potential learn ing 

opportuniti es were al so crucial components of the issues discussed in the prior 2 

chapters. 
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Chapters VII - IX served the same functions as Chapters IV - VI. The onl y difference in 

their purpose was the difference in the type of the lesson that was analysed and 

in terpreted in the chapters. T hi s means that the first 3 chapters were on a grammar 

lesson whi le the second 3 chapters were on a vocabulary lesson. 

As has been repeatedly stated, the main issue that thi s study concerned itself with was 

in vestigating the nature of the classroom verbal behaviour and the potenti al learning 

opportunities that cou ld ari se during English lessons. Th is was needed to be done 

primari ly to account for the rationale for the increas ing decline in the students ' general 

performances in English. r should now hope that the preceding 6 chapters have done the 

intended job through describing and explaining in sufficient detail the transcript data 

obtained from two audio-taped lessons and the supplementary data obtained from 

interviews and student diaries. What now remains to be done is to put together the 

find ings that have been noted in all the chapters and state them, thi s time more clearly, 

under the basic Research questions and their derivatives. Chapter X wi ll pick up this 

issue. Let us see it. 
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CHAPTER X 

CONCLUSIONS, REASONS FOR THE FINDINGS AND RECOMMENDATIONS 

10.0 Introduction to the conclusion 

This chapter has 3 main sections. The first section presents conclusion of the Thesis. 

Section two suggests possible reasons that might explain the present findings. The last 

section is on recommendations. 

10.1 Findings and conclusion 

The conclusion section has been intended to serve two purposes. Firstly, the section re­

views the resu lts that have been reported in all the previous chapters in li ght of the 

research questions with which this study has concerned itself. The research questions 

(w ith their derivatives) wi ll serve as topics of the findings to be rep0I1ed. Secondly, 

reasons that might explain the present finding will also be suggested in this conclusion 

section. 

The findings reported below are based on the data obtained from limited subjects on 

limited aspects of the target language taught in the secondary school. Generalisability of 

the findin gs reported here cannot be claimed but it needs to be stated that similar results 

might be found from subjects with a background that is s imil ar to the subjects 

considered in this study. Otherwise, the present findings need to be held true to the 

present subjects .. 
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The purpose of thi s work was to study the processes of Engli sh language 

teaching/learning in the secondary school through studying the verbal behaviours used 

during Engli sh lessons. Two grade 9 Engli sh teachers and their students were the 

subjects used in the study. Transcripts of audio - taped lessons were the core data used 

in the study while data obtai ned from student diari es, teacher interviews and fi eld notes 

taken during classroom observations were used to supplement the core data. The 

fo llowing basic questions were asked to achieve the purpose of the study. 

1. What is the nature of the verbal behaviour in the secondary school Engli sh c lassroom? 

2. How does the nature of the verbal used in a lesson influence the patterns of classroom 

interaction? 

Research questions I -2 served to provide re levant data for the 3rd question which was 

designed to gather relevant data on potential learning opportunities during the lessons 

used in the study .. Here is the question. 

3. How do the patterns of classroom interaction determine learning opportunities? 

10 . I . 1 Review of the findings 

This section consolidates in terms of the Research questions the findings that have been 

reported earlier in the various chapters of the Thesis. 

10 . 1 . 1 . 1 On the nature of the verbal behaviour: the teachers' verbal behaviours 

Consistent with the findings of the class ic Bellack et al. 's ( 1966) study on classroom 

verbal behaviour, the three pieces of language of the classroom, namely, Initiate -

Respond - Follow up (I-R-F) are in their places in both lesson types thi s study has 
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concerned itself with. The teachers take two turns against every s ingle student turn. In 

the first turn, they initiate an activity or a task while in the third , they evaluate students ' 

performances of the set task. A so liciting move realises the initiati ve move in the 

lessons. The feedback/follow-up move is a brief stop during which student response is 

accepted, evaluated and commented on by the teacher. The teachers' fo llow - up move 

evolves into another 'new' task to be realised through another so lic iting move. 

The verbal behaviours used in these grammar and vocabulary lessons are, therefore, 

characteri sed by teacher-led classroom talk which is directed by a seri es of questions 

which engage learners in interactive work that leads to a short and predictable linguistic 

production. The nature of the teachers verbal behaviour identified here is si mil ar to the 

fi nding noted by Hammersly (1990) in the study he conducted to see into the 

organi sation of pupil participation in the secondary urban school. Hammers ly notes thi s 

as fo llows. 

It is the teacher who makes all these [the] decisions, he 
continually organises hi s talk as a lesson-long phenomenon 
and it is hi s talk which officially constitutes the lesson. Pupils 
are officiall y limited to making or trying to make 
contributions to his talk, their participation is not on their 
own terms but on hi s; they are expected to li sten to what he 
says and follow his development of the topic to ' learn' (1990: 
25) (italics original). 

10 . 1 . 1.2 The nature of the teacher's informing/explaining behaviour 

Not much is there to report on the teachers' informing/explaining behaviour at length as 

there were onl y limited instances that led them to give extended lingui stic information 

during the lessons. However, even the limited available instances of the explanations 
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made by the present subjects consist of suffi cient evidence to show that in both the 

grammar and the vocabulary lessons, the efforts made by the teachers to make some 

language points more clear through giving further explanation seemed to have ended up 

in making things more complicated for understanding. 

10 . 1 . 1 3 On the recurrent verbal behaviour 

Analysis of the data has indicated teacher soliciting behaviour to be the dominating 

verbal behaviour in the two lessons considered in thi s study. Below are the detail s of 

thi s behaviour. 

10 . 1 . 1. 3. 1 On the amount of the soliciting utterances 

When the distribution of cl assroom di scourse, i.e. , T-R-F, between the teacher and the 

population of students as a collective communication partner is cons idered, we observe 

that the teacher has two moves to go for every single move taken by students, as a group 

or on an individual basis. When the teachers ' exclusive moves are taken into account, 

the initiati ve move which is realised through the so liciting move has been found to be 

taking a prominent place in both the grammar and the vocabulary lessons used in the 

study. 

Analysis of the audio-recorded data has revealed that the lessons are made to move 

forward by a seri es of teacher questions asked during the lessons. This tends to refl ect 

what Orlich et al. (1990) have commented on the quantity of questi ons when they write: 

" It appears that teachers may have mistakenly equated quantity of questions with 

quality" ( 1990: 189). We can also infer from the nature of the students ' verbal 
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behaviour discussed in the earlier chapters that the so licits used by the teachers during 

the lessons lack the potential to initiate interactive work that requires students to engage 

in extended lingui stic wo rk. 

10 . 1 . 1. 3 . 2 On the solicit types 

In reference to the solicit type used in the lessons, on the one hand, investi gation of the 

structural forms of the solicits used by the teachers indicated 4 different solicit types 

used during the lessons. These are 'What' at the beginning type; 'What' at the end type; 

other 'Whs' type; and ' Yes/no ' type so licits. On the other hand, a wide range of 

so liciting utterances of misce llaneous in nature have been identified from the data 

through investi gating teacher utterances that have no obvious question - marking 

structural form but utterances around which a response was obtained or was just desired 

fro m the class. 

10.1 . 1. 3 . 3 The Teachers ' strategies in making use of soliciting utterances 

Evidence available in the data has indicated that more than the so licit type, it was the 

way the teachers made use of the so licits that seemed to have influenced the tasks the 

students were required to do in the lessons. This means that the teachers apparently out 

of the need to simplify questions and 'enhance' comprehension, have through 

paraphrasing and re-phrasing sol icits that were potential ly promisi ng to lead students to 

a relative ly more complex interactive work and extended lingui stic production , 

eventually reduced them to the question form that could be satisfied by a single word or 

phrase. In some cases, as if the reduction of the potential power of the solicits were not 

enough, the teachers prov ided students with options from which to choose even that 
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single word or phrase to be filled in the slot in the structural format of the answer that 

has been evolved From the so li cits through repetitions and paraphrases/re-phrases. 

As noted above, repetitions and paraphrases have been features that characteri se the 

teachers' so liciting behaviour. These, the teachers said during the interviews, are the 

strategies they use to enhance the students' comprehension of the quest ions. However, 

excess ive use of these strategies by the teachers appears to have, as poi nted out above, 

done more damage to the quality of the interactive work during the lessons than good as 

they oversimplified the task required to be done by students. 

10 . 1 . 1 . 3 . 4 Sources of information used in questioning and answering 

The dominant role that questioning played in the teachers' verba l behaviour during the 

lessons is perhaps a refl ection of the way the lesson is presented in the textbook. Thi s 

was because the textbook was the main source of information both for teacher questions 

and student answers. Even when the particular grammar and vocabul ary lessons they 

were learn ing at the time were not the source of answers to teacher questions, one or the 

other of the lessons they had learned from the tex tbook in the previous periods were 

observed to have been serving as the source of answers to the questions. The teachers 

usuall y referred the students to search for answers in the previous lessons from the 

prev ious pages of the textbook whenever they fe lt the previous lessons to be the right 

source of information. This might explain the limited nature of the extent to which the 

target language was used during the lessons for communicati ve purposes other than the 

purposes which were determined by the textbook. 
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Answers to the textbook questi ons were themselves what constituted the planned 

lessons. This happens to be so because all the events during the observed lessons were 

potentiall y in itiated by three instructions given in the tex tbook. This means, for 

example, the instruction to the vocabulary lesson was like thi s: Find antonyms of these 

words in the reading passage in section I. The grammar lesson had two instructions 

because there were two exerc ises. The instruction to the first exercise says: Join each of 

th.e following pairs of sentences using 'so' to express a result; while the instruction to 

the second exerc ise was: Change the fo llowing Direct Speech into Reported Speech. 

This aspect of the present textbook resembles what Petrovitz ( 1997) cited in Cray 

(1999) and quoted below has said about the textbook. 

No materi als used in ESL instruction have evidenced as much 
conservatism as those used in the teaching of grammar. The 
model of the traditional textbooks, in which every rul e is 
presented by means of a general explanation followed by an 
exercise consisting of a series of non-contextuali sed sentences is 
still fo und to a greater or lesser degree in most grammar 
materi als ( 1999: 127). 

