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ABSTRACT

Twis gsoudy 15 garried gyt to descripe the mpatare of
-~ - -~ 1 —~ - 1 — p—
s¥xvlanztinona givean by grade ten English language teachers.
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Specifically; it i1s meant to investigarte the amount of

class time spent on giving explanations, to find out the
kinds of explanations grade ten English language teachers
give (classified according to type, time and reason), and
to see the disparity, if any between what the English
teachers actually do and what they are expected to do. Six

=2xperienced grade ten Englis angua treachers from i
t grade t English language t h from six
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analyse the video-recorded lessons, a thre
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dimensional classification of explanations and a checklist
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.01 per cent of the class-time on giving
explanations. A total of 122 explanation instances have

ceen identified. The most frequent explanation tvpes are
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reason. Teacher-initiated explanations also constitute a



The study has also found out tnat =iz zanmple t2achars

- Erardge oniy Sometlnes mani fasrad vhe werhal DERAYITIZS

=mw  giving oSxplanatlions. THE honsysrrz.  EeasViglIE
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Based on the findings of the study, 1T 13 reccmmendad

+ +the awareness of teachers in =r=sgzrd to giving
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ns so that the
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explanations be raised through various me

explanations they give can be improved.
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CHAPTER ONE
Introduction

1.1 Background of the Study

-2 nhoe LTALZCSIAaL eduCacionac SVSCRl, R = ZngLisn
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secondary schools as well as higher levels of learning.
Teachers of English as well as those of other school
subjects use the English language when they carry out their
teaching duties.

Studies conducted in classroom language suggest that

mest of the talking is done by the teacher. (Bellack
a=_ a1l 1946; Tflanders, 1970; Kvriacou 188y Tilabun,

(B

This has also been found out to be true in the

O
*

Tthiopian context (Abdulkader, A. 1983; Yosef, M. 1990;

aw nog e = e e e ot m— o et T T R ol
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need for Ccioser 1lnvestTlIgaclion ol -he fTalix mace py Ceacners

lion's share of the class time, it is absolutely essential
-2 loex into the classrcom language so as to  s=2 what the
“eachers' talk logoks like. It is also through the teachers'
=ik That ascguisition iz Eacilliated. I= =Tsins ofF

scquisition, teacher talk is important because it 1is



Tas~Rars carry —cu- a3 numker of 3cTivitiss and aave
{iFFfzr=n* purposes whan tThey talX 1n thelr C_2358S.
SimmTmie meAd Braoil C iy m Al aEien me SRias zuoagAast
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~hat tesachers talk in the classroom for a numper of reasons
_____ o 173 m iy 29 & i 4 —
such as tellir \q things to pupils, getting pupils to do

" ~ 1 B i . h
things, getting pupils to say thlngs, and evaluating tiae

things that pupils do. Of all these purposes, of this study
focuses on the first one where informing pupils, and
describing and explaining things to them are included.
1.2. Statement of the Problem

As aspects of teacher talk, verbal explanations

CCTﬁ?iElEd oy non—-verpadi penaviours constitute a

i3]

significant proportion of the taix

their classes. As features of teacher talk, explanations

Sy

re considered as 'epitome of the teacher's role

]
(=51
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Explanations are the main components of teaching which
require deeper investigation. Although giving explanations
is one of the major component of the pedagogical function

f= =0T ] 1 = 1 J 3 1
of teacher talk, it has not been studied or investigated

ot a W] ~r \ V4 { —~ vy 1 YAy A O 1 - —~ —_—
CAOroudnLy {(Nunan, 1988, 1991; Chaudron, 19%838; Brown,

Hence, the major purpocse of this study is tc look into

the nature of explanations that are given by grade ten

T

[
i}

nglish language teachers.



1.3. Objectives of the Study
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= Investigate =he amount of class time that I1s
devoted to explanations given by the sample

teachers;

B Find out the kinds of explanations that the
English language teachers give;

= Look into when explanations are given;

1.4. Significance of the Study

Th= results of zThz study may provide the following

- Sufficienz =zudies of this kind have not been
carried out In our context and hence, it is hoped
that the rezuilts of this study will shed sonme
light on petz=r ways of giving explanations;

2 The study ==y also be significznt to teacher
2d'1CaTors T make Lhelr Trainser awarse of the

nature of exvlanations they will give when they
become teachers.

- High schocl teachers may also benefit from the
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he classroom, particularly the language of zhe
teacher and initiate future researchers to make

further related studies.

1.5. The Scope of the Study

This study is limited to the description of

A T o 1 -t — S = ~ e - 3, - -
Addis 2zaba. The sixth zone is purposely excluded again
moc-anss oF time limiczsimns sinze 1t iz very f3r zWayY.
Instead of it, however, a second school is taken Irom Zone

Addis Ababa.

1.6. Methods and Procedures

0]
1]
tr

o

-~ -y e —— i -
SLY INYVE ~ = - —~ o T B g
¥ L s I == =\ SIS S B 8 PSR GRS = LA Tt =T - —

introducing new language. The recorded lesson

[9)]

are
- ib - - 1 i
—ranscribed verbatim so as to obtain the necessary data for

Che study. To do this a three-dimensional classification
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time =nd reasecn ls used, Qesides, 3 crhazs< list Zor potn
vorbal explanaticns and nen-~verbal pellavicurs accompdanyling
them is employed. With these, it 1s attemptad —O answer

basic guesti ons mentioned in 1.3 of this chapter.

nature of explanations given by English language teachers.
1.7. Definition of Terms

Explanation:

An aspect of teacher talk designed to clarify any

igea, ruie, precealre o DIOCESS oAt anderstooa
Ei s el e
- L nj.-ﬂ --_-j

by a students. It is meant

understanding, and invoclves

- - 4+
gdescribald, inTerpretlng,
T e A =- . e e - T - - = -~
CATINU L v iy Seaftn izl Biley SIS o g -l

Effective:

Refers to doing things on acceptable standards or

1 -1 1 = = 3 5 vy
principles so as to produce intended cutcomes.

0

Prerequisite knowledge:

"y
R T e P — b S
= - — = = g it ey e — »
2LE L TIEES e Leglrlnaells whRow = o= g meyr et - ae
4 LSgLe el ., ST ES o BEa Sl

to the introducing and teaching of the new

language.



Fundamental concept:

deas.

Advanced organizers:
Sreliminary information agpcut tae 3Lructurs of
“he material to be learnt. These prief out_ines

are intended to give direction to learning and

show students the plan of the lessons before the

content of instruction is revealed.
Non-technical language:

Ordinary language devoid of terms specific to a

cartain discipline

= = pd L LT .

Interactive:

A situation where a teacher and a

_ ; . : 5 4
AR - T T 3 s s s ¥
s+ydent /students are actlvely 2ngagec 10 axking
= T mmm = Y m e T o= Sy T - - - = - = —_- = - = — o~ e
X Lald _ LS n liSadel ok T e WD A s Mo N =L

Jerbal cues which serve as sequence signals for



CHAPTER TWO

Review of Related Literature

G nas peen polinced ouZ, Tae .malil Durpese 9i 415
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2N gradc cen Lngilshn wanguage teacners. 1T Someonie rsads

a book on effective teaching in general, it is very likely
that a chapter is devoted to explanations. This shows the
importance of explanations in teaching. It is in fact very
rare £o see lesscns wherse theré are no explanations of scme

sort. Explanations are given not only where there is more

FEEEg) s : Tt T = o L e 5 - 1 =

~=acher domination, put alsc in student-centred classes.
T = - — = —— _ - — — = — S = _— = = -~ —
ney can be manllesi=sc Vel when Lhera 5 Temansr—Stugent

or student-student interaction. Borich {1988} suggests

- 3 L a =1 3 o 111 4 — 5

—hat explanaticns are multifaceted presentaticons that
LAYLSSVS NET @niy 8 S5Jc SmbUnt 8f VveIgs:. TELr SUuz 3.50
“eacner-student InEsraeELEny invoiving Guestions and

. review and practice, and the correction of

vt

9}

tudents' errors and sc on.

In this section, a review of the related literature,

angd research conducted in %he area will ke pressn-ad
2.1 The Why of Explanations
Teachers rely heavilv on explanations in their lesson

cresentations their main purpose being to

fe]
s
<}
(¥
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technique as a means of Iimparting xnowledge
students. In this whole process, the teacher 1s the
explainer,and the students recipients of the explanation.
RBesides, concepts, facts, rules, principles and so on may
be labelled things to be explained. As aptly put by Brown

(197817 )5

= 1 bl

<+w Lthe an

=xp_alner Le
r

explained. i

problem, and t! th olanation ! to

present or draw out a

statements, each of which are understood by
7l = ¥ + 4

the explainer and which tog lead to its
' RiEe nsl srleock
The duty of the teacher in giving explanations is,

s i 3 . ; _ i - . i .
therefore, ) breed understanaling kg the students.
T rin sommponams e £ e T 3 . 3 = & amnf® -

However, Zor eXxplanaticns o pe Iruitfu., 2 cumulizativae
grrort af the explainer, To= Tazcoer =na “rFa explziner

{(the students) is reguired. This results in the

achlevement of the intended learning goals.
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explanation generally speaking may have any of four
different underlying purposes:

= To show a direct cause-and-effect
relationship;

= To show that a particular action is
governed by a general rule or law;

- To illustrate a procedure or process;

5 = .
- L8 show fthe intent of Al aciTion or
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znd Rczsnshine and Stevens assert that ressarch studies
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misconceptions .



Learning takss placs when students CSIme AcI0O33 new
sxperience <r ma{e sSome MOGLI1CATiIORS - “heir former
‘nowladge. As gucted by Duffy et al (1986, Anderson and
Dearson suggest that learning occurs wnen 2 perscn
sancounters experiences which cause 2a new schema to be
created or an old one to be modified. This can be

obtained by means of giving effective explanations to the
students. By using the explaining technique, teachers can
not only familiarize their students with new facts,
concepts, principle, rules and procedures but also correct

P

misconceptions they might have had. "Interactive

explanations help students understand new content and
prevent student misconceptions” (Bellon sz al, 199%2:2860).

Interactive situations involve activities whereby
teachers solicit and respond to students' efforts to
comprehend new informeTticn. The mnse < 2liziting and
responding technigues makes teacher eXp.anations more

The general purpose being to give understanding to

o - - —~t = - - —- = T = 3 = = 1
ztudents, ~aachers give explanaticns Zor a number cof
sy ) e, = - | i =

reasons. Teschers might, for instance, ta=<=s tThe nitiative

and give explanations assuming that students need to know
something about a certain language point when introducing

z lesson or a stage in a lesson. Teachers may also give



axplanatisng in respeonse  ©O  Questlons  STUQERSE ask.
mraschers ~ffer saxplanations as part of the devalcoment of
\ew SoRten= or ‘s resporse to student guestiens” (Bellon gf
Sy LO92:248]

Teachers give explanatiocns when they fsel that they

are introducing a new concept, idea, rule or procedure.
Likewise, they may give explanations when they are asked
questions by their students. In this case, they may give
the explanations to provide a solutlon to the students'
problems.

As mentioned above, explanations are considered as

spects of direct instruction on the one hand and as means

L

of providing feedback on the other hand.

explanations as a means of providing feedback is not

wamn e U0 gLyin answers to guestions raised by students.
I2zZngers may .80 Jives srolapations Wheh STLasiiE pail Lo
answer Juestions or when they give wrong answers CoO

teachers' questions. Quoting Herrmann, Bellon et al (1992)
further state that when teachers find out that there 1is

misunderstanding on the part of the students, they may re-

rrm T e T maed Ses et = bheo g2t the g peas R
2xplain or clarify what they want them t< uncerstand.
N NUNIN. U SN SR V. S T, il I W g A mmraseee  conpenn  musmend® saama o
STadenT Toaamacy 3 Meod mere BTl TeacnaerXrs are SgLtisSlilsed

with the level of their students’ understanding. Bellack
and associates (1966} also suggest that explanations are

frequently given in response to questions asking why or how
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Similarly, Duffy et al (1986} suggest that based on
students 'responses to teachers' subsequent gquestions about

presented information, teachers may assess how the

asis of this

oy

information is being used and on the
assessment, they may elaborate with additional information

as necessary. It is to refer to this point that Bellon et.

9 i a1 o g I s oy pmot B " P - . i BT s e
=1 1992: 236 write, Teachers interact with students to

diagnose and correct faulty concepts during explanations”.

Teachers also give explanations in orcer to assure

- s - — — - =T —_— - ] - < —~—— m 4 =~ -
that the answer given bv a student 1s correct. Thisz 15 a
<1 Ea B P T v e es2anack GG OIS S22 P B -

assess students' understanding, teachers fcrward a series

of questions to their students. When students answer the

3~ —} 4 ~ T~ - . ==
questions correctly, teachers may give additional
i & % 3 3w B g d oo P =
explanations for cornfirming the right answ=rs c —heir
stugssis, This I8 BEsns L4 7 FowWny the znswsr iven oy

the student is correct.
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2.2. Types of Explanations

Y S R Y S R ¥ 1 - ——

SR Trarant SaUCEtor oSSl SXPLFLITLADES Ll erEnTuy
Acceraling O DOW 97 = r cRers ars Enree e S ghis
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eXxplanations: _fle lnterpretive, descriprive and Ire3sor
Dicsd v e oo + . ORI T Vst
Jiving WNicC approxXximate the Jguestliclls What ’ IWOW D,
4 Mk

and 'why?' respectively.

Interpretive explanations have the main purpose of
specifying or defining the central meaning of a term or
statement, or they clarify an issue while descriptive

explanations aim at describing processes, structures and

procedures. Reason-giving explanations ,however, involve

or values as well as causes. A par

cf

icular explanation may

invelve either one or all of these three types. It is the

aim of the exevliainer that causes this to happen.
Y oy mie e W 4 teamas 1 e 1S =7 =~ mada bhaergssr v g gy = -~
JigSsITisgtion As LBt WMags DEvTwssD grfssmanral Eng
=4 e 1= 2 1 g my = e T f -~ S RS e
cecntent exXplianacions. The former are tygss <L structuring

of lesson activities while the latter are explanations of

concepts, names for things, and grammar rules. Of these

- LT, . 2 i W = - =1 . VI 1 S TR S

comprise the majority of teachers' explanaticons [Chaudren,
Ao P Tha Tamria AE Fria oo it - e omy
LR TR Seempmamn gt Gy caper Bty EWETTSE, B2 55

content explanations because they are related tc the actual

1 int to be introduced whilse procedural

}.
80
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)

explanations are concerned with the structuring of lesson



Yee and Wagner, 22 JJgiotes By Mot ohya =338
distinguisnec oetween planned and unplanned 2Xr_snations.
The latter are those which are Jenerated by sudden
Juestions stucents may ask and for which “eacrers may not
have ready made answers requiring explanations. However,

planned explanations are intentional and tend to co-occur
with certain other features like framing and focusing,
examples, and restatement of what has been said (Chaudron,

1988).

As quoted by Nunan (1989), Allwright suggests that

1

many teachers' explanation

do not m:

tn

ke sense. They are

4

either confusing or simply wrong. Referring to unplanned

explanations, Allwright further comments that it is usually

inrsasonable to - expect “=zachers +n vrovids  cohersnt
=XP-.Aanaclons or polints of 13nguage when DUt <n -2 speT by
i e =y —~ - [P R —~ — TF ooy P S STy

learners. 1L tTeachers pian their explanation, howevear,

clear explanations to their students.

2.3. Aspects of Effective Explanations
P 8 Qualities of Effective Explanations

Direct instruction, of which explanation

[0)]

are the main

components, has not been favourably viewed by some

educators. The common reason for this is that its main
purpose 1s information transfer. However, there is neo way
©f ensuring whether or rot such informatisn has oeen
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students schema by providing informatien. Hence,
information giving 1is important and should not be
undervalued in teaching.

The information-giving process can also be made in
such a way that the students not only attend to what the
teacher explains, but also react to it. Again gaccording to
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characterized by four properties. These are a

responsiveness to student restructuring cof information, an
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nrormation wWhiiCnl 1S conceptually accuratce, 2XC_1C1tC and

meaningful, and an attempt to assist student effort to
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build understanding by Sequencing and

restructuring 'hooks"'.

in eriecitive exXpianations, e I oOrmacliocn giving

&
DS s 18 ragprrhat ga r ratiirn T srpge~ —»~ S ==t g T he
S SN . 4~ 2 TSN e N LDl PSRRI 3 Bt P 4l LT a - “ - .. 2Z ’ O e

teacher has to review pre-requisite knowledge of the
students about the language point to be introduced. This

helps the teacher to modify earlier schemata of the
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view is also recommended by Cole and Chan (1994:145):

"Always review prerequisite knowledge and
fundamental concepts before introducing new
subject matter. _earners who have the
necessary prerequisites achieve at a far
higher level than those who have not

acquired the reguired knowledge and
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For explanations to e eliisectlive, Teachers are aLse

expected to acquire certain skills. Quoting Brown and

2 TR 2 A (L D T e e ¢ = = T ed Ty v
BRSO V=20 Lil L 5 WS SR " P SO SPE5- (SRR - aL= Gl LY o RSB 3
- o ANE i %N e, = e el ol el - = - avma - o # =1 =1 e
BEEL R R o s el A ar o e a e i e s M oo i o b =R EDN o S |

2
making good wuse of wvoice, gesture, materials and

es which are appropriate in type
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Similarly, Cole and Chan (1994) suggest that effective
explanations are based on certain principles of efficient
communication and forward several dimensions of effective
explanations. Some of there important categories are
meaningfulness, clarity, variety, interest value,
simplicity and concreteness both in subject matter and

axamples.

2:3.2. Components of Effective Explanations

"ne of the most important wvarizkles in giving
sxplanacions 1s <checking wiether or o127 seadeats aTs
listening. The teacher is expected to gzive zan interesting
introduction in order to gain students' =zattentlion. If

students' attention is not maintained, very little learning

is likely to take place. Supporting tiis view, Cole and
Chan write,

"Provide an interesting introduction to
lessons to gain  students’ attention.
Students will actively attend if a teacher
can arouse interest and curiosity during the
sarly stages of explanations and

demonstrations™ (1994:146).
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o 2licit and sustain pupils' attention and interest Iin the
lesson. Establishing a positive attitude at the start of
the lesson provides a good spring board fer what follows.

To create a positive mental set, it is important to ensure
that pupils are paying attention when the teacher begins
the lesson. Attention 1s, therefore, important in
attending to explanations.

Another important condition which 1s closely related

n

to the provision of an interesting introduction to gain

students® attention is the provisieon of advanced organisers
for learning activities to be treated in a lesson. This
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percre Tné aCtual eXpianhatlol and 1.2 ~Clhiiside 1435 s=voaacu.

Students are therefore advantaged if the teacher provides
= L
preliminary information about the structure of the material

to be learned (Cole and Chan, 1994). This view is also

strengthened bv Brophy and Geeod (13556 vho assert that
schievement is maximized when <%eachers not only actively
cresent material, but structure it by beginning wWlth over
F ’ 5. 3 4

riews, advance organizers,

outlining the content and si

lesson parts, calling attention to main ideas; summarizing
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during explanations. This can be viewed in line with the
use of verbal markers to assist students to differentiate
what 1s important (or more important)from what is not (or
less important) (Anderson, 199%1). In other words, when
teachers insist that students pay attention, the students

may realize that the teacher is going to make an important

57]

point. This can put the students in a

their own learning.