If the textbook is believed to refl ect the underl ying teaching method, then, we can say 

that it is the teaching method that is represented in the textbook that has encouraged 

more focus to be given to the form of the target language than its communicative use 

du ring the observed lessons. The teachers were directl y implementing what is in the 

textbook. This could perhaps be ev idence of their lack of fl ex ibility and creativity (as 

one of the two teachers admitted in the in terview) in presenting tex tbook lessons to the 

classroom. In reference to the relationshi p between the content of instructi on (such as 

the grammar exercises the above instructions require students to do) and the teaching 
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methodology, Long (1983) once stated hi s experience which is somewhat similar to the 

situation under di scuss ion here . He states: 

Experience suggests that such questions [display, test, or known 
information questions] are pervasive in ESL instruction , too, 
where a focus on formal accuracy rather than communicative use 
of language is actually prescribed by most language teaching 
methods (1983: 271) 

It should be noted that other solicits that emerged during the lessons in some way or 

another revolved around developing the lesson in the textbook questions. Even when 

some questions were initiated by something different from the material that was in the 

textbook (e.g., the sentences the students were required to make using 'cheap ' and 

'expensive') , they directed their intention to checking the students ' comprehension of 

the textbook material rather than exploring the students' experience. 

Questions that ask for obvious and predictable answers require extra questioning skill to 

make them elicit multiple responses through re-directing them to different students. 

Both teachers (as they reported in the interviews and as was understandable from the 

transcript data) ask questions mainly to check students' understanding of the lessons. 

There are rare instances in the transcript data in which solicits were asked to stimulate 

thinking and explore students' experience. 

Questions that were asked in connection with the opposite/antonym, the question next in 

the li st to be done, or those that were used to allocate turns were all procedural questions 

that were initiated by the need for the successful development of the lesson - answers to 

the textbook questions. In fact , what is eventually hoped to have been learned could be 
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more than the answers to the questions asked or altogether different from the answers to 

the questions of all sorts. It is relevant to mention here that the study that was conducted 

by Allwright (1984) and the findings of other studies that were prompted by Allwright's 

findings (e.g. Slimani and Seime : 1987 and 1998 respectively) have noted evidence of 

students' learning lessons different from what they were planned to be taught. 

(I feel the need to reiterate again that the relevance of the description and explanation of 

these happenings lies not in drawing attention to the 'right' or 'wrong' things that were 

done during the lessons as this was not the purpose of the study but in revealing what 

the actual classroom processes were like during the two lessons used in the study and 

the potential learning opportunities that the classroom processes could create during the 

lessons.) 

10 . 1 . 1 . 3 . 5 Mode of answering 

Both teachers usually demanded nominated answerers to the questions they asked 

during the lessons. Students showed their willingness to answer questions through hand 

raising. Both teachers preferred general solicits to the specific ones. In fact , neither of 

the them called students by name during nominations. They used a mix of verbal and 

non-verbal behaviours during the nominations. For example, such words/phrases as 

'you '; 'you guy '; 'yes' in combination with or in isolation from non - verbal behaviours 

like 'pointed hands', 'gesture, ' nodding' etc. were among their nominating behaviours 

used during the classroom observations. Although students showed their willingness to 

answer questions through hand rai sing , hand raising on its own sometimes did not 
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ensure nomination as there were instances in which other students, despite raised hands, 

were nominated to answer questions. 

It has been noted earlier that students had limited opportunities to participate In 

classroom interaction during the observed lessons. Apparently, this happened to be so 

because questioning was the only official device used by the teachers to draw students to 

classroom interaction. Incorrect answers gave more opportunities for participation than 

the correct answers because they were either re-directed to other students or they created 

additional speaking turns to the same students. Questions that elicited correct answers 

were not re-directed, although re-directing questions is assumed to be helpful in 

extending students' participation and exposure opportunities. 

To a certain extent, choral answers were al so tolerated apparently when questions 

needed short and obvious answers. Answers to some of the questions were obvious 

either from the textbook such as when which question to do next or the paragraph 

number in which the word they were working was located was asked. The blackboard 

also has contributed to making some answers obvious. Thi s means that certain points 

which earlier in the same lesson were written on the blackboard served later as answers 

when questions about them were asked. 

10 . 1 . 1 . 4 . 6 On the teachers' feedback behaviour 

The two teachers' behaviours that were used in handling student answers were so 

complex that the attempts made to identify the underl ying principles in order to report 

only the summary have not worked well. After deciding to li st the observed behaviours 
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in detail , I realised that such a detailed description is more instruct ive and informative of 

the teachers' behaviour. 

I. Primarily, it is the language of the students' answer that determined the teachers' 

decisions of correctness or incorrectness; the content of the answer was a secondary 

matter. 

2. There are instances in which the teachers' corrective feedback is prescripti ve in 

nature. They told students explicitly what to say and what not to say. 

3. There are instances in which the teachers followed up answers, indi vidual or choral, 

by simple repetitions of the correct answers after students. If the answer that the teacher 

foll owed up by a simple and a si ngle repetition was offered by an indi vidual student and 

if that student managed to insert his own repetition of the repeated answer in the pause 

that fo llowed the teacher's repetition , then , that student wil l also do the repetition . In 

this case, the status of the student's repetition in the di scourse, that means, whether the 

student did the repetition because he took the teacher's repetition as a cue to do the same 

thing or he did the repetition although he knew the cue did not suggest that but because 

he wanted the repetition perhaps as a result of noticing a difference of some sort 

between how/what he suggested and what was said after him by the teacher, remained 

unknown th roughout the transcript data 
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4. If teacher repetition of answer is more than once, and if the repeated answer is a 

correct simultaneous answer offered by students, then, no other repetition would follow 

the teacher's repetitions. 

5. Simple repetition of the correct answer by the teacher cou ld be in part or in full. 

Length sometime seems to determine the nature of the repetition. This means that longer 

answers tended to be repeated in part whi le the shorter ones were always in full. There 

are also instances in which long answers were repeated in full. 

6. There were instances in wh ich answers, individual or otherwise, even when they were 

correct, were not followed up altogether. 

7. What sort of correct answers initiated single teacher repetition and what did initiate 

more than one repetition is not known. Available ev idence indicates that length was not a 

factor. 

8. Some incorrect student answers initiated teacher repetition of answers. However, not all 

incorrect answers initiated teacher repetition. Some initiated teacher question to draw 

attention to the trouble area or the defective item itself. Others initiated instantaneous 

rejection. Still others initiated temporari ly suspension. These ones later recei ved 

unofficial rejection. There were al so instances in which the teacher offered the correct 

forms with no comment either preceding or fo ll owing the behaviour. 

9. The teachers' behaviours are also indiscriminate in the sense that they ask students to 

repeat both correct and incorrect answers . 
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To sum up, the observed feedback behaviours do not have speci fi c features that can be 

related to certain features of incorrectness in the students' answers. Or the incorrect 

answers do not just have features that uniquely fitted the specific teacher behaviour they 

initiated. 

10 . 1 . 1 . 5 On the nature of students' verbal behaviour. 

Teacher solicit has been found to be lesson - long phenomenon in both lessons in thi s 

study. Soli ci ting is the on ly device used by the teachers during the lessons to draw 

students to classroom offi cial participation. Responding is, therefore , not the most 

frequent student verbal behaviour but it is the only verbal behaviour that was used by 

students in classroom interaction during the lessons. During the lessons, students 

' accomplished' their limited share of the interactive work individuall y or as a cl ass. A 

closer investigation in to students' verbal behaviour during their interacti ve work in the 

lessons has revealed that it is not onl y the lack of options that appears to have limited 

the students' share of the participation in the classroom interaction during the lessons 

but it is also the nature of the task the students were set by the avai lab le option itself that 

did not fully engage them in meaningful linguistic production during their participation 

in the classroom interaction. 

This means that as shown in the wide ranging excerpts quoted from the transcripts of the 

data throughout the related chapters, the linguistic tasks that teacher solicits demanded 

of students were to produce phrases , words or si ngle and simple sentences. The nature 

of teacher verbal behav iour, therefore, appears to have determined the nature of the 

students' verbal behaviour and the patterns of classroom interaction. Th is in turn seems 
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to have a damaging effect on the potenti al learning opportun ities that could arise during 

the lessons. The next section wi ll have more on thi s. Let us see it. 

10 . 1 . 1 . 6 On the patterns of classroom interaction 

The nature of the teachers' verbal behaviour in general, and the nature of the recurrent 

verbal behav iour in particul ar, explai ns the patterns of classroom interac ti on during the 

lessons considered in thi s study. This means that the teachers talk in questi ons to 

nominated students or to the whole class, and students individuall y or as a class, talk to 

the teachers not to each other, in answering the questions. In short, the chain of teacher 

questions - student(s) answer(s) - teacher questions goes on like that throughout the 

peri ods wi th no serious in terruptions other than brief moments during which the teacher 

stops to comment on answers or to offer linguisti c information or to request fo r 

repetitions of inaudible/incorrect answers. Learning opportunities seem to li e in the 

students' capabilities in discerning what is relevant to their own agenda from the lesson­

long question - answer exchanges. This has the potential to li mit the communicati ve 

function the students need to learn from the target language. It also has the potenti al to 

limit the interactional skill s learners need to develop in the target language. 

10 . 1. 1. 7 On learning opportunities 

Thi s study has described and explained the nature of the verbal behaviour in a grammar 

and a vocabulary lesson and the patterns of classroom interaction during the lessons. 

The nature of the teachers' verbal behaviours in the lessons has been noted to have 

constrai ned the nature of the students ' verbal behaviour during the lessons. The students 

did not have ex tended opportunities to take part in classroom interaction other than 
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answering questions asked by the teachers. The limited nature of the mode of their 

participation in the interaction has thus limited the extent to which each student cou ld 

get involved in the interaction . Evidence obtained from previous studies (All wri ght: 

1984) has indicated that involvement in classroom in teraction , even if it does not ful ly 

determine learning, has the capaci ty to influence it. The influence is assumed to be 

positive or negative. There is no evidence to make us believe that the lack of 

involvement impedes learning as much as there is evidence to show us that extended 

involvement enhances it. 

Their idiosyncratic nature appears to make potential learning opportunities an integral 

component of classroom interaction during a lesson. During the grammar lesson that 

served as data of this study, students had potential opportunities for exposure to certain 

grammar rul es regarding the topics that were the focus of the lesson at the time. The 

grammar points that were the focus of the lesson at the time were the use of 'so ' and the 

'Direct - Reported' speech conversion. 