Examples are also basic component of effective
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and Chan, 1994).
There are two basic approaches to the use of examples:

Che inductive and deductive approaches. The former is when

one starts Wlt! eXampies and maxes ar inrerence or
generalizationg bosard An Frhmw osobd o bha T omi e I e e
JeENerallzailons gas3ed on Thsm, whlile the _atter sz wma- _e
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its own merits and it is hard
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to say one 1is superior to the other (Perrot
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1 have
accomplished your objective by asking
the pupils to give you examples which
illustrate the point you were trying

to make (1982: 39).

SE

As quoted in Brown (1978), Gage and his associates,
having carried out a series of studies on over forty

teachers, .came up with certain major findings which

explanations. Some of these are: emphatic gestures and

movements, relatively short simple sentences, appropriate

vy S Ermrar el gms aao aE  Ehe, T ima Pk ped ey o [

hhhhhh r A0ProoriaTs IE= £ e S Kpoarda T A BalEIsTs
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on.

Prompted by the afcrementiocned studies, Brown (1578)

had also tried an experimental course with the help of

Tor . - 2 — kS —~—— - = mi. g - - 3 T —_ T o= —_——- -~
newiy avpolnted .ecturers. iie Lirst and Last explanations
= L P — - - = S
> e3ach were compared, By the end of the trainin

1

programme, Brown came up with the following findings: the
last explanations given were clearer, more fluent, and
contained fewer 1irrelevant technical terms and fewer

complex sentences. The final explanations also had well-
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c2erore Ky pELRLS and smpiloved FeEstares and verpald

empnatics. Brown's final comment is that teacher trainees

can be trained to become effective explainers.

2.3.3. Non-verbal Behaviours Accompanying verbal
Explanations

It is strongly believed that non-verbal behaviours

That accompany varbal sxrlarnations are aguallv important in
fostering students' understanding. Research has shown that

teachers who exhibited certain non-verbal features produced

o A e Rl = s - ~~h Ao ik AL AN e Srme DF A ar=
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Zarried out py Gage 2T _al (1972} and Brown (15%78) are the

= pausing, locking around the group and waiting

. . P i
- ~oking 5t members ~Ff ks rmom and sk by 3 @y

LOCO KL Fi. MeEmosers 2 = Grodp ald watcning

Fhad r o sam e foovreas

el .l ERaITLonsy

- using some gestures to emphasize points;

- ! - s o QTR
f ne=d ke mMoving aof ut a iittle;

b

- when using visual aids, making sure they can be
= r
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ASKiNg a Juestlion and looking at the zudience;
= Irying tc vary the pace of delivery.

On the other hand, some non-verbal behaviours have
been found out to obscure understanding and hence need to
be avoided by teachers when giving explanations if students
are to follow what is being explained. Some of these are
like marathon walk, starting when only one or two are

listening, dropping the voice and examining the toes when

saving something impeortant and using uniformlv slow or
high-speed deliveries (Brown, 1978).
2.4. When Explanations are Given

-3 a.most all lessons or lgarning séeqiences, teachers

of the learning activity and stimulating further learning.

In order to carry out all these activities the teachers

SRS s —~ e = = = 2 - . = = e e S

I=4ddlre ti= Use O exp.anatlons at various points in the
ShEseR 8 R S I —_ T iy 8 i u — 1 +=kar +FYharr el T S —
L= EERLNE SSguence. 1€ Malll point 13 that thev shou_ d not

take up much of the lesson time (Perrott, 1982).
5 stated above, teachers may give explanations at any

stage of lesson: at the beginning, somewhere in the middle
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d Llesson zdan pe particuiariy imporfarf a5 Li Sefves a
numpoer ©r purposes or THRECLOnS:

- It must elicit and sustain pupils’
attention and interest in the lesson;

- It 1is wuseful to indicate what the
purpose of topic for the lesson is and
its importance or relevance;

= It may be usefully used to alert pupils
to any links with previous lesson and
to best prepare them for what follows
{1991: 36).
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explanations are given during lectures and presentations as

part of the development of a new content.
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the purpose of enabling the students to grasp what has been

taught, and also to ensure that they have understood the

main pcints of the lesson. The maln purpose of
explanaticns as a lesson summary is to provide a clear
syncpsis of the key concepts treated in the lesson, and

show the links between and among them. his helps the
students to gain understanding of key ideas presented is

the lesson (Cole and Chan 19%4). =
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2.5. Language of Explanations
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i1sed when giving explanations is important for bringing

about better understanding on the part of the students.
Bellack et al (1966) assert that few classroom activities
would be carried out without the use of language. This is
also is true with explanations. The explainer, in the

case of the classroom wusually the teacher, needs

)

poropr_ate langua:e in order to give axrc nation which

I
6]

are concise and to the point. Callahan and his associates

{1988), having discussed the importance of explanations as

raluaklse toecls in teaching suggest thzT teachers are
—EE.Y TT £ tempitad to talk oo much.
—~ L | Tz . o - - - NP By 3 3
Similariy, Kvriacou (1991 suggests tTrat explanations

should, among other things, try to be gramma=icallv sim le,
r = = d

explicit, and make good use of examples, define any
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technical terms in their explanations and if their
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5 are too long, their explanations are not likely

to be understood by the students. Teachers should,
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Zdea that explanations should te concise ari —c =he DOLAT
pecause liong or convoluted explanaticns rzrzsly promote
ingerstanding. They suggest that protract=z exolanations

attentlion span of the students, the other relates to
interest.

Teachers are also expected to avoid the use of jargoen
when giving explanations. If the use of technical terms is

inevitable, teachers should make sure that they do not

obstruct students' understanding. Harmer 11887; 199

7}
16}
%]
D

sSuggests that an explanation might presen: problems to

students of there are technical terms. He further suggests
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_hat dbstract {grammar exXplanations m:ght L& & 1t mors
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however, be taken into account, i.e., littl= of it should

be used and only when appropriate.

2.6. Role of Questioning in Giving Explanations
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nultifold. Questioning and explaining behaviours are said

to occur simultaneously. Botl
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rpmponency :f cesching thas grestly m=szelist sxplInaTicons
jiven Dby =Z=zchers. Kyvziacou = 280 &5 asserts,
"Explaining ¢fzen goes hand-in-hand with giszsztioning, with
—he teacher zwitching Irom <ne to the othsr as and when

gt

appropriate.”™ This shift enables the teaczzr to make the
explanaticons more interactive in the sense that they not
only check students' comprehensicon of what s being taught
but also encourage the learners to contrizute what they

know to the explanations being given by the zZeacher. This

way students' efforts to comprehend what is zeing explained

~an be maximiz=4, It is to refer To this z<inT that Bellon

2t _al write, "A good explanation is much mcre interactive

than a presentation. Teachers must elicit z2nd respond to

students efforms T2 comprehend new infeorma-ioo"{1992: 248).

Mavegvar, guisstioning =nables Tsazrsrg toc win the
attention o<f =their students which 1z very important 1n
following ur %the explanations they give. It puts the

students in ccnscious control of the languzze point being

treated in tThne lesson.
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vary the type of guestions on the one hanc and make sure
that they serve different purposes on the <Zher hand. If

the teacher clutters his/her explanationz, for instance,
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Jquestions are

An attempt should also be made to use gquestions for
the purpose of brushing up the prerequisite knowledge of
the students. This in a way helps the t=sachers to gear
their explanations to the level of their learners so as to
facilitate maximum student iearning. Besides, questions
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can alsc be used for teaching purpecses as 1n explanations.

Questior shoul al ar C ratzer
"Questions hould enable nd teach at~er than test"

{Jean 1060 43}
Jean, 19%0: 43}.
Cooper (1%26) alse stzcss thzt eflzctive gisstioning
= = = —~ —~ F = 2 ey a ~ e - = 3~ - F £ 3
i3 an aspect of effective <teaching zz 1s effective

=xplaining. Teachers neec to recognize <he fact that

different guestions have their oWI distinct
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functions so as to be able to use various types of

questions effectively when ziving explanaticons.
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2.7, The Role of Teachers and Students in Explanations

evel, giving explanations is viewed as

ILA_J

At the surface

0)]

the scle rcle of the teacher. However, as has been pointed
a joint

Both

Q.

effort of the =xglainer and explainees is require

the teacher and the students have their own specific roles
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Thnelr reasoning process, tell how the prigcess zzn bz used,
restructure their knowledge bkase T2 accommodate  new

2arning and apply the new processes 1 rezal situations.
"In general, teachers monitor and shape student
understanding as they generate explanations students can
is5e to reformulate their mental networks of knowledge"

11

‘Bellon et. al, 1992: 249).

2.8. Studies Made on the Language of the Classroom in the

Ethiopian Context

i)

Certain studies have been carried cut in the Ethiopian
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Abdulkadir Ali (19%82) conducted rzsearch =z find ou

3
t

1

—ne kind and £

requency of verbal and ncn-verbkal tehaviours

that transpire when teachers and students interact. OCne of

—ne findings he came up with was that thr=e cut 2Z the four
—zachers {who were his subjects) did 73% —g 24% <2 tThe talk
in Zh= class. This coincides with whasD rzzzzr:h nzs3 Zound
cut regarding teacher talk in the sense that most of the

ol

0

U= (A W - S, z 1 4~ —_ + x Ml -~ jraL o | —_ - S .
alxing is done v tThe fteacher. Fhe Xingd =22 Zntluonce

—zachers had on the students was more dizsct t£har Indirect.
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Tewolde Gebrs Yohatihes (1988) L@ givempiing <4 Zkmiars
the listening abilizies of junior secondary schocl students
with the listening lsvel expected of them zTrisd to analyss

based on Sinclair and Coulthard's system of analysis
(1975). He concluded that the language of the teachers was
far beyond the listening abilities of the students.
Secondly, he found out that of all <the exchanges he
identified, inform exchanges are on the whole the most
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definition, an aspect of explanations, is again the mos
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frequent. ©On the basis of his findings, Tewclde concludes
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Tewolde’s study was, however, on subliect zreas.