Similarly, the students in the vocabu lary lesson class had potential opportunities fo r 

learning the antonyms/synonyms that were officially planned as a lesson. Apart from 

that, in both lessons students had again potential opportunities for li stening to the target 

language spoken by the teachers and by other fellow students who managed to get 

opportunities to speak in public during the lessons. However, the nature of the teachers' 

verbal behaviour has limited the nature of the students' practice opportun ities. This 

means that on the one hand , not all students had the opportunity to officiall y take part in 

the interaction during the lessons. On the other hand , the nature of the teacher 's verbal 
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behaviour has limited the nature of the students' interactive work and the quality and 

quantity of the lingui stic production of even the few students who managed to get 

practice opportunities . 

The findings reported so far are hoped to get us closer to understand the classroom 

processes of language teaching/learning in the context of the present study and the 

potential learn ing opportunities that cou ld ari se during lessons. As can be recall ed, 

vari ous points have been suggested (e. g., previous training , cross-cu ltural factors, 

assumptions about language learning/teaching, etc .) in the previous chapters to explain 

why things happen the way they do now in the lessons investi gated in this study. The 

next section wi ll add some more points to these apparently underlying factors. 

Section II 

10 . 2 What might explain the findings of the study? 

In thi s section I will suggest a few things that I think may have contributed to why the 

classroom processes of teaching the two lessons are the way the have been described in 

thi s study. 

I. As stated in Chapter I, Engli sh teach ing has a nearl y half a century old hi story in 

Ethiopia. Until very recentl y, AAU and the former Asmara University had been the on ly 

higher education institutions that had been training teachers at the first degree level to 

teach Engli sh in the secondary schools in the country. In fact, there were two co lleges 

that had been training Engli sh teachers at diploma level for two years after the students 

completed their 4 - year secondary school education. Theoretica ll y, teachers used to be 
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trai ned at the diploma level to teach English in junior secondary schools. In practice, 

however, due to shortage of teachers in the secondary school , those teachers who took 

the training for the junior secondary school were made to teach in the secondary schoo l. 

The present situation might be an improvement over the past many years although there 

are still many schools in which diploma holders are teaching in the secondary schoo l. 

eachers who manage to get the opportunity can upgrade their train ing to a degree level 

either through attending classes in the evening hours or through summer training 

programme. The two teachers in the present study are among those teachers who 

improved their qualification through the evening classes. Both have over 20 years of 

teaching experience in the junior and senior secondary schools. The vocabulary teacher 

completed his undergraduate study in 1993 while the grammar teacher's year of 

completi on was in 1987. The introduction of a more communicatively oriented teaching 

of English to higher institutions that train secondary school English teachers is a recent 

phenomenon, and therefore, the teachers do not seem to have taken the necessary 

training to monitor their verbal behaviour during a lesson. 

2. The textbook that has been in use for teaching Engli sh in the secondary school fo r 

nearl y two decades is structural in nature. Apparently, it has been promoting the 

teaching methodology which foc used more on the teach ing of the fo rmal accuracy than 

the communicative use of Engli sh. The teachers' working experience with thi s textbook 

also seems to have its own share in strengthening their lack of appropriate training and 

orien tation towards teach ing in a more communicative ly oriented methodology. 
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3. The lessons used in thi s study were recorded while the teachers were teaching fro m a 

new English textbook. The new English textbook was first introduced to grade 9 in 

September 1997/98 academic year. The data was recorded between May and June 

1998/99, not long after the introduction of the textbook. This was al so perhaps not long 

after the teachers' initial introduction to the ' new ' thinking about teaching/learning a 

fore ign language. A deep-rooted teaching experience cannot easi ly be relaxed to 

accommodate 'new' thinking. 

4. My initial concern was not so much with the textbook as it was with the verbal 

behaviour used during lessons. However, as I noticed how close the classroom verbal 

behaviour to the textbook was, I began considering what is in the textbook as a crucial 

source of the verbal behaviour during the lessons. This is not the proper context for me 

to comment on the content and approach of the textbook but I should point out that as 

seen in the transcript data (see Appendix 2), the data on the grammar lesson that was 

used in the study consists of discrete items that promote more focus on the form than the 

communicative functions of the language points. In the absence of a corresponding 

attempt to ' up-date ' teachers' assumptions about how language is taught/learned better, 

not much better picture than the one revealed by this study might be expected to be 

obtained even if the material in the new textbook is assumed to be in agreement with the 

demands of a more communicatively oriented teaching of Engli sh. The teachers 

discussed here have not had this opportunity. 

5. As pointed out by Dejene (1990) earlier and referred to in the preceding chapters (see 

Chapter I) in the present study, another element which has a potential power to influence 
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the nature of the classroom lesson and the way to deal with it is the Ethiopian School 

Leav ing Certifi cate Examination , ESLCE, fo r short. Every year the questions on the 

Engli sh language in the ESLCE test the students' mastery of a certai n number of 

di screte items and explicit rul es in the language. What teachers and students do in the 

c lassroom and the way they do it is largely geared towards enabling students to deve lop 

the ir memory skill to pass the examination. At least a pass, although better perfo rmance 

is always chosen, in English is compulsory for anyone student who wishes to go for a 

higher learni ng. All wish to go for a higher learning but on ly a few with better 

performance can win the competition every year. 

Section 3.: Recommendations 

10 . 3 . 1 On the existing practice in the secondary school 

I. The Department of Foreign Languages and Literature at Addis Ababa University 

trains Engli sh teachers but the ex isting contact between the department and the 

secondary school s Engli sh departments is literally invis ible. W ays of contact with the 

secondary schools need to be extended by the department with the purpose of assisting 

each other to improve the class room processes of teaching/l earnin g the target language. 

Thi s means that if ways of contact are created small-scale workshops at regular intervals 

can be organised at school level in many school s at least in Addis Ababa. The 

programme can be arranged in a way that in volves only a few instructors in one school 

so that many instructors can go to many school s. This does not seem to require much 

expense. Detail s can be worked out but the initial purpose of the workshops cou ld be to 

increase the teachers' understanding of thei r own and their students ' classroom 

behaviour with the ultimate aim of improving classroom behaviour and learning. For 

283 



example, teachers can be encouraged to develop the habit of audio-recording and 

li sten ing to the cassettes so that theyh could see the extent to wh ich their verbal 

behaviour createsli mpedes learning opportunities. 

2. At the moment class size has been reported by the teachers I met during thi s study 

among the factors that have stopped them from doing what they could have otherwise 

done. Admittedly, the class size constraint is a powerful factor that is worthy of 

appreciation but given the urgency of the need to do something in order to improve 

learning in the face of the existing economic constraints, there seems not much that can 

be done about that in a short period of time. No one knows how 'short' that 'short' 

peri od of time is but until then or even then, if improved learning is wished to be our 

aim, teachers themselves should be taught how to work more effectively in the existing 

classroom situation. For example, teachers can be made aware of the possibility of 

making three students sitting at a desk do tasks together. 

3. English language instructors at higher learning institutions put the blame for their 

students' unsati sfactory performance on the students' learning background in the 

secondary school. During my classroom observation I have noti ced that secondary 

school teachers also put a similar blame on the students' learning experience in the 

junior secondary school. Just out of curiosity, I have talked to some junior secondary 

school English teachers and learned that there is a primary level at which they could 

direct the blame. The primary leve l may also have parents to blame. To complete the 

vicious circle, parents in turn may put the blame on schools in general terms perhaps 

with the most seriolls tone. 
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However, the blame seems to li e in any and every classroom. Teachers at every leve l 

need to be worki ng hard enough to build on whatever potenti al thei r students may come 

with. In thi s respect, there is an encouraging trend that has begun to take shape over the 

last couple of years in the Foreign Languages and Literature Department. As suggested 

in I above, ways should be sought to ex tend thi s practice beyond higher learning 

institution. This means that secondary school teachers need to be made aware of how to 

build on whatever meager potential the secondary school students may already have. For 

example, teachers can be made aware of the contributions that asking students to talk 

about themselves and their schools in the target language may have in enhancing the 

students' communicative sk ill s. In addition, it also seems helpful if teachers are made 

aware of the need for adapting some of the tasks in the textbook in order to make them 

meet the comminicative needs of the students. 

4 . A new course (tentatively) known as English for Teaching Purposes has very 

recently been introduced to be taught to in-service content area subject teachers during 

sum mer program. From the experience of teaching the course in the last two summers, I 

have noti ced that teachers in general but Engli sh teachers in particular have much to 

learn at least about 'class room language' from the course. Ways need to be sought to 

make it poss ible for English teachers who fo llow the summer in-service program to take 

thi s course. 

10 . 3 . 2 On the existing practice regarding initial training 

I. As regards the initi al training of secondary school Engli sh teachers, the Department 

of Foreign Languages and Literature teaches the theory wh ile another department 
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assesses the appli cation of the theory to the actual classroom. Th is means that the 

teaching practice is entirely run by a different department from the department of the 

Foreign Languages and Literature . The purpose of the practice teach ing is apparently 

more than the need to evaluate the initial trainees' performances in the secondary school 

classroom. The trainees need to do regular visits to school s for over a relati ve ly longer 

period of time. For example, if the programme is made to be two semesters long, it 

might widen the trainees ' opportunity of learn ing much about how secondary 

classrooms work as a learning envi ronment. 

2. Initial trainees get to know about the textbooks in use in the secondary schools on ly 

when they go to school s for teaching practice. Even then, they will get to know on ly 

about the book used in the grade they are assigned to teach. If Engl ish sy ll abi of the 

elementary and the secondary schools together with the series of the textbooks used at 

different levels can be made avail able in the trainees ' classroom, the material s can serve 

as a source of language learnin g as well as of ideas for their future teaching. 

3. The present subjects are not aware of the nature of their verbal behaviour (e.g., 

explaining and questioning behaviours) and the effect their behav iours have on learning. 

Apparently, thi s has made it difficult for them to monitor their behaviour during lessons. 

Initial trainees need to learn how to monitor their behaviour during lessons. 

4. The prominence of questioning and feedback behaviour in the transcript data used in 

thi s study may point to the need for including in the trai nees ' sy llabus the potential 

effect of the behaviours on language learning. 
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10 . 3 . 3 Implications for future study 

I . The present study concerned itself with studying classroom verbal behaviour in 

general terms to understand the classroom processes of language teaching and learning. 