Yosef Mekonnen (1990) also tried <to identify the
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findings. Fer instance, explaining, e=zemp_ifying and
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avaluatin 1n genera. =xplaining meaning or putting over
infermation) and giving instructions wers the most
difficult ones to handle. Besides, Yosef reccmmended that

appropriate training be given to teachers of English on the
function of explaining meaning or putting over information
which is the concern of the present study.

Wondwossen Tamirat (19G2) in his attempt to

investigate the feedback behaviour of grade 11 English
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explanations, equivalent to the explanations labelled in
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describe the methods exrloyed by senior secondary school
glish language teachers. She came wup with findings
relevant to this study. According to her findings the

lessons were dominated by teacher talk and grammar
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the time spent on practize is minimal, i.e., about hal
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CHAPTER THREE

DESI@&N OF THE STUDY
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new language. To achieve this main purpose, threq specific
questions were raised:
a) How much of the class time do teachers devote to

the provision of explanations?

b) What kinds of explanations do grade ten English

e Nt aspects cof effective 2xplanations deo zhese
teachers exhibit in their classes as opposed to
undesirable behaviours?

serve as guidelines toc 1ooKk inte the sature of exp sns-iors
given by grade ten English language teachers.
3.1 Selection of Schools

There are =twenty five secondary schools in ths six
zones 1in Addis Ababka. The sizxth zone is not included
pecause it 1s veary far away. instead of it, a second
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five zones, one school is randomly selected from each
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Kokebe Tsibah Comprehensive Secondary School
4 Entoto Academic, Technical and Vocational School

Black Lion Senior Secondary School

on

3.2. Selection of Teachers

rom each of the six schools menticned above, a

t1y

teacher was randomly selected out of the tenth grade
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al.ow the researcher and ths video—-man 1HES Coell™ classes.

¢r cthree consecutive days prior

to the actual recording of the lessons.
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the purpose to raise their awareness on the one hand and to
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ensure Chelir reasons for giving explanaticns on the other
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The ‘teachers have reported +that their teaching
experience ranged from 16 to 26 with an average of 21

vears.

3.3. Recording of Lessons

As the study is basically descriptive and since it is

-onocerned with the nature of explanations English language
I 3 JLAag

sachers give, the data gathering instrument has been

recording the lesscns of the selected grade ten English

_InNgiage Cpdaners.
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s, it has been possible to gather the required data for
~he study. The video-camera is preferred toc a tape-

racorder for detecting the non-verbal behaviocurs that



()
(n

3.4. Analysing the Recorded Lessons
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-n order tc fulfil the objectives of the study, the
video-recorded lessons have been transcribed verbatim so as

to identify the explanations given by each of the

sampie teachers which would be important for the purpose of

I

the study.
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teachers,a three-dimensional classification of explanations

and a checklist have been employed. he former is used in

crdzsr Lo 1d=entifv the kinds of explanztizns given by the
S meem = oo e mamm = m i e e i o e e m e e = = D o ~ ot e =
—_—— e =TT TN T W LA L ._AAAA-: i ,‘_V:.A- LfAv‘v_:—— _____ = AT I e A t_;‘__'i_
i o g . 1 s s e} R T
>r resason givingi, time {(at the beginning, in the middle,
~r =— t+he =2nd) nd reason (t char=-iri+sg-ad r learner—
o2r z2T Te €naj), an regson Leacaer—1 103 doed Qr Jlearner

initiated). The latter, however, 1s meant tTo see how
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3.4.1. Classification of Explanations

As has been point out, explanaticns have been
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introduce a lesson or

. To a stage 1
with teacher's own initiative;

. In response to students' gusstions

3.3 To correct wrong answers s:tudents

3.4 To confirm correct answers =tudent

response to silence.

"o el Wil sy o are g ven.
Classification of Explanations
I. Types of Explanations:
Joe L Interpretive (What?)
L Descriptive (How)
L d Reason—-giving (Why?)
TI. Wher explanations are given
B X At the beginning of the lesson;
2w In the middle of the lesson:
III. Why explanations are gilven:

D
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1. Interpretive (see Appendix 1-F:1)

i verining and non-defining cizuzsz Ttwice This
Topic has another name. It is <czl_2d restrictive
and non-restrictive clausas. Res-risctive claused
15 the same as to sav defining ©lzuses and non-
restrictive clauses is the same 25 to sav non-

3
defining clauses.
[Here, the teacher simply specifies the other
names of defining and non-defining clauses.]

2. Descriptive (see Appendix 1-F:7)

e
i

9]
[N

3

Another point.
The relative pronouns who and which are used. We
use who with people and which with what?

—— N Lot ow .o . -

Jith thinas T T ST
A il B g3 I SE6 Gh A

9]

With things

We can use the relative proncun that instead of
who or which. That is to sav the re
pronoun that is used with peorls and also with

3. Reason-giving (see Appendix 1-F:5)

m.,
4Loe

We cannot omit the defining c =
If we omit it, the entire sertence will be
meaningless. The boy whe came frem Harar won the
game. Now, the boy : '

—- L r —~ = +
onliy who came from
irom Tigray or the bc
Jray
Ao~y +— o 1 o — s
oW, Lie DOy 135 wWel.

relative clause has
main clause.
(Here, the teacher gives a series of reasons

suporting the assertiosn at the tezianing.]
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i1taems (see Appendilix <4, . I have omittea sCne W1lCh O

not have direct relevance to the study and retained those
items which are relevant. Those omitted items have been
replaced by some other items found out to be aspects of
effective explanations by some other writers. Cole and
Chan's checklist was also designed for explanations and

ancountared in ocontent a
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than English. So, the items which have been omitted are

those which are more appropriate for subject areas rather

tharfd English. Besides, ‘thels &heeklisgt drossp't ircluded
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one for verbal and the other for non-vergal f2navliours.

A behavioural item 1is rated 5 if it occurs very
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behaviours which are manifested only sometimes. Those

- T sl =
which occur rarely are rated 2, while those
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rater. Por the I[l1rst iegson, =hi= correlaticn peTtween Tie

two raters 1is .88, while the last lesson the inter-rater

reliability is .94. This means that the two raters showed

much agreement in rating the teachers using the checklist.

It can, therefore, be reasonably said that the rating of

t+he lesscons i3 reliakle.
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3.3.2.1. Explanation Checklist for verbal Behaviours
No. Verbal Behaviours 5| 4
1. The teacher has provided an interesting

14.

15.

16.

introduction to gain students’
attention.

The teacher has provided advanced
organisers for learning activities.

The teacher has reviewed pre-requisite
knowledge and fundamental concepts
before introducing the new language
point.

The teacher has ensured that
explanations could be heard by all
students.

The teacher has insisted that students
pay close attention during explanations.
The teacher has acted to keep
explanations concise and to the point.
The teacher has avoided digressions and
tried to stick to the point.

The teacher has used non-technical
language and has avoided overemphasising
complex aspects of subject matter.

The teacher has avoided cluttering
anyone explanation with too much content
or two many examples.

The teacher has used examples
appropriately.

The teacher has provided inf
wnich is conceptually accura
and meaningful.

The teacher has tried to make the
explanations interactive.

The teacher has tried to make the
explanations responsive to student
restructuring of information.

The teacher has attempted to assist
students’ efforts to build understanding
by sequencing and providing
restructuring hooks.

The teacher has used verbal markers to
help students learn to differentiate
what is important (or more

important) from what is not (or less
important) .

The teacher has tried to make
explanations clear and understandable.




3.3.2.2 Checklist for Describing

Non-verbal

Behaviours Accompanying Verbal Explanations

No. Non-verbal Behaviours 2 |1

1. The teacher has had constant
eye-contact when giving
explanations.

2 The teacher has looked at every
direction in the classroom.

3. The teacher has loocked at
students and watched their
reactions constantly.

4. The teacher has moved a little
when he wanted to.

5. The teacher has used the
blackboard appropriately to
indicate essential points.

6. The teacher has used visual
aids other than the blackboard.

7. The teacher has employed
gestures to emphasise important
points.

8. The teacher has varied the pace
of delivery of explanations.

9. The teacher has used pauses

more appropriately before
making important points.




CHAPTER FOUR

RESULTS AND DISCUSSION

4.0. Introduction

As previously stated, the general purpose of this
study is to look into the nature of explanations given by
grade ten English language teachers. To put this into

effect, three basic questions are specifically raised:

a) How much of the class time is devoted to giving
explanations?
b) What kinds of explanations do English language

teachers give?
c) What verbal and non-verbal behaviours do English
teachers manifest when giving explanations?

The purpose of this chapter is, therefore, to address
these main questions and discuss the results. To carry out
and fulfil the main purpose of the study, a three-
dimensional classification of explanations and a checklist
are employed. The former is meant toO look into the types
of explanations given by English language teachers and
consists of three categories, i.e., classification
according to what the explanations are (Table 2),
classification according to the phase of the lesson at
which the explanations are given (Table 3), and
classification according to the reasons that trigger
explanations (Table 4). It is also attempted to see the
interrelationship among these three systems of

classification (Tables5-7).
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s of two
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The explanation checklist which consi

parts, verbal and ncn-verbal, 1s designed

(0]

see the

ot

disparity, if any, between what teachers actually do and
what they are expected to do.

As can be observed in Tables 2 - 6 a total of 122
explanation instances have been identified from the lesson
transcripts of the sample teachers. These are 38, 12, 19,
23, 10, and 20 for the six teachers respectively. These
are the actual data for the study. Now presentation of

results and discussion of findingswill follow.

4.1. Time Devoted to Giving Explanations

One of the basic questions of the study 1is to
investigate the amount of time that English teachers devote
to the giving of explanations. Table 1 shows the amount
of time the sample teachers spent on giving explanations

vig-a-vis the total lesson time.