The findings indicated that soliciting is the recurrent teacher verba l behaviour. The 

study also indicated that in their attempt to simplify the tasks that the so li cits set 

students, the present subjects ended up in disarming the potential power the solicits 

normally have to lead the students to extended interactive work . If improving teacher 

questioning skill as an integral part of the instructional dev ice is wished to be achieved, 

then future research is needed to build on thi s study and pursue the line of enqui ry in 

depth with the view to understanding more about different teachers' so li citi ng 

behaviour. In addition, the study has noted miscellaneous teacher feedback behaviour. A 

ful ler understanding of this requires a more focused study in the future. 

2. Learners' perspecti ves need to be explored more in the future for a full er 

understanding of how they view the processes of teaching/learning in the c lassroom. 

3. In the textbook for the secondary school 6 aspects of the target language have been 

identified ( reading/comprehension , vocabu lary, grammar, speaking, li stening, and 

writing) to be focused on in all the units. Although the different aspects are not mutuall y 

exc lusive, as seen in the vocabu lary lesson, further research is needed to focus on the 

nature of the verbal behaviour used in the other aspects not covered by the present study. 

\ 
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4. The present study concerned itse lf with describing verbal behaviour and ex plaining 

potential learning opportunities. Future study is needed to in vestigate learning 

opportunities in terms of learner up-take in the secondary school Engli sh classes. 

10 . 4 Closing words 

The cause for the study being concluded here emerged from observing problems of 

freshman students' communicative sk ill s in their college English c lass. Previous local 

studies have, in general terms, noted that secondary school English cl asses have marked 

contributions to make to the freshman students' Engli sh language 'deficiencies'. This 

study, therefore, concerned itself with studying the nature of the verbal behaviour used 

in Engli sh classes and the potential learning opportunities that arise during lessons 

through studying in a suffic ient detail the classroom processes of Engli sh 

teaching/learning in the secondary school. The findings of the study indicate that. 

despite the introduction of a new series of English textbook (apparently as a so lution to 

the students' communicative problem), the existing practice of teaching/ learning in the 

secondary English class still leaves much to be desired if students are wished to 

complete their secondary education with better communicative skil ls in the English 

language. 
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Appendices 

Appendix 1. ... ..... Transcription Conventions 

Key to transcriptions 

The transcripts of the lessons were written like the sc ript of a play with no special marks 

used to indicate tone of voice, speech overlap, or other linguistic features. Wherever 

necessary comments were made in double brackets. For example, ' inaudible' is used in 

double brackets against the turns in which what was said was not clear from the tape. 

There are limited instances in the transcript data in which unnominated answers were 

offered. I have indicated all unnominated answers by writing 'unnominated ' in double 

brackets against the relevant turns but not all nominated answers are marked 

' nominated' in the transcript data. Capital letters are used to transcribe the local 

language used during the audio-recorded data. The follo wing initials were used to 

identify the participants: 

T: Teacher speaks 

S: Student speaks 

Ss Students speak 

I interviewer 

E Grammar teacher (initial) 

K vocabulary teacher (initial ) 
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T 

Appendix 2 Grammar lesson transcripts 

T In our today's lesson we ' re going to have a look at the usage of the word 'so ' , the word 'so ' . We ' re 

going LO learn how to make usc of the word 'so' in di fferent kinds of sen tences. 

IF you look at page 19. (reads from the tex tbook) 

In thi s type , the two ideas are contained in one sentence. The resull comes after the word 'so '. A comma is 

usua ll y placed after the main clause. For example, 

He was hungry . He went to a restaurant for a mea l. Here are two sentences. The first sentence reads: He 

was hungry. The second one reads: He went to a restaurant for a meal. 

Now we' re going to join these two sentences by using the word 'so' . So we can say: He was hungry, then 

you rind a comma, so he went to a res tauran t for a meal. He was hungry, so he went to a res taurant ror a 

meal. 

The second example: I don' t understand your language. You ' ll have to speak in Engl ish. Now these two 

sentences can be combined by using the word 'so ' . I don ' t understand your language, so you ' ll have to 

speak in Engli sh. (fini shes reading) 

O.k. so now, th is time the word 'so ' is preceded by a comma. A comma is used before the word 'so ' . 

Likewise or in the same way , we ' re going to join the following sentences . 

Exerc ise three 

Join each or the rollowing pairs of sentences using 'so ' to express a result. 

We ' re very tired We traveled by bus. 

Who can join these two sentences? Anyone? 

Ss (hand raising) 

T Yes, please (nominates) 

S We were very tried, so traveled by bus 

T Again again 

S We were very tired, so traveled by bus 

T We're very tired, very tired, say ' tired ' . 

S T ired 

T Tired 

S Tired 

T Tired. Would you mind doing it again. Do it aga in. 

S We were very tired, so traveled by bus 

T How about the subject of the second sent, nce? 'We ' ' we ' shouldn ' t be le ft out. 

'We ' shouldn ' t be left out. 

Ss (hand raising) 

S2 we were very tired, so we traveled by bus 

T we' re very tired, so we traveled by bus 

We ' re very tired, so we traveled by bus. 
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Ss 

T 

S 

T 

S 

T 

S 

T 

W here do you put the comma? 

Where do you put the comma? 

Do you pul the comma aftcr the word 'so' or before the word 'so'? 

(hand ra ise) 

yes (nominates) 

before the word 'so'. 

before the word 'so' 

Now who can do the second one, the second one? 

(hand raising) 

Yes . 

I didn' t know how to find your house, so I asked a poli ce man. 

I didn' t know how to find your house, so I asked a police man 

So 1 as ked a police man . 

Now where are you expected to put the comma? 

Where do you put the comma? 

(Teacher distracted by the sight of a student who was working on his mathematics ass ign ment ) 

S 

T 

S5 

T 

S 

T 

Ss 

T 

T 

Ss 

T 

S 

T 

S 

T 

METSIHAF YELEGM (= J' ve no book) 

You can 't be excused 

O. k. Now where do you put the comma? (to the whole c lass) 

Where do you put the comma? 

Where do you put the comma, before or after 'so'? 

(hand raising) 

(nominates) 

after 'so'. 

a fter 'so? 

before'so' 

before 'so' before 'so' . 

The third sentence? 

The exam was too difficult. All the students fail ed. 

(hand raising) 

Yes. (nominates) 

The exam was too diffi cult, so all the students fa il ed . 

Yes, right. 

My brother is ge tting married. I'm going to Awassa to morrow . 

My brother is gettin g married tomorrow, so going to A wassa tomorrow . 

It 's not the correct way of doing it 

It ' s no t the correc t way of do ing it. 

Anyone fro m this row, p lease? 
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Ss 

T 

S 

T 

S5 

T 

S 

T 

S 

S 

T 

T 

S 

T 

S 

T 

S 

T 

S 

T 

S 

T 

S 

T 

S 

T 

S 

T 

S 

(hand raisi ng) 

Yes (nomi nates) 

My brother is getting married, so I'm going to Awassa tomorrow. 

Correct. 

Then 57 Number 5? 

Who can do the 51h one? 

(hand raising) 

(nominates) 

The rains failed last year, so my people are starving. 

Again, please. 

The rains fai led last year, so my people arc starving . 

My people or many people? 

Many people are starving 

The rains fa iled last year, so many people are starvi ng. 

So many are people starving 

Why do many people starve? 

Why do many people starve? 

Because the rai ns stayed last year as a result many people are starv ing. 

Now the sixth one? 

Yes (nominates) 

Ala Atnafu has jus t been promoted 

Promoted promoted (corrects mi spronunciat ion) 

Promoted, so his fam ily are having a party to celebrate. 

(The student mispronounced 'having') 

h-a-v-i- Il-g. How do you read h .. a .v . .i .. n .g? 

Having. Say, 'have' 

Have 

Say 'have' 

Have 

Having 

Havi ng 

Havi ng 

Having 

It 's having 

It 's having 

They're having 

There are having 

Say 'they' re havi ng' 

They are having 
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T 

to 

S 

T 

S 

T 

S 

T 

S 

S 

T 

T 

O.k. So you can say Ata Atnafu has just been promoted , so hi s fami ly are having a pa rt y 

celebrate. O.k. 

The bell hasn ' t rung yet, so we shouldn ' t trave l 

Trave l? Where is trave l? 

We shouldn ' t leave the classroom 

The bell hasn't rung yet, so we shouldn 't leave the classroom 

The 8th one? 

The gtll one? 

He has just had an operatio n, so he must stay in bed for a few days. 

For a few days 

For a few days 

The 9th one? 

My work was un tid y, so the tcacher asked me to write it out aga in 

The 10th one? The 10th one? 

The water wasn't clean, so we ' d to boil it. 

So we'd to boil it. 

The water wasn' t clean, so we' d to boil it. 

O.k . 

You'll study type 4- 'such a ... that' in Unit 2 (reads from the textbook) 

O.k. Now turn to page 20 

Grammar review: Reported speech. Reported speech.(reads from the 

textbook) 

Please look at the board 

O.k. last t ime we learned how to change direc t sente nce into indirect statement or 

reported statemen ts. While changing from direct speech into reported speech we've to 

keep in o ur mind certain po ints which are very important. 

What is the first point that we've to keep in our mi nd? 

Who can tell me the point we 've to remember? The first point we've to 

remember? 

How do we change a d irect sta tement into a reported stateme nt? 

Do you do it by guessi ng? 

0,. do you do it as you like? 

You' ve to remember certain poi nts. 

What is the first po int? 

What is the first po int that you are expec ted to remember? 

Anyone? 

The firs t point is the one that g ives this verb 

All verbs move one step back into the past. 

A ll verbs move one step back into the past: 
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'present tense' becomes 'past tense ' 

'presen t continuous tense' becomes 'past continuous tense ' 

T present perfect becomes? 

Ss past perFect 

T past perfect tense 

T past tense becomes? 

5s (raise hands) 

T one by one one by one 

past becomes? 

past tense or past perfect 

O.k. past perfect becomes 

5 (inaudible) 

T No. No. 

Past perfect remains unchanged. 

Past perfect remains unchanged 

Past perfect becomes past perfect 

O.k. This is the first point, so all verbs move one step back into the past 

The 2nd one? 

The 211d one? What 's the 2nd one? 