Table 1. Time spent on Giving Explanations Vis-a-Vis the

Duration of the Recorded Lessons

Duration of Time Spent on Giving
Teacher Recorded Lesson Explanations
In Minutes ,
In Minutes In Percentage
i 36 21:49 59.69
2 36 7:30 20.28
3 25 18207 51.63
4 33 16:54 50.12
5 16 4:12 25.75
6 37 12:06 3259
Total 193 80:06 100
Mean 31:16 13:26 40.01
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The above table reveals that the sample -sachers spent
thirty-two minutes on average for the actual teaching out
of the forty-minute lessons. Of this, they devoted 13:26

minutes to giving explanations on average which accounts
for 40.01 per cent of the total lesson time. This
coincides with what research has found out sc far that a
considerable amount of time is spent on giving
explanations. This is contrary to the current pedagogic
view that explanation should not take much of the lesson
time which could be used for some other more fruitful
activities such as for practising the language (Perrott,

1982) .

4.2. Kinds of Explanations Given
The second basic question that this study aims to
answer is to find out the kinds of explantions English
teachers give. In order to investigate =:-Zz kinds of
explanations given by the sample teachers, a three
dimensional classification has been employed. It consists
of classification according to what the explanations are,
when they are given and why they are given. Each will be
presented below.
4.2.1. Classification According to What Type the
Explanations are
In this sub-section, the explanaticn extracts have
been classified into three categories based on Brown's
(1978) classification where explanations fall into either

interpretive, descriptive or reason-giving.
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Table 2 shows the relative frequency of the three
types of explanations. Although thers are individual
differences among the sample teachers, descriptive
explanations seem tc be the dominant types constituting
43 .4 per cent of the total explanations given by the sample
teachers, followed-by reason giving explanations (31.2 per

cent), and interpretive explanations (25.4 per cent).

4.2.2. Classification According to When the
Explanations are Given

This sub-section presents the phase of the lesson at
which the explanations are given: at the beginning, in the
middle or at the end of the lesson.

Table 3 reveals that almost half of the explanations
are given in the middle of the lesson. With the exception
of Teacher 6, who gave about 55 per cent of the
explanations at the beginning, the vrest offered the
majority of their explanations as their lessons progressed.
Teacher 6 was, however, deductive in approach. He started
the lesson with a series of explanations from the outset.

The fact that about half of the explanations are given
in the middle of the lesson could be attributed to the
information in Table 4 which depicts that 65.6 per cent of
the explanations are student generated rather that teacher-
initiated. Sufficient number of explanations are also
given at the beginning as well as at the end of the lessons

as shown in Table 3.
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4.2.3. Classification According to Why the
Explanations are Given

Teachers give explanations for a number of reasons.
In this study, five reasons have been identified which the
different explanations fall intc. Of these one is teacher-
initiated, while the other four are generated from
students’ reactions. To ensure whether the sample teachers
gave explanations for the reasons suggested in this study,
prief discussion was conducted with each of the teachers.
This has helped in strengthening the degree of certainty
as to why the sample teachers gave the explanations in
their respective lessons.

Table 4 deals with some of the reasons that trigger
explanations. The reasons here are of two types. Item 1
is teacher initiated, whereas items 2 - 5 consist of
explanations given as a kind of feedback which, taken
together, constitute 65.6 per cent of tnes explanations
given by the sample teachers. Of these, exrlanations given
for confirming correct answers given by students take the
lead, i.e., 36.9 per cent followed by teacher-initiated
explanations meant for introducing a lesson or a stage in
a lesson constituting 34.4 per cent of the lesson time on
average. The fewest are explanations giwven to correct
wrong answers given by students which rarsly occurred in

the video-recorded lessons.
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Table 5 Explanation Types seen in Relation to the time

NO. Beginning Middle End
£ % £ % £ %

1 Interpretive 14 | 11.48 s §13.1d 1 0.82

2 Descriptive 17 |113.93 91 417,81 (15 | 12.30

3 Reason-giving S 328 25 | 20.49 9 7 +38

Table 5 deals with the phase of the lesson at which
the three types of explanations are given. It shows that
20.49 per cent of the explanations are reason-giving given
during the progress of the lesson. These are followed by
descriptive explanations given in the middle of the lesson
constituting 17.21 per cent.

The fewest are interpretive explanations given at the
end with only 0.82 per cent and reason giving explanations
given at the beginning, 3.28 per cent. The fact that fewer
reason-giving explanations occur at the beginning and more
of themin the middle and some oftggéﬂ;nd suggests that for
these types of explanations to occur, there has to be some
kind of reaction from the students.

Table 5 also shows that descriptive explanations can
occur at any phase of the lesson. Interpretive
explanations, however, OCCur more at the beginning and in
the middle than at the end. This could be due to the fact
that teachers may finish stating the points at the
beginning and in the middle and may not have any more left

toward the end of the lesson.
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Table 6 is also meant to show the three types of
explanations seen in relation to one of the five reasons
mentioned. It shows that teacher-initiated descriptive
explanations are the most observed, i.e., 18.03 per cent of
the total explanations. This could be attributed to the
reason that teachers are tempted to give more and more
explanations. It might also be due to the little
involvement of the students in the process of giving
explanations. Interpretive and reason-giving explanations
meant to correct wrong answers given by students are not
encountered at all. Again this could perhaps be due to the
nature of the lessons. These kinds of explanations occur
when there are exercises for students to do. In the
sample lessons, however, with the exception of occasional
questions asked Dby the teacher during the lesson
presentation, there were no exercises given to the
students. It was only Teacher 6 who attemptad toO give
exercises to his students after presenting the language
point. Interpretive explanations_in-response to students’

question, and descriptive explanations in response O

t
|

silence are hardly observed. |i<

Table 7 is intended to shéﬁQ¥E}§h of the reasons for
giving explanations occur at whicggéhase of the lesson.
Results show that explanations for confirming students’
answers in the middle of the lesson constitute 28.69 per
cent of the total explanations. This could be because of

the tendency of the teachers to give positive feedback.

These are followed by teacher initiated explanations at the
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beginning of the lesson which constitute 19.67 per cent.
It is expected that most of the explanations given at the
beginning of a lesson are likely to be teacher-initiated
This is because it is the stage of the lesson at which
teachers introduce the new language. Secondly, all of the
sample teachers except one (Teacher 3) are deductive in
approach which implies that most of the explanations are
likely to be given at the beginning mainly with the teacher
taking the initiative. On the other hand, explanations in
response to students questions at the beginning and those
meant to correct wrong answers at end have not been

observed at all.

4.3. Results of the Explanation Checklist

The explanation checklist was specifically meant for
investigating the disparity, if any, between what teachers
actually do and what they are expected to do (see crapter
2-gection 2.3, chapter 3-section 3.4.2 and Tables 8 & 9).
Each of the sample teachers has been rated on a scale of
five points where one 1is the lowest and five is the
highest. A behavioural item is rated 5 if it occurs very
frequently or if it is done very satisfactorily, 4 if it
occurs frequently or is manifested satvisfactorily, 3 if it
occurs sometimes or is done partially, 2 when 1t occurs
only rarely or is done ungatisfactorily, and 1 if it never

occurs at all or is done very unsatisfactorily.
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The checklist consists of two sections. The Eirst
presents results of the verbal behaviours, while the sescond
presents results of non-verbal behaviours accompanying
verbal explanations.

Table 8 shows that the sample teachers differed in
exhibiting the behaviours in the checklist when giving
explanations. Two out of the six teachers (Tl and T4)
exhibited the behaviours "frequently" or "satisfactorily"
on average. Two are (T3 and T6) in between "sometimes" and
"frequently" while the other two (T2 and T5) are in between
"rarely" and "sometimes".

The verbal behaviours that transpired very frequently
through out all the teachers are in items 4 & 7, i.e., the
sample teachers seem to be loud enough to be heard by their
students. Similarly, they all seem to stick to the point
avoiding digressions when giving explanations. The sample
teachers also appear to avoid clut:tering their explanations
with too much content or too many examples frequently.

The behaviour that rarely occurred in the recorded
lessons seems to be the provision of an (interesting)
introduction to gain students’ attention. Verbal markers
are also rarely given by the sample teachers.

Overall, the verbal behavicurs seem to be exhibited by
the sample teachers only partially or sometimes when
explanations are given. The sample teachers report that
they are not aware of most of the behaviours in the

checklist when giving explanations.
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Table 9 reveals that the sample teachers seem to be
high users of non-verbal behaviours that accompany verbal
explanations. Of the six sample teachers, Teacher 4 seems
to be a very high user. Of all the items, item 6 (use of
visual aids other than the blackboard) seems to be the
least- exhibited. This could perhaps be because of the
nature of the topic, i.e., restrictive and non-restrictive
relative clauses in chapter 16 of ENE Grade 10. This
non-verbal behaviour never occurred in the lessons of the
sample teachers again with the exception of Teacher 4 who
attempted to use chalk of different colour to underline the

relative clauses in his example sentences.

4.4. Discussion

4.4.1 The Openings of Lessons

In any lesson presentation, including explanations,
the opening stage of the lesson is said to have its own
influence in helping students to better understand the
lesson. This is mainly by winning the attention of the
learners. In this regard, the sample teacher exhibited
different styles in starting their lessons. Three
different styles have been observed. The first one 1is
starting the lesson by asking questions about the topic
under question (Teachers 2, 4 and 5). The second is by
giving the topic and example sentences first so that
students can deduce rules from them (Teacher 3). The third
one is by directly giving explanationsabout the language

point (Teachers 1 and 6). (See appendices 1lA-F)
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In all the three categories, all the sample teachers
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went straight to the topric for that period. This 1is
contrary to what is said about lesson openings, i.e., the
provision of an interesting introduction to gain students!
attention (Cole and Chan, 1994; Brophy and Good, 1986).
Secondly, a behaviour which is closely related to the
giving of an interesting introduction is the provision of
advanced organisers for learning activities. These are
preliminary outlines that show the structure of a lesson.
With the exception of Teacher 1, the other sample teachers
simply gave the topics without some of the sub-topics and
activities to be dealt with through out the period.
Teacher 1, however, attempted to give some of the sub-

topics to be treated in the lesson. The following extracts

show how the teacher did this:

T: Today, in this period we are
going to deal with adjective
clauses.