Ss Adverbs change 

T What's the 2nd one? 

Ss Adverbs change 

T Adverbs change 

Which adverbs? 

Adverbs of time and place 

Adverbs change. Adverbs especially adverbs ohime and place 

T O.k. thi s becomes? 

T this becomes? 

That 

These becomes 

Those 

Today becomes 

5 today 

T No 

Today becomes? 

That day 

Tomorrow becomes 

5s (hand rai se) 

T No, no. One by one 
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S 

T 

S The next day 

T O. k. yesterday becomes, yesterday yesterday becomes 

The previous day 

The previous day 

Now becomes? 

The word 'now' becomes? 

S Then 

T Then 

And 'ago' becomes? 

T Ago? 

S be fore 

T before. O.k. O.k. Urn 

The 3rd one is the one that gives pronouns. Pronouns are (inaud ible) 

Who can te ll me the 3rd person singular? 

Which pronouns are known as 3rd person singular? 

Ss (hand raising) 

T One by one 

Yes (nominates) 

S 'she ' 'he ' ' it' 

T 'She' 'he' ' it '. These arc known as 3rd person singular 

Which pronoun is known as third person plural ? 

Which pronoun is known as 3rd person plural 

S 'am' , ' they ', 'are' 

T No, no, no. 

You see ' he', 'she', and ' it '. These are known as 31d person 

Now which pronoun is known as 3rd person plural? 

S Is am are 

T Look at the board. 'I' the pronoun ' I ' is known as first 

person singular 

Si ngular or plura l? 

Ss si ngular 

T The n 'you' is known as 2nd person singular or plural 

T O.k. 'he', 'she', ' it ' these are known as 3rd person singul ar 

How about 'we'? 

How about 'we'? 

How about 'we'? 

fi rst person si ngular 

si ngu lar. 

No. This is fi rst person singular (underlines T on the blackboard) 

'I' is I S! person singular. 
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S 

T 

S 

T 

'We' is rirst person plura l 

' You' can be 2nd person s ingular or plural 

How aboul 'Ihey', Ihey? 

How about ' Lhey'? 

"They' is known as? 

What do you call it? 

Plural 

It 's plural but is it 1st person, 2nd person or 3rd person? 

2nd person 

No. 2nd person Ihi s (underlines 'you' on Ihe blackboard) 

Third person plural. So ' they' is known as 3rd person plural. 'They ' is known as th ird 

person plural. 

O.k. leI's lake Ih is example 

She says " I broughl Illy book yes lerday." 

O.k. now let 's do this. Here is a direct speech, a d irect sentence. 

T We' re going to change it into indirec t sentence. 

Now what's the first step? 

Who can tell me the first step? 

S she said 

T That' s is correct. The first step is 'she said' , 

5s (raise hands) 

T onc by one, one by onc 

Do we need a comma? 

Ss No. 

T Do we need the quotation marks? 

Ss No. 

T No. The comma must be left out 

The quotati on marks must be removed. 

O. k. So whal does 'J' re fer to? 

What does 'I' re fer to? 

S She 

T Very good. 'I' refers to ' she' . So what do you write here ? 

T She said that ' she' o.k. now which one is the verb in th is sClHence? 

Wh ich one is Ihe verb in ' I broughl my book yeslerday. " 

broughl 

In what tense is ' brought '? 

Ss (inaudible) 

T No 

In what tense is ' brought ', is it in present , past tense or ru tu re? 
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T 

S past tense 

T So the ru le says that past tense becomes what? 

Past tense becomes past tense or 

Ss past perfect tense. 

T past perfect tense 

So what do we wri te here? 

She said that she brought or or if you say 'had brought ' if you say ' had 

also possible. She brought. Whose book had she brought ? 

S her 

T good, she brought her book. She said that she brought her books 

Now 'yesterday' comes. 

What did you use in pl ace of 'yesterday' 

S The previous day 

T The previous day, O. k. 

So you can say that she brought her books the previous day 

She said that she brought her book the previous day. 

The first one is direct speech, this one is indirect speech. 

brought ', it 

The first one is direc t statement and the second one is ind irect statement or reported 

statement. 

O.k. likewise you' re going to do the fo llowi ng exercise 

Have a look at the top of page 20. 

(reads from the textbook) 

Grammar review: reported speech. The following exercises les t the work you did on 

' reported speech' in book I. Reported statements. Change the fo ll owi ng statements from 

'direct speech' into ' reported speech' . 

'I am waiting for my fri end," said Fatuma. Now this verb is reported soon aft er. 

(finishes reading) 

So what do you start your sentence with? 

What do you start your sentence with ? 

What must be the introduc tory verb? 

What must be the introductory verb? 

How do you start your indirect speech? 

Yes, please? 

" I'm wailing for my fri end," said Faturna. 

What must be the int roductory verb? 

How do you start your sentence? 

Anyone? 

O.k. Look at this sentence. Look at the verb. Look at the board once agall1 . 
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She said is known as 'introductory ve rb ' or or sa id she. It can be written like th is. This is 

in troductory verb whe ther it comes at the beginni ng or at the e nd. It' s all the same. When it 

comes at the beginning of a sentence, it can be subject and verb but when it comes at the end , it 

can be verb-subject inversion. This is ca lled introductory verb and this is also introductory verb 

(underlines the verb in the S-V pos ition and V- S position). 

So what's the introductory verb in the second in this sentence in the first? 

Fatuma said. 

Fatuma said. So you ' re going to start your sentence with Fatuma said. Fatuma said, 

(writes on the blackboard) o.k. now do we need a comma ancr said? Yes or no? 

No 

Do we need the quotation marks? 

No 

The comma and the quotation marks must be left out. They 've to be omitted. 

O.k. now, 'I'm wait ing for my friend. " "I'm waiting for my fri end. " Is this my 

sentence? 

Is this my sentence? 

Am 1 the one who said this sentence? 

Who said thi s sentence? 

This is Fatuma's sentence. It was said by her. So I'm waiting for my fri e nd . What docs 

'I' refer to? 'I ' refers to Fatuma. What is the right pronoun for Fatullla? 

she 

she. So what do you say now? 

Fatuma said that she uh . . . Now the verb is 'I'm waiting, I' m waiting for my fri end. In 

what tense is the verb? In what te nse is the verb? 

Is it in present tense, past tense, future or present continuous tense? 

present 

yes? 

present 

No, not present. I'm waiting I'm waiting, 

'I'1ll waiting, I'm waiting, is it present tense or past tense or present continuous tense? 

Present continuous 

Yes. Very good, present continuous tense. So what does the rule say? 

Present continuous becomes? 

Past continuous 

Past continuous 

So FalUma said that she----? 

(no raised hand) 

pas t continuous (g ives a c lue) 
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was 

was what? What is the nex t verb? 

wai ling 

yes? 

wai ling 

she was waiting fo r whose fr iend ? 

for her friend 

correc l. Fatuma said that she was waiting for her fri end. 

O .k. Is this clear please? 

Is this clear? 

Yes. 

If you have any doubt to be cleared here 

If you have any doubllO be c leared here 

If you have any question? 

When we do this one we do it step by step , we don ' t do it c.:arelessly . We don ' t do it as 

we like. We've to do it according to the rules that we learned last lime. 

Let's take the second one. " 1 wan t to be a teacher" " I want to be a tcacher," said 

Yoseph. O.k. " I want to be a teacher." 

Now which one is the introductory verb? 

Yoseph said 

yes? 

Yoseph said 

Yoseph said that; Yoseph said that 

What 's the next word ? 

that that 

thal. O. k. just wait, just a minute. 

What does 'J' refe r to? 

he 

What does ' I ' refer to? 

he 

'I ' refers to Yoseph 

What 's the right pronoun for Yoseph ? 

he 

So Y oseph said that he 

Now the verb 'wan t' is given in the sentence; the verb 'want' is given in the sentencc. In 

what tense is the verb ? Is it present or past tense, or present continuous or ruture ? 

prescnt 

(inaudible) 
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So present tense becomes past tense , so i f you take the pas I tense of 'want ' What 's 

the pas t tense of 'want '? 

What 's the past tense of 'want'? 

went 

Went ? No. 

Past tense of wan t? How about you? Past tense or 'want '? 

went 

went? 'go - went ', 'went ' is the past tense of 'go'. 

What's the past tense of 'want'? 

wanted 

wanted O.k . Yoseph said that he wanted wanted 

What is what' s the next word ? What' s the next word? 

be 

yes Yoseph sa id that he wanted to be a teacher, he wanted to be a 

teacher. O.k Any question please? O.k. now you do exercise one 

Three - five in two steps 

Three is not there 

Yes? 

Three is not there 

Three is not there. (inaudible) 

(checks alte ndance while students were doing the exercise, the bell rings) 
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Appendix 3: Interview transcripts with the grammar teacher 

(Note: I 

E 

Interviewer 

Initial, the interviewee) 

I: Welcome to the interview sess io n ALa E. 

How lo ng have you been lcaching Engl ish? 

E I've been teaching for the las120 yea rs. 

1---- How long have taught in thi s school? 

E For 14 years. This is my 14!h year. 

And your qua lification? 

E BA in Eng lis h 

Y car of graduation ? 

E 1979 Eth io pian Calendar = (1987 G.c. ) 

College you graduated from? 

E Add is Ababa Uni versity 

S ince the time you graduated, have had any chance of a ttending workshops, sem inar 

thing related to language teaching? 

E Well some I think 8 years ago I allended a workshop at AAU. 

Since then? 

E Nothing has happened .. 

W hat are you using as sources to get ideas fro m about the developments in language. 

caching? 

E T he questio n is no t clear. 

J-- I mean ideas on developments in the methods of teaching English as a foreign 

language, for example. 

E As you know very well language is for communica ti on. Nowadays especia lly 

whatever we teach must be student-centered. We must make the students speak 

or any other 

more. They must be ac ti ve participants in the c lassroom. When we were students the teacher used to 

be the one who used to cover most of the periods. 1 mean the 90% of the 

pe riod but nowadays it must be the stude nt who must pl ay the vita l ro le, the most 

imponant ro le. That means the teacher must motiva te the studen ts to speak and write 

to develop the fo ur skills of language so it sho uld be student centered . The stude nt must be g iven the 

chance to express himse lf or herself. This is the best way of learn ing a 

language. The more they participate the more they learn , the less they part ic ipate , the 

lcss they learn . 

Do we do this in prac tice? 

E Yo u ' re ri ght. Theoret ica lly it sounds good bu t w hc n it comes to pract ice well we don ' t 

usually make use of that although we try our bes t to make it practica l. We have 

difficulties in seeing the prac tical s ide o r that. Yo u sec due to the large ness o f the 
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class. There are lots of students in the classroom and we are unable to give ind ividua l 

attent ion to the concerned student. As long as we don ' t give indi vidual atte nt io n to 

the students we don ' t expect them to benefit from teachers . We don' t expec t the m to 

show improvement in the ir mastering the language that we teach them. So thi s is the 

main problem. 

Do you ask students how they would like to learn ? 

E 1 never did il. To te Il you the truth I never did thaI. r am supposed to do that but 

s ince I am a teacher who was taught by teachers who were not democrats so since 

1' 111 the product of that 

What do you do when students give you answers that are not correct or that arc in 

some way incomplete? 

E I don' t expect all students to answer questions. It depends on the ir abili ty. Some Illay 

be shy, others may not know the ex act answers. Any way, it does not d iscourage mc. 

I try to know why they fai l to give correc t answers. Arter all , they arc s tudents and 

they have comc to class to learn and I' ve to know their weaknesses. 

W hat do you do with s tuden ts' correct answers? 

E I have never though about that. You see if students answer success full y I get 

sati sfied, feel happy. It is natural. 1 wri te some of the answers whi ch are answered 

correctly on the blackboard so that those who have not answered correctly will take 

and learn from this. They can learn from the ir class mate. It creates a compe titi on 

among students. 

What is your opinion on repeating answcrs after students? 

E Sometimes it he lps. The student feels that he has been given recognition if the teacher 

apprecia tes but in high school we don' t do that because it 's time killing. We need 

the time to cover the portions in the textbook in a li mited period of time. So we 

don ' t usually pay attention to students' answers. 

What happens if you don' t cover the portions? 

Elf we don't cover? 

I mean if we tell st udents to be responsible for do ing that? 

A In away, if we don' t cover the port ion uh but we are supposed to cover the portion 

Why are we? 

E That portion must be finished within the given period of time because if we don' t 

over this portion next year when they go to the next class they are going to be base less. 

Are they? 

E Yeah. The next port ion depends on that 

On the quantity o f the language points we give s tudents in o ne peri od . We teach 

pronunc iat ion, spelling, meani ng, grammar etc. in one period. Is that not 100 much? 

E The cause for the students' de fi ciency part ly rests on us. Instead of teaching them the 
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language we leach them about the language. Concerning the grammar a case in point 

can be the traditional nou n, pronou n, adjec ti ve, adverb. These things and the ru les o f 

using them are not easy things to handle. The problem is that when we teach, these 

points are put together in the same lesson and as I said earlier it depends on the 

teache r' s understanding of the stude nts' weak ness. If we understand our stude nts we 

can feed them, we can give them what they can swallow. We shouldn ' t overfeed 

them. 
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Appendix 4 

Student diaries: (Grammar students) 

I .We learned two lessons today: reading and vocabulary_ The passage was very interes ti ng but I cou ldn' t 

enj oy it because other students who were not reading were disturbing. We were angry with the teac her 

because he did not try to keep them qui te. (S) 

2 Today many students wenl to the blackboard and rilled in blank spaces drawn on the blackboard . I had 

answers to all the ques tions but I d id no t raise my hands because I don' t like to go to the bl ackboard . (S) 

3 I found my teache r's way today to be better than the previous ways. He was writing examples re lati ve ly 

more c learly on the blackboard . Yet because of his peed his handwriting was not legible enough for us to 

read. (W) 

4 In the middle of his teaching the teacher asked a question. I raised my hand to answer the questi on. Thad 

the answer written on my pal m. The moment I got closer to the blackboard, I fail ed to remember the 

answer and read it rrom my palm. This caused laughter in the class. Shamed-raced , I returned to my scal. 

(W ) 

5 Today I was very happy dur ing English period. It was a reading lesson. We were taking turns to read 

and I go t a chance to read . I thi nk T read well because the teacher said, ' very good' when I fi nished 

read ing. I wished I always had a chance to read or answer quest ions. Arter the read ing lesson, we did 

vocabulary questions. There al so I go t a chance to answer a question. Thi s aga in made me happy. I said to 

myself:' Now that the teacher knows what I can do, I'll al ways do my homework and raise may hand to 

answer questions . (W) 

6 I'd like to note a t the end or my diary that instead or asking the same students now and then, teachers 

should give chances to other students in cl ass. For example, I raise my hand not always to answer 

ques tions but to encourage other students but the teacher gives me chances whenever he sees my hand. 
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This is unfair. IL discourages others. The same students shouldn ' t be given chances to answer easy and 

difficu lt questions. (S) 

7 We began our today's lesson with the homework we were given yes terday. The teacher was asking and 

we were answer ing. I go t chances to answer 6 questions. After the homework was over two studems 

[whom I shall ca ll Denbi lu and Turga] began troubling the teacher with ques tions. They always do like 

that. (W) 

8 Our teacher gave us homework in the first period and told us to fini sh it for the 3'11 

period. I don ' t support this idea because we 're going to use periods of other subj ects to make the 

homework ready for the 3'" period. (S) 

9. I hate lessons in which there are lots o f exerc ises which we' re required to copy 

onto our notebooks. For example, copying 20 statements from the textbook with one instruction that 

req ui tes us to fill in ' is' or 'are' .(S) 

10 We learned a good lesson today but we' d no time for questions. Fi ve to len minutes should be left for 

ques tions if teachers want us to understand the lesson. (W) 

II We did n't have time for question and answer in our today's lesson. T he teacher also did not ask us any 

question. (W) 

12 Afte r explaining the lesson, the teacher wro te questions for homework on the blackboard . 1 raised my 

hand to answer the ques tion and when I turned my face to the other side a ll students were copying the 

questions onto their exerc ise book. I also started to copy the quest ions. (5) 

13 We had an interest ing lesson today. 1 saw many new things that the teacher did in c lass . For example. 

except today, he has never asked students to go to the blackboard in groups to write answers on the 

blackboard. May be this happened today because there was a guest in our c lass (S) 
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14 The tcacher asked me a ques ti on today ahhough I did not raise my hand. T he student who was s ilting 

nex t to Ine was te ll ing me the answer when I got up bu t I couldn' t use even that. (S) 
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Appendix 5 

Vocabulary lesson transcripts 

T 

Ss 

T 

Ss 

T 

S 

T 

T 

Ss 

T 

S 

T 

Ss 

T 

Ss 

T 

S 

Anybody who can te ll me the today's topic because I have to ld you yesterday 

out the today's topic, isn't it? 

Yes . 

So, the book, who said that ? if I remember, the today's topi c 

(hand raising) 

Yes. (nominates) 

Opposites. 

Opposites. Yeah, 

Opposites (reads as he writes on the blackboard) 

O.k. The today's topic is 'opposites'. 

You know, uh uh what what is the other the other name for' opposites? 

What is the other name for oppos ites? 

(hand raising) 

Yes, you guy, (nominates) 

Antonyms. 

Yes? 

Antonyms 

Antonyms. (writes on the board and reads it again. 

Antonyms. 

O.k. What do you mean by antonyms? 

What do you mean by antonyms? 

What what what does antonym mean? 

(hand rais ing) 

Yes, (nominates) 

Antonyms are words that have opposite meanings. 

Yes, Antonyms mean I mean means words which have simi lar, I mean, opposite 

nearl y opposite mean ings. You see. 

So there are words which are uh uh taken from the passage, taken from the 

ssage. These uh uh these these words are really very important in order to 

develop your language. Because unless we know the antonyms and synonyms of 

words, it is diffi cul t to exp to to to write or to speak or to understand the 

language. So it is im portant to tim to study these anton yms. 
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50 uh ... wh at is the first word that that that we find its oppos ite from the 

passage? 

(hand raising) 

Yes . (nominates) 

cheap. 

O.k. Number I is cheap. You know what is the antonym? 

What s the opposite for cheap? 

Teacher, teacher sir sir ... (students calling out for the opportunity to answer) 

Yes. (nominates) 

Expensive. (thi s was said to be inaudible by the teacher) 

Yes? What did you say? 

I didn ' t hear. Would you please loud? 

What did you say? Yes? Would you please loud ? 

Do you hear what she says? (to another student) 

Expensive. 

Expensive. ( writes on the blackboard) 

Good. Expensive. 

O.k. Now, 'cheap ' is the opposite of ... ? 

expensive. 

And 'expensive' is the oppos ite of ... ? 

cheap. 

50, anybody who can make a sentence with cheap? 

Anybody? 

Any any student who can make a sentence with 

the word cheap? (pointing to 'cheap' on the blackboard) 

(hand rai sing) 

Yes . (nominating) 

Would you please make a sentence using the word 'cheap' ? 

This pen is cheap. 

Thi s pen is cheap. 

Yeah. Thi s pen is cheap.(reads as he wri tes on the bl ackboard) 

You know 'cheap ' means something that has the uh lower price, isn't it? 

Yes 

O.k. Now, who can make a sentence with 'ex pensive'? 
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(hand raisi ng) 

Yes. (nominating) 

Thi s car is expensive. 

Yes . This car is expensive. ( reads as he writes on the blackboard) 

Good. 

Now when you compare the price of the pen and the car, which one is expensive? 

The car is expensive and the pen is cheap. 

Well. thi s is the 1st word and the antonym of cheap is expensive. 

The 2'" word? 

Good. 

O.k. Good. (writes it on the blackboard) 

What is the opposite for 'good '? 

What is the antonym for' good'? 

bad. 

bad. O.k.(writes on the blackboard) 

Yeah, 'bad ' is the opposi te of 'good' but can you find thi s word in the passage? 

No 

but you are asked or the book asked you to g ive the opposite of the words uh 

by fi nding in the passage. Yeah. But ' bad' is not found in the passage so 'good' 

' bad' is the opposite of 'good' but you you are asked to give the opposite of 

words by find ing the words in the passage but ' poor' is fou nd in the passage. 

so in which paragraph can you fi nd th is word? 

Paragraph one. 

Paragraph ... ? 

Paragraph one. 

Can you read the sentence in paragraph one? 