Now! Before I go to the main

topiec, I'm gecing to brush what
adjective is and what adjective
clauses are.

[Teacher first discusses what an
adjective 1is.]

Next to this, we shall try to see
what an adjective clause is.

Ok! Now, I shall go to the main
topic and the topic that we are
going to deal with in this
period is the restrictive and
non-restrictiv adjective clauses.
(See Appendix 1A

The extracts show how students are 1likely to be
advantaged if a teacher provides preliminary information

about the structure of the topic to be learnt. Such
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ocutlines give direction to learning on thz one hand and

show students the plan of the lesson befors ~he contents of

i)

the actual instruction are revealed (Cole and Chan, 199%4).

Lastly, reviewing the fundamental concepts and prior
knowledge of students is believed to be important for
giving effective explanations. This enables the teacher to
assess what his students know based on which he can adjust
his explanations to the level of his students. Going
straight to the mnew language without preparing the
preliminary steps and reviewing the prior knowledge of the
students would not only complicate the explanations to be
given but also put the students in a position where they do
not know the direction of their learning (Bellon et al,
1992; Cole and Chan, 1994) .

one way of reviewing fundamental concepts and pre-
requisite knowledge of students is discussing some language
points which should precede the topic in question. The
fundamental prz-requiste points for the tcpic the sample
teachers taught (relative clauses) could be adjectives,
clauses, and relatives. A teacher can, therefore, briefly
discuss these points before commencing the new topic to be
taught. Teachers 1 and 4 attempted to de EhRis. Teacher
5 also did this partially. The other teachers, however,
did not do this at all. (See Appendices 1A-F)

Another way of doing this is by asking students what
they know about the topic. Based on the response obtained
from the students, teachers can identify what level their

students are and the extent they know about the topic.



59

This enables teachers to design their explanations in such

[\ )]

way that they are suitable to the level of their
students. Teachers 2, 4 and 5 attempted to do il g a1 > (See

Appendices 1B, 1D, and 1E)

4.4.2. Involving Students When Giving-Explanations

Considering it as an aspect of direct instruction,
opponents of the explaining behaviour express their fear
that students might remain passive during explanations.
Adherents of the explanation technique, however, suggest
that this problem can be overcome by making the
explanations interactive and responsive to student
restructuring of information (Bellen et al, 1992}, The

following extract can help to show how this can be done:

T: You want to say something? So
you are welcome.
Yes!

B Restrictive clauses are a part of

sentences that give important
informatcion about the sentence.

T Ok! So we say Jjust to put some
more points, eh here defining
clause is an essential part of
the sentence. [T writes this

point on the b/b]
Do you agree or do you oOppose

this eh poink? cwew Any
something to say? Yes!
B Another point is in the defining

or restrictive clause, no comma
is needed to separate the clause.
ahe Ok !
S: But, in the non-restrictive, we
need a comma.
(See Appendix ol P

This way, teachers can make sure that their students
are actively involved in making the explanations rather

than solely giving the explanations themselves. Teacher 3
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seems to have employed an inductive approach. He gave the
class three examples under two categories. Eroviding Brief
explanations, he attempted to elicit the explanations from
the students themselves. In doing this, he was also
responsive to students’ restructuring of information. He
was for instance slightly amending the explanations .given
by his students. Note how he restructures the explanation
a student attempts to give below:

T: Another! Number four. Here what

do we add? One more. Somebody?
ok! L T. noriratea el r

o F It is connected by relative
clauses such as who

T I beg your pardon?

S: It 1is connected by relative
pronouns such as who, whose,
that.

T Good! Let me put it in another

way. All relative clauses I mean
all relative, all relatives are

used.
Very good! All relatives are
used - who, whom, whose, which,
that
[T. Writes these points on the
B/b. )

It is a beautiful point.

And here?

What do we says?

[T. Points to the b/b. Students
remain silent.]

Now! Ok. all rela all these
relatives except, all except |
/that/ (3). (See Appendix }C:/% L2

This extract shows how teachers can make their
explanations interactive, and how teachers can be
responsive to students’ restructuring of information. This
is by developing explanations based on those of students.

There were also instances in the recorded lessons

where there existed lack of responsiveness. Compare the



extract above with the following one:

T Can you tell me what is the meaning of
restrictive"What do we mean when we say
restrictive the word itself?

Yes! [T. nominates a students.]
S: Infinitive
T I den't think eh the meaning of

restrictive is not infinitive.
[T. nominates another student.]

S: Take an object

il Take an object-restrictive-take an
object
[T. nominates another student.]

S: Modifies a sentence.

T: Modifies a sentence. /How?/ (3)

S: The sentence is defining

T Yes?

S: Defined

T Say it again! Stand up!

Siz The sentence is defined

T The sentence is defined. IE 48
restrictive means when we say

restrictive eh tending to restrict or
(limiting) very important.
See Ppresrndd - £ .4
In this extract, the teacher has neither tried to give

appropriate corrections nor attempted to restructure what
rhe students said. He eventually gave them scomething they
never treated in their answers to the guestion he raised.
He was expecting from the students the ready made answer he
had in mind.

Teachers can also make their explanations interactive

by allowing their students tO answer each other’s

questions.
Tz Ok? Kibrom! [S raises his hand and T
gives him the chance to ask.]
S: If the sentence are identifies the
class of Abebe,
T: Yes! Stand up! Ok.
S: If the sentence identifies the class

of Abebe, could we say the sentence
is restrictive-just when we say
Abebe who stood first in ten 5 class,
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has got a scholarship?
lright! who can answer this question?
Abebe, who stood first in ten 5 class,
t s

+

has go cholarship. This sentence
could be restrictive or non-
restrictive?

SS: Restrictive! [in chorus]

T Ok! Melaw. [S continues speaking]

(See Appendix 1B’ )

The sample teachers, however, didn’'t do this. They
simply answered the questions themselves instead of giving

the students the opportunity to do so.

4.4.3. Use of Examples

As far as use of examples is concerned, each of the
sample teachers seemsto give appropriate ones. The problem
with two of the sample teachers (Teachers 2 and 5) was that
they were not able to appropriately use the examples they
used for explaining the grammar point. The following

extract clearly reveals this problem:

T Now! Let me give you another example
look this sentence. Abebe, /who stood
first in the class/ (2) has got a
scholarship.

[T. writes this example on the b/b.]
Ok! Could you eh know who Abebe is in
particular? There could be many Abebes
as well as it does not explain which
class it is. So what kind of sentence
ig this one?

SS: Non-restrictive! [in chorus]
Why? Why is it non-restrictive?
Because it does not identify what Abebe
which Abebe is got this scholarship
because there are different classes in
our school and different Abebes. Abebe
is I can say a common name in our
country. Therefore we can’t identify
who Abebe is.

T Very good. Therefore we are not
talking eh exactly or precisely about

n
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Abebe. If someone asks me 'who is that

Abebe?’ well, I don’t know but I know
that Abebe, who stood first in class,
has got the scholarship.
Fees pppgrsd: -8 7T %

This extract shows that the teacher has brought to the
class a relevant example. He, however, couldn’t explain it
appropriately. In fact, it resulted in confusion on the
part of the students and later on, on the teacher himself.
It continues:

S: If the sentence identifies the class of
Abebe, could we say the sentence is
restrictive-just when we say Abebe, who
stood first in ten 5, has got a
scholarship?

T Alright! Who can answer this question?
Abebe, who stood first in ten 5 class,
has got a scholarship. This sentence
could be restrictive or non-
restrictive?

gS5: Restrictive. [in chorus]

T Ok! Melaw.

B oh! yes no ten five class means eh in
different schools there are ten 5
classes. When if we clarify the

school, that would be that could be,
but if not it is non-restrictive.

T Yes! If you say, what Melaw says is if
you just do not describe the name of
that school, hige could not ke
restrictive. Is that what your answer
says?

Ok! Another? Abebe, who stood first
in ten 5 class, has got a scholarship.
Yes! Ok. 1Is it restrictive?

o Yes

Tz Why?

S Because in the other school, there is
no the number. That means ten 1, ten
5 But there is ten A, ten B, ten C.

T: Oh! but I said, Abebe, who stood first
in ten 5 class.

S Yes.

T: Which school?

T: In our school

T I didn’t say in our schcol.

(See pescp i 4-£.5)

Ea

According to what the teacher says, if the school had
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been mentioned, the clause in the example sentence would
have been restrictive. This is, howsver, a faulty
reasoning.

Some students seem to have been misled with the
teachers’ explanations. As a result of this, they were
giving wrong explanations, tooO. Look at the extract below
which is a continuation of the preceding part:

St But I think it is restrictive because

it describe the class, his name and the
one who has who has got the

scholarship.
eh I think it is restrictive.

T: eh but it doesn’t describe specifically
the school , and I didn’t say in our

school. I simply said in the class.
( see ApPendix LB — 40)

The student has given a similar explanation as
that of the teacher. What the teacher used as a
criterion for restrictive clauses is the noun to be
modified rather than the clause itself. So did the
student. In this case, the faulty explanation the
teacher gave made the student to have misconception

and give faulty explanation.

Teacher 5 had also had a similar problem. The
following extract shows this difficulty.

g Here is an example.
My brother, who is very fat, says that
there will be a good crop this year.
We have all agreed that this is non-
restrictive. Why? Can you tell me the
reason? It is stated in the Dbook
itself. It is given as an example to
non-restrictive.
Why do we say that it 1is non-
restrictive?
Yes! [T. nominates a student.]

S: It take who?
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T: Yesg?

S It take who.

T Is that the only reason you ss2 there?
Actually you are right, but eh!
[T. nominates another student.]

S Because it is not limited.