(hand rai se) 

Yes. (nominates) 

(reads the paragraph) 

In a pOOL ... ? (repeats reading but leaves it unfin ished) 

Cond ition. 

Look. In a poor condition. 

The house the house was old and ... ? 

in a poor condition. 

in a poor condition . you see, so thi s good (pointing to 'good' on the 
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blackboard) is 

You see, isn't it? 

Yes. 

the opposite of or antonym of poor for condition . 

If a person if we use this 'good' for a person, is it the antonym of .uh is ' poor' 

the antonym of 'good' for a person? 

No. 

No. You see. 'Good' is the antonym of what.. .? 

bad. 

bad for a person, isn't it? 

Yes 

But for condition for conditi on the antonym of 'good ' is what? 

Poor. 

This building is new and it is in a good condition . Yes or no? 

Yes. 

But Nessredin's house is uh old and in a poor---­

condition 

Well, it is possible to say again in bad condition in bad condition but 

specifically 'good' is the antonym of 'poor' for conditi on yes? 

but when when when you use 'good' for person and when when you are 

asked to give the antonym of 'good ' that is ' bad' not not not ' poor' O.k? O.k 

What is the third one? 

Easy easy 

Easy (writes it on the blackboard) 

O.k. uh ? 

Teacher, teacher (students call out) 

Yes (nominates) 

Difficult 

In which paragraph can you find? 

Paragraph one. 

Paragraph? 

One. 

The same paragraph. 

Wou ld you please read? 

(hand raising) 

Yeah. (nominates) 
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(The nominated student reads) 

So, the opposite of 'easy' is? 

difficult difficult difficul t. 

and the opposite of 'd ifficult' is? 

easy easy. 

Yeah. O.k. Number 4? 

buy buy buy 

you know what buy is? Yes? 

Yes. 

Yes? 

Yes 

You know what the mean ing of buy is? 

To take something by giving what? 

Money. 

Money or thing 

O.k. so 'buy' what is the opposite of ' buy '? 

(hand raising) 

Yes, the girl. (nominates) 

Sell. 

Yeah. Sel l. 

In which paragraph can you find this 'sell ' ? 

Paragraph 2. Paragraph 2. 

Rai se your hands, please. 

Yes . paragraph two. 

Would please read? 

(The student reads the paragraph. He read 'would ' wi th the sound III pronou nced) 

He would, not Iwuldl not Iwuld/. He would. 

(teacher intenupts to correct mispronunciation.) 

would sell the upper fi oor (The student continues reading) 

sell the upper ... ? (begins to repeat the last few words but leaves it for Ss to 

fin ish) 

fioor. 

Yes. Sel l. So he wou ld sell the upper fi oor after he has fin ished building the 

house. See, because he wan ts to bui ld uh a house or a bu ilding wi th two storeys, 

isn't it? 
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Yes 

So he would sell the upper storey to another person in order to get money. 

So now the opposite or the antonym of 'buy' is what? 

sell. 

Sell . Yeah. W hat is the next word? 

Sad. Sad 

(writes on the blackboard) 

I hope you know the meani ng of 'sad '. Yes? 

(hand raisi ng) 

Yes.(nominating) 

happy 

No. You guy. 

happy 

Happy. Good, Yeah. Yes? 

Paragraph 3. 

Paragraph? 

3 

O.k. Before you go to that paragraph you know when do you ... 

when do you feel when do you fee l sad? 

When do you fee l sad? 

When do you feel sad? 

When do you feel happy? 

Anybody who can te ll me, when do you feel sad? 

(hand raising) 

O.k. Yes. (nominates) 

When we are unhappy. 

When we are unhappy uh That means we are sad. 

Yes. So unhappy. Unhappy. 'Un-' is what? 

It is ' un-' uh it is 'un-' I mean a prefi x that makes negati ve for happy, isn't it? 

Yes 

Not opposite. But the opposite of 'sad' is happy. O.k. 

Let me give you some I mean I mean example or sentence. 

If you win the national lottery, what do you fee l? 

Happy. 

You feel happy, isn't it? You feel happy. 
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Um if you fail to pass the exam, what do you feel? 

Happy, happy Sad. You feel sad. Sad. 

Yeah. You feel sad. If you fail in the exam you feel what? 

Sad. 

Yeah, you feel sad. 

If you lose your brother ... if you lose your brother. 

if you lose your brother or when you lose your relati ve, you feel what? 

Sad. 

Yeah. Sad. 

So what is the next word ? 

Poor poor poor. 

Poor. 

Number 6 is poor 

Look. Now, 'poor' comes again here. Before we studied that 'good ' is the 

opposite of what? 

Poor. Now what is the opposite of 'poor' now? 

Teacher teacher YIHEW (trans.= here teacher: students call out ; some in the 

local language) 

Look, because because we have to give the antonyms accordi ng to what? 

the contexts in the passage ... isn' t it? 

Yes 

According to how I mean according to how they are used in that passage. 

Yeah. (nominates) 

Wealthy. 

Yes? Yes? 

Wealthy. 

Wealthy. Now you know what 'wealthy' is. 

Yes?: May be this word ... may be new for some students. 

What is the other word that gives this meaning? 

What 's the synonym ? Synonym? 

Yes, yes yes (students calling out to be nominated) 

What is the antonym, yes? 

Rich 

Yeah. So ' poor' is a person and the oppos ite of poor is what? 
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Wealthy. Thi s pOOl' equals to what? 

A person, isn' t it? 

Yes . 

Yes. A person who has a lot of money , and a very good or a nice building 

and leads a luxurious life is? 

Wealthy. 

A wealthy person or a rich person. But a person who doesn 't have to eat 

and who doesn't have to wear or who doesn' t have a .. . a .. . shelter is what? 

Poor. 

Poor. 

O.k. So now thi s 'poor' and this 'poor' (pointing to 'poor' on the blackboard) are 

now the same now, isn't it? They are two not different words but they are used in 

different what? 

Passage. 

Number 7? 

Modest modest modest. 

Modest.(writes on the blackboard) 

Very good. Modest. You know what modest is? The meaning of modest? 

(hand rai sing) 

(inaudible) 

O.k. Yeah ... yeah ... yeah ... in Am haric yeah 

A person who respects others. Yes. 

A person who respects others and who greets others whenever he meets is uh 

modest. 

a modest person but when is uh ... 

what is the antonym for 'modest'? 

Proud ... proud. 

Yes. Proud. What do you mean by ' proud '? 

What kind of person is a proud person? 

What kind of person is a proud person ? 

(inaudible) 

Yeah, yeah, yeah. You have the idea. You have the idea . 

A proud person is a person who look down on the other people, isn't it? 

Or who can see himself above what? 

all . 
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above? 

all. 

That kind of person is a proud person. 

Yes? the next one? 

Often. often .. . often. (Some students pronounced the It I in 'often') 

This is 'often'. It I is silent. Yes? We don ' t pronounce It/. 

This is 'often'. As I told him when he said Iwuldl uh that pronunciation is wrong. 

Yes? 

Yes 

So we don't say Iwuld/; we say what? 

Iwudl 

We don't say Ikuld/; we say what? 

Ikudl 

Ikudl or c .. o .. u .. l..d (spells the word) Yes? 

yes 

And we don't say I~u ldl ; and we say what? 

I~udl 

So 'often'. Yeah. 

What is the opposite? 

What is the antonym for 'often'? 

She often comes to our school. 

She often comes to our school. 

You see. Often comes to our? 

School. 

Often. You know the meaning of 'often' ? 

Yes (raised hands) 

O.k. Yeah. Yes. (nominating) 

Rarely. 

Rarely. yeah. rarely. (write on the blackboard). 

Yeah, rarely. 

You know what the meaning of rarely means? 

Sometimes. 

Yes. yeah. 

That means sometimes. 

Not often 
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not often. Not often means 'rarely'. 

Yeah. Rarely but the opposite of 'often' means what? 

Rarely but ' rarely' means after sometime but repeatedl y. 

You see after sometime but repeatedl y. 

O.k. Now the next one is? 

destroy destroy 

destroy (writes on the blackboard). 

build. 

build. (Wrote the word on the blackboard) 

Well this is according to the passage. Yes. This is according to----- ? 

the passage. 

Uhm destroy build. Well um ... if you remember in the passage we have we 

have read what Nessiredin did. Isn' t it? 

Ss yes 

T Nessiredin brought some workmen. Yes? to do what? 

Ss house upper floor lower floor ground fl oor 

T Yeah. to destroy the ground fl oor 

Ss 
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but he built the two storeys house before .. yes? 

Yes 

So destroy uh what is the other word that that that g ives the opposite of 

'destroy' in another context? 

build. 

Well, build is according to the passage. Yes? 

But what is .. . you know what destroy is, isn' t it? 

Construct. 

Construct is another another I mean antonym 

but we can't find this word in the passage. 

We find the word 'build' in the passage. And the antonym of destroy is bui ld . 

Next. 

Slowest. 

Slowest (writes on the black board.) 

Slowest. Now what is what is the root word ? 

What is the root word? 

Who can te ll me? 

What is the root word ? 
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Teaher Teacher Teacher YIHEW Teacher 

(students call out, some in the local language. Trans. = here teacher) 

(nominates) 

slow. 

Slow. 'Slow' is the root word, isn' t it? 

yes 

O.k . 'S low' is the root word. 

So 's lowest' is what? 

(indiscriminate noises) 

Raise your hand 'Slowest' is the superlative degree of 's low' . 

What is the comparati ve form? 

slow. 

'Slow ' . Yeah, because it is one syllable adjecti ve. Yes? 

Yes. 

So what is the word that gives the opposite meaning 

with this word 'slow'? (underlines) 

What is the antonyms of 'slowest' ? 

You know you can ' t simply get what the opposite of 'slow', isn' t it? 

quickest. 

quickest, yeah. So 'quickest' is the antonym of 'slowest'. 

What is the opposite of again 'quick' is the root word 

and 'quickest' is the same degree with 'slowest' . 

That means, the superlati ve. Yes? 

Yes. 

O.k? This is (inaudible) 

Any question? 

Any problem concerning thi s antonym? 

O.k. If if if there is a word that you don' t know the meaning, ask me. 

O.k.? Do you know the meaning of all words here? 

(silence) 

So let 's proceed to the next topic. 

Yesterday again we tried to do another ... another lesson or another topic. 