T It is not limited. Out big point 1is

that to differentiate non-restrictive
and restrictive is that limiting point.
Here, my brother, who is very fat

my brother who is very fat. Is it
identified from the others? It is not
identified or it is not limited because
it is not limited because there can be
many brothers who are fat. [T. writes
this on the b/b.]

( See Appenel X l-E: lD)

Both Teacher 2 and 5 seem to have the same
understanding of the grammar point. Both of them have
given similar faulty explanations based on their
examples. The rest teachers, however, used
appropriate and relevant examples in attempting to

explain the language point.

4.4.4. The Language of Explanation Teachers

Used
The sample teachers show similarities in their
use of language when giving explanations. It could
perhaps be due to the nature of the topic itself,
i.e., restrictive and non-restrictive relative clauses

that a lot of technical language is used. To

D

illustrate this point, consider the following excerpt
from Teacher 4:

T: Well! The difference the main
difference /between/ (2) a defining and
non-defining clause is not only that
the non-defining clause is bounded by
commas but it also eh as far as meaning
is concerned eh this 1s only an
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additional information about eh the
antecedent.

The antecedent i1s as you se2 as you can
see the noun which is represented Dby
the whole clause here, restrictive or

non-restrictive. That is the
antecedent.

/So any information/ 2l not
necessarily vital about the antecedent
ig called a non-defining clause. But

any information given by an adjective
clause given by about the antecedent to
avoid confusion and the like is called
a defining or restrictive clause. (See
Appendix 1-D:15)

In the above excerpt, the teacher uses technical
terms which are likely to complicate the explanations
he gives which could have been expressed using
ordinary language. The above explanation can be
compared with a similar explanation give by Teacher 3.
The explanations are similar in content but different
in the use of words:

T ... defining clause is the restrictive
claugse 1is a~ essential part and we
can’t omit it. But here is merely an

additional information or/an additional
incinsion/ (2). (See Appendix 1-C:if

In the extract from Teacher 4, the use of jargons
1ike ‘antecedent’ wouldn’t help in making the students
understand the explanations given. The teacher
introduces the word and starts explaining what it is
instead of simply explaining the difference between
the two types of clauses. Teacher 3, however, ;ries
to explain the difference using terms which are

relatively non-technical.



67
A second important point that requires discussion
is the nature of sentences in the explanaticns. The
sample teachers use in their explanations sentences
that are difficult to understand. Some of the
sentences they used to explain lack clarity. Certain
excerpts from the lesson transcripts of the sample

teacher are given below:

T So eh Ok!
Restrictive as the word indicates
limits or clarifies or points out the
item being discussed-means at the first
utterance of the speaker the learner or
audience must be able to understand
what he means. (See Appendix 1-C: 3)

Teacher 2 as well uses an explanation similar to

that of Teacher 3:

P Ok! Any other? What do we mean by
defining? /to define?/ (2)

S: To make it clear.

T To make it clear or to make 1t known.

. To make something known is defining.
So restrictive relative clause eh a
restrictive clause 1is a clause that
explains eh explains the exact idea of
an expression. [T writes this on the

b/b.] (See Appendix 1 B 2

In the above two extracts, the nature of the
sentences used doesn’t seem to be direct in enabling

the students understand the point being discussed.
Teacher 5 on the other hand uses the dictionary
definition of the word restrictive to explain the

meaning of the grammar point. This is likely to make

the explanation less comprehensible:



T The sentence 1is defined. It 1is
restrictive means when we say
restrictive eh tending to restrict or
(limiting) very important. [T writes
this on the b/b.] Restrictive means
tending to restrict or limiting.
ARET. mowp o gl oNAS oS At

[tr. It means limiting something.]
Restrictive means /to limit the

point/(2). (See Appendix f-::4,

This explanation does not seem to make the
grammar point clear to the students. It simply gives
the dictionary meaning of the word without trying to
explain it as a grammar point.

A third point to be raised in discussing the
language of explanation is the use of the mother
tongue. Of the six sample teachers only two (Teachers
4 and 5) used Amharic in explaining the language
point. Teacher 5 used it only once and that can be
seen in the above extract. Teacher 4, however, used
it geveral times and in most cases it appears to be
effective. The following excerpt can be taken as an

example:

T: Now! I told you here, /if somebody/(2)
says this, if somebody tells you this,
you will automatically ask, 'which man
are you talking about?’ and the second
sentence, ’‘which day are you talking
about?’ But can you raise a question
like this here? Her father, who went
to London, has just eh come back or for
instance, my father, /who 1s a
teacher/(2) is sick. [T writes this
example sentence on the b/b.] /My
father is sick 7n1¢ N4%e- [(3)V 3@ A1y 34T

Al VWO YR 4o Ne: MR- D GBSO Wil f 3030 k;}y,;gv >

[tr. If I say my father is sick, will
you ask me ’‘which father?’ However, if
I say ’'the man is dead’, you will ask
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me ’‘which man’, isn’t it?
S: #c2 [in chorus] [tr. yes]
Ta Exactly! 8o, her father - »17%% [tr.

sick N¢ 14 =il ftr.

father 7%+ 3/~ [t

this.] /You den‘t/ (2
You don’‘t ask me which father, because
I have only one father. Don’'t you

think so? 3

SS: Yes! [in chorus.] (See Appendix 1-D'1l,
This teacher occasiocnally uses the mother tongue
that might help in making the meaning clearer. It was
also very Dbrief. This 1is 1likely to promote
understanding on the part of the students without any
effect on the target language (Harmer, 1587/1990).
The rest teachers, however, never used the mother

tongue at all. (This could perhaps be because of my

presence.)



CHAPTER FIVE

Summary of Findings, Conclusion and Recommendations

5.1. Summary of Findings and Conclusion

This study is conducted to investigate the nature
of explanations given by grade ten English language
teachers especially when introducing a new language.
The data necessary for this study consist of 122
instance of explanations. -

Results show that a considerable amount of time
is spent on giving explanations which accounts for
more than 40 per cent of the actual class time.

Of the different kinds of explanations raised and
discussed, descriptive explanation have been found to
constitute more than half of the explanations gives in
the sample lessons. When we see the explanation types
from the time perspective at which they are given,
nearly 50 per cent of the explanation are provided
during the progress of the lesson. as far as the
reasons for giving explanation are concerned, it has
peen found out that those that are given to confirm
correct answers given by the students account for
about 40 per cent of the total explanations followed
by explanations given by the teachers’ own initiative
which constitute about 34.4 per cent.

Results from the explanation checklists also show
that the sample teachers on the average exhibited the
verbal behaviours necessary for gibing explanations

only sometimes. With the non-verbal behaviours



71
accompanying verbal behaviours, however, the sample
teachers seem to exhibit the sample teachers seem tO
exhibit almost all of them satisfactorily. This
suggests that they are high users of the non-verbal
behaviours on average.

In sum, the importance and inevitability of
explanations has been observed in this study. The
main point that requires further investigation is
looking for better ways of doing it so as to achieve

the intended learning outcomes.

5.2 Recommendations

Rased on the results of the study, the following
recommendations are made:

1) The use of explanations in lesson
presentations seems to Dbe inevitable. Despite this
reality, teachers do not appear to give effective and
relevant explanations. This might Dbe attributed to
the kind of training they passed through. English
teachers should, therefore, be given proper training
so that they can give explanations properly to their
students bearing in mind the behavicurs, verbal as
well as non-verbal, that are important to give
effective explanations.

2) Active participation of the students is said
to be important for explanations to be effective.
Hence, students shouid be made to actively participate
in the process of providing explanations. They should
be encouraged to ask questions, give explanation, and

answers each of the guestions.
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3)Although it is tempting toO give mcre ancd more
explanaticns, teachers should a
convoluted explanations assuming the side effects of
such kinds of explanation. They should attempt tO
make their explanations as much brief as possible.

4) Teacher trainers are -also expected to design
courses specifically meant to orient their trainees to
reduce the talk of the teacher, and if at all it is
necegsary, to make it in such a way that students do
not sit passively.

5) It is also recommended that more workshops be
organized similar to those conducted by the Department
of Foreign Language and Literature in collabcration
with the British council and the Institute for
curriculum Development and Research. If such kinds of

workshops are held, English teachers, in service, can

Mm

be made aware of the nature of explanations they give
so that they can be in a better position to DSecome
effective explainers.

6) Teachers might also be dictated by the
textbooks which are basically grammar-oriented and
which may affect the nature of explanations teachers
are likely to give. Curriculum develops and syllabus
designers should, therefore, render some help tLC
teachers so that teachers can prepare their own
supplementary materials which reduce explanation but

promotes more student participation in order to arrive

at the desired learning goals.
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APPENDIX 1

LESSON TRANSCRIPTS
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Appendix 1-A

TEACHER 1

Restrictive and non-restrictive adjective clauses

Wwrites this on the blackbcard.]

W T . T (O - RAALa and ~men Re papcer, and lool
ALT1Jh ke oguT ven? DOoOoXs shd gpel € oaper, and LOOCK
~hrough /page 281
~hrough /page 281/

Eh. Today, in this peried, we are going to deal with

sT-castive CrLauges
e T Eoang, T ma s mhRg wmimdes s o v mmima =~ moaengh
v N Do IULT 4 s - DT - R - S O & B SR O P ) B i aslUWoll

f you may remember, an adjective is a word that
or qualifies a ncun, or a pronoun.l hope that

read what I had given you previous: TC3S€SSive

ective, demonstrative adjective distributive
ve, interrogative adjective and :::ers.

may could fcrm or adjectives Can pe Qriven irom

feront kinds of garts & speech. =0 ective can be

formed from ancother adjective, and I'21
some examples: Example from the word good we can form
goodsih, black-blackish. Of course you can form

adiectives from nounsg, other parts of speech.
£ I

-t L.,

==y

J

xext to this, we shall try to see what an adijective
clause 1is. An adjective clause functions like any
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New! What are the twe different part

0]
It

ar
=

:
'

arts o &

"3

clause? 1 have said that a clause could be classified
into two. What are the two parts? Yea! [T. nominates a
student to answer the question.]