O. k. What is that? 

(indiscriminate voices from class) 

Yes? 
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Spelling game. 

Spell ing game. Spell ing game. 

We started uh spelling game at the end of the at the end of the yesterday's class. 

So we ... we ... we grouped the students into two and among the two groups 3 

students were remain, isn't it? 

Ss Yes . 

T so would you please come out? 

(Three students went to the front of the class) 

A group, B group and C group (names the groups the students represent) 

O.k. what's your number? 

S 59 

T 59. Yes. 

Ss 

T 

(The bell rings) 

My God ! 

(inaudible noises from the whole class) 

(inaudible) 

Uh so we do not have time to do this. So we proceed (inaud ible) tomorrow's 

lesson 
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Appendix 6 

Interview Transcripts with the vocabulary teacher 

(Note: I Interview 

K Interviewee's initial) 

I welcome to thi s interview session, Ato K. 

I'd like to start the interview with some questions related to your personal 

information . How long have you been teaching Engli sh? 

K-- J have been teaching Engli sh since 1978 Ethiopian Calendar in high sc hoo l. Espec iall y in 

12'" grade I have taught well uh I have been teaching about 7 years 

1----7 years? 

K---yes, 7 years. 

1-----i n thi s school? 

K---yeah. 

I----What was your first qualification ? 

K--Well I graduated from Debre-Brehan TIl in 1972. Then I went to Assab as an 

elementary school teacher. I taught there for 2 years and got transferred to Addi s 

Ababa in 1975 E.C. I started my study in Kotebe Teachers' College in 1976. I 

graduated with a diploma in Engli sh teaching in 1978. I passed 2 years in between 

ahd started learning at an advanced standing level in AAU in 1980. I graduated in 

1985 E.C. (=1993 G.C) 

I----so your qualificati on is in TEFL? 

K_yes yeah. 

I----si nce your graduation , have had any chance for workshops, seminars or anythin g of 

that sort related to teaching English? 

K-----not at all 

I-----not at all. So what is your source of information or ideas for teaching Engli sh? 

K---- well since starting this teaching English or as I told you earlier I have never been 

exposed to seminars or any re-training. I simpl y use like other teachers. T his is a 

common problem among teachers in the country. I on ly use tex tbooks and other 

re lated books in the li brary especially the previous Contact books, grammar books 

written by different people. Sometimes I use this ESLCE - many years of the ESLC 
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English examination papers to discuss in the class with students . These are my 

sources of informati on 

I----what opportunities do you have to use English outside the classroom and the school 

compound yourself? 

K---- Well , I don't have. I don't have. Simply [ listen to the BBe. Thi s really affects me. In 

fact, outside the school I don ' t have any opportunity to apply my Engli sh language 

and to use my English language. 

1--- Antonyms and synonyms, I don't know whether it was because of the nature of the 

topic itself or something else but there were too many questions that you were asking 

and too many answers that the students were giving. Does thi s usually happen? 

K- it does not happen but I mostly use such methods because you know I feel that or I 

think that when I do thi s most students will understand what I am say ing or what I 

am teaching. Because of this I hope if I am not mi staken language needs a lot of 

exercise and when you do exercise you have to repeat them so many times . Even the 

textbooks repeat a word or wo rd s in different ways. Thi s is because to understand 

easil y. You("e, that is why I always ask many questions and I want to get answers 

from the students. 

I In the lesson on 'antonyms', for in stance, you were repeating some questions sometimes with 

changes in their words and other times with no change in their forms. Questions like: 

I. You know what is the name for 'oppos ites'? 

2. What is the other name for opposites? 

3. What is the other name for opposites? 

Similar repetitions of questions also happen elsewhere in the transcript data. Was thi s 

intentional ? What purpose does that serve? 

K Changing its form might be mistaken but I use thi s purposely or intentionally . When I ask 

students in the class if a get a response or if students rai se hands after my first question I won' t 

repeat the question , you see. But I repeat my questions 2 or 3 times when I don't see any hands 

in the air to encourage. It might be mi staken as I told you not to change the form of the question 

but I use thi s intentionally. Changing the form might help the students to understand what the 

question is but I don ' t do thi s most of the time. 

l---How about repeating answers after students? Have you ever noti ced you are doing that ? 

K_Yeah. Yeah. I do but not always, you see. Whenever a student gives the answer I always ask 

others if that questi on is correct or wrong. If I get supporters for a student who answered that 

question and I ask them why and if the majority is silent or the majority doesn't give any 

response I will explain the question and the answer, you see. Thi s is what I do always. 
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1--- Concerning what is to be said ' ri ght' or 'wrong', what is it th at you are sayin g 'right ' o r 

'w rong' in students' answers? Is it the content or form or both? 

K--- It happens always. Many students give answers and their answers are not complete mostly. 

When they give these answers I always tell them that there is the idea, you have got the idea but 

the construct ion is wrong. I always write what they say on the bl ackboard and 1 want other 

students to identify where the mistake or the incorrect fo rm of the language is and if I get it is 

o.k. If I don't get I'll tell or I'll say someth ing about that. Most of the time students do 

sentences without verbs. This is what happens usually so a sentence without a verb is not a 

sentence even though there is idea there . So I always write the wrong sentence on the 

blackboard and correct that. I tell him or her not to do such mi stake in the future, you see. 

Because that part of the sentence is very important if that part of the sentence is mi ss ing the 

idea is not complete so the student does not feel any shame but if the student g i ves a wrong 

answer and if I said this wrong and simply pass this might I mean discourage him not to ask in 

the future but I don't do this. 

T I don't know if it sou nds fool ish to ask this but I want your opinion on what you think 

might happen if we talk less and listen more to students during a lesson? 

K The teacher most of the time should not talk too much in the class. T he teacher is a guide 

by himself. You see, a lot of things should be done by students but as I told you, we teachers I 

take not only me but most of the teachers, talk much of the time in the class. We do this not 

because we want to waste our energy or not because of the habit of talkin g but simpl y, you see, 

we want to he lp the students by talking more. Thi s is what we do but we might be mi staken 

rather thi s is what I do when I talk too much or when I say something repeatedly. I feel that my 

students learn more. This is also why I talk. 

I In some lessons there may be reasons for teachers to discuss many language points 111 a 

lesson. I remember cases in the vocabulary lesson in which you were talking about 'would, 

should , often, could' because students mispronounced them. In the same lesson there were also 

in stances in which you were talking about degrees of comparisons and prefi xes. Is that not 

giving them too much input? 

K It mi ght be worryi ng or it might be bad for students if we do that but whenever I hear 

mispronunciation I a lways try to correct by writing on the black and say in g the words to the 

students. This is what I do but I don ' t face many such problems within a period. 

I don't do many things in a class like pronunciation, vocabulary and grammar. I do the passage 

with its comprehension if I get time but I always do one thing at a period. I do have my own 

weekly lesson plan. Accord ing to that plan I have to plan for how much time do I talk and how 

much time do the student talk. Because of that if I have time after discuss ion of the main po int 

of the passage, I wi ll proceed to this comprehension not the vocabu lary. The vocabu laries are 
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the very important part of the language. I believe th is because unless we know the vocabu laries 

we don' t do much so the vocabul ary shou ld be done alone. The period given fo r the vocabu lary 

is fo r the vocabulary not for the grammar part. The grammar part is boring. It 's wide. It shou ld 

be divided in to periods so some part of the grammar part should be done withi n a period . I 

don' t give or I don' t bore students to do this but as you saw whenever I hear a wrong word I 

a lways wri te that word on the bl ac kboard and make the students read correc tly 
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Appendix 7 

Vocabulary lesson student diaries 

I I was a bit d isappointed this morning. The teacher started 'spe lling game' yes terday. We stopped when 

the bell rang but we didn ' t fini sh the game. Today we didn ' t start wi th that. The teacher said 'we' d do it in 

book 2. That might be correc t but even then I wish we 'd learned it here as well. We need to learn about 

spelling as the knowledge is important for us LO write Engli sh (S) 

2 I liked Laday 's lesson for two reasons. One, the teacher wro te examples clearl y on the blackboard , and 

(WO, the students who always disturb the class had forfeited class because it was the 51h peri od . I was 

di sappointed only oncc. That was when a student asked a ques tion, the teacher asked another student to 

answer the question and he didn ' t add his own answer and comments to the answer given by the studen t. 

(W) 

3 We did questions in class today. I was one of the four students who go t the chance to go to the 

blackboard to write answers to some of the questions. I was very much afraid of being wrong but mine 

was found to be the best of all. The c lass showed their approval by clapping the ir hands. I was de lighted , 

reall y. CW) 

4 Thi s morning when the teacher asked questions, students were answering in chorus. Th is gave a good 

chance to disturbing students to shout out answe rs. (S) 

5 Today the teache r's handwriting was good but the usual problem was there: students were distu rbi ng as 

they always do . In add iti on, when the teacher asked questions, there were chora l answers. When some 

group said one thing another group said another thing. No agreement, no disagreement. (S) 

6 There are some students in the class who ask questions and the teacher repeats thei r ques ti ons. Th is is 

good for us to learn. Our teacher thinks we don' t understand the lesson and the questions he asks. That 's 

why he as ks the same question again again, I think. (W) 

7 When the teacher sa id 'ask me anything you don' t understand ' many stude nt.s ra ised their hands. At the 

e nd of the period, only one student asked a ques tion and the teacher postponed answeri ng even that 

question. (W) 

8 It is wrong to stop the teacher for a question while he is explaining the lesson. I always delay my 

ques tions un til the e nd of his explanation. He fini shes explaining at the end of the period and I can ' t get 

time to ask a question. Even when he fini shes explai ning a few minutes before the end of the period. I 

can' t ask all the questions. Students also shout towards the end of the period. (W) 
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9 Some days we do homework in c lass and take home another homework for the nex t day. We learn no 

new lessons. (S) 

lO We did nothing today. Teacher marked students ' work. Other students were distu rbing. Because of the 

sludents' noises the leacher told us to read our book at home.(W) 

335 


	MX-M464N_20201111_154152
	MX-M464N_20201111_154349
	MX-M464N_20201111_154806
	MX-M464N_20201111_155006
	MX-M464N_20201111_155155
	MX-M464N_20201111_155308
	MX-M464N_20201111_155709
	MX-M464N_20201111_160003