If clause and main clause.

n?

4

If clause and main clause.

Ze said 1f cizause and main clause I8 £nis [frighz=®/ 12)
Right? eh?

T. nominates another student.]
“Maln ¢lause and supbcrainate Clause.

o

GCocd! She has said that any adjective any clause could
pe c¢lassified into two. They are the main clause and
~he subordinate clause. Sometimes eh... 1t 1s szaid the
subordinate clause a dependent clause.

m1

The Subordinate clause does not function zlone. It dces
not stand alone, but it should have to cepend on.

Crn the main clause [in chorus.!

Cn the main clause

B

Cx! Now; I shall g¢ ty the mdin toplc anzs toe toplzs Thst
we are going to deal with in this pericd 1 “he

/restrictive and non-restrictive adjective clauses
Now! eh... the first 1s the restrictive cla
cdzfining clause [T. writes this on the /b.]
Now! A restrlctlve adjective clause is on
essential in defining or limiting a n

4 restrictive clause is a clause that cdelines

2,

14
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T TEEERTY e it e R A Ao
watke (SRS Gl B~ S I D S R L, =3

— = @
G T W P S g
N sk by LdE T e N S R ) WL
Thvry  m - A =F A R S L - ST L N — o
e a1 WD Lo.d e LS 3 € O TLVE e N1s
s T R .. SRR SU T R T =
SIMe. 1. Bay8 TN1l8 TWLCE - O BEOR - e A
AT s Toevesrl Ty & LI T q RS AR WA 2 rrey e ey
Now! Now! This s an exXdlpLe: IQFr resirichive zZ_anss.,

[ ety —~ % N 3~ _a FExr o+ Py o = < -~ STy -7 11 -
Could you identify the restrictive clause in

n
0]
=
ct
[9H]
)
@]
@
']

this sentence?

Read! /ﬂi/ [tr: ok!] [T. nominates a student. Another
student interrupts.]

I have an objection to this sentence.

Eh... which one [Inaudible]

It 1is something to be 1like it is a non-restrictive

gldluse or non-definipg clause.

Eh!

Because it is eh it says so.

Now! Lock 2T t©h2 blackrgard

Now, LI am dealing with a restrictive clause. Angd I've

tried to give you an example for restrictive clauses.

(T. refers to nis notes/book.] I thiank am right! What

LS |

is the restrictive clause in this sentence?

ok rm AR T T S s = i il pg o G S ooy R4 s =t A
o) L BOMINA_CS 4 STLAeNT LC answer 218 guesIicn. |

Refused.

No! eh! [T. nominates another student.)

Yea!
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restrictive clause? Why?

(8]

Remember! A restrictive clause ... eh?
because they modifies the noun man.
because it mcdifies.

the noun man.

Say it once again.

Because it modifies the noun man.

Beﬂ“qu 1* mcdifies nenn man. Anchiier?

LLnaudible] Another? eh? [T. nominates another stud
Because it tell us enh... more 1inZormaticn accut tThe man.
Because it tells us more information abocut.

the man.

the man.

9

=K

ember Toa:t o

ot
y (D

hat. [is wesseptigtk ip defining or iim-Ting & ©mesr 82 2
pronoun.
(10!}

In this sentence, the noun thazt we have used te ... the
noun that we have used herz 1s "Zhe man". The
restrictive clause, Who told me this medifies the noun
1 ]
man’ .

e of this it is wvery important in the
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nm? L -3 tC answer his guestion. ]
Tna man
T t TAT ¥ —_ - = — T s = 2 e v —_ . . ! " —~ 4
No! Whnat is the relaztlive pronoun that we here used 1n
Chis sentence?

r X 4 s i S 3
Yes! [T. nominates ancther students.!

Again

Who

Who. Who is the relative pronoun that we have used here.
[T. writes on the b/b: 'The relative pronoun used here

~

is "who"].

[l

3
' Do we have comma here? Do we have comma in this
ntence?

No! [in chorus]
Sc, we don't need cermma i oa restrictive clause.
T.writes on the b/b: ze comma is used.]
The non-restrictive clause (non-defining)
T, writes this en the nfp.’
214
Now! A non-restrictive adiective clause is cne that is
not essential in delining or limiting a noun or a
oronoun. Let's consiZer the follcwing example: Apple
trees, which are both beautiful and productive, dco not
live for ever.

[T. writes this example sentence on the b/b.]

L hed

Nho can read tThis sernzeange? Zwlicle

Im! [T. nominates z sz dent.’

Apple trees, which are both beautiful and productive, do
nct live for ever.

for ever.

Good! Now, let's see The diffsrence petween restrictive
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s giver senCence
“wE giveEn BRNIenCE.
12
EnsThRST. ; shat 18 “re melacdve QIDnguR CBaL wWe
ised t©g introduce L4S rag-rizTive clause LL
sentence? vhat is =—ra relative CIONOUn TAEL WS
-sed in —his sentence?
nm? "T. nominates 4 s-—.dents Lo answer .S q4est;c:.j
Che man.
No! What is the re.astlve profpun that we Nere csed 10

who
Who. Who is the relative pronoun +hat we have used here.
[T. writes on the b/b: 'The relative pronoun used here

is "who"l.

[13}]

Ok! Do we have comma here? Do we have COMMa in this
sentence?

No! [in checrus]

2~ - P - - wcn—wiqhi” -~ =
SC, We 20l - need CCrmz I 4 I8s - ve C.Lause.
T g g - = P - =T o ad

L WL e eI L e DN Sl Al = o “Seli. |

kA ~=r ovasd Thi A — T e

Ao can read Thls Sl -=e-eE o el
' rm - — — — =¥

Ty ATy - = e

x L. aTes 2 ST iu=aew

not live for ever.

for ever.

Good! Ncw, let's see -nn 4difference Detweeln restrictive
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ge-tarnoe?
BET LEILLLC S

'T. nominates a student.]
The non-restrictive clause is which are both beautiful

productlive.

Good! Which are both beautiful and preductive.

(15]

Now! See the difference between the restrictlive and non-
~astrictive clauses. In the first sentence, we have said
—rat "who told me this®s the restfictive clzuse, and in
-*= second 3sen montsl  gare DoTh Deautiful and
productive” are 1s a nion~restrictive ¢lause.

Ncw! Why do we say that this en is non-restrictive

T e = = _——_rAAaAE - ~ = . =i P o~ e s o ~ T
2..FERE O C JeTInLTg Cegases i 0 wWe z_. CTOi1s no
A=t ST 7T ~ o T o I B o T ~" mc-as -

rosTrictive Or non-Cceilinling CLa.35&:

T. points to the b/b], but wIy dc we say that "which

ars both beautiful and productive” 1s a non-restrictive

=" miysa Wrat+ 1a +*he roagon for Thl1sT By = nominates
,,,,,,, nat 18 Toe reasSelh _Uo oi--2 el 2w DOmMAINATEeS
-~ o+ ~ -+

4 S|Tudelt.

e rrAw Fhat PR | e e RO S - — - A g e B 1
we know that apple tress are groductlve &and Deautilul.

Ary kind of vegetations are peauz-iful. Sc we don't have

O
®
]
c
ct
o
t
=
.

¢ say that or te ilecate eh appie tTrees are

o

rd productive. it is not necessary.

)
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crni-restrictive clause to tThe subject, ol o the noun
i = o ~ - + Ly 33 -~ =l 4 4
-hat 138 used here 1s o glive additicnal informat
. .
< Y

(e}
can omit 1 sa pp e
rrees do not live for ever". This is an additional
information in this sentence. 30, fron1 this we can
conclude that non-restrictive claus is not so much
important oOr essential in this sentence. Clear?
Yes! [in chorus]
Now, eh the clause 1is not .po ant, but gives
additional information - clear? [T writes this polint on
the b/b.

What other difference do ycu see between the £first

sentence and the second sentence? a7? an? ‘T. rominates
a student.]

In the first sentence, eh comma 1s used.

i the first sonTencs?

Comma is used, dut in the second sentence, en. comma nct
used.

Is she right?

No! [in chorus]

IT. nominates anoLaer s-ugdent. ]

Tn the first sentence, corma 1s nct used.

Good!

In the second sentence, ccmma is nct used.

[17]
Right!
Now! Look at the blackbcarcd all of vou. Before and after
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‘es in chorus]

rm Sz +~ / | i 3 v -~ L
"T. writes on the b/D comma 1s used nere’ ]
.

KRLGNG

Al rightd

Do you have any questions please?

Yes! [T. gives a student the chance to ask.]

Can it be a non-restrictive clause if we use a comma in

the first sentence?

£ ¥ JSe a coffma in the first senzence, can it be non-
restrictive clause or restrictive?

(18]

No! Remember!

~-a man who told me zhis refused Tz zive me his name.
Tre man refused to gilve me RIS T&TE oz goald Ay 1lis
this, but there is socmetning Wwnilh W& .3CKS in this
senternce

If you don't add the restrictive clause 1in  this

sentence, if you den't have the restrictive clause in
1

rhis sentence, it does not give clear and sensible
information about the noun that it qualifies or
modifies. So, remember that the rule that we apply in
this sentence or in this clause is that when we apply
the restrictive clause, we don't use CChimme, but when we
.se a non-restrictive clause, we &.wz'S Use comma 1n
order to separate the clause frem the Cctier parts gf th
given sentence. _

119]

And eh addition eh, the xing that I want to add here is

+hat with the non-restrictive clause/ ({2} it is not so

much important, but is simply £to Five dditional
formation about the noun

¥ rhe pronoun that It
qual jfies. Means we can omit it i1f we want.
120]

—h

il &)
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Now! eh I give you ancther eh classwork, I would
like to ! vou that eh the relatflive pronouns that we
use to introduce both restrictive arnd non-restrictive
" 3 hat, which/(2)and who. [T. writes on th

relative pronouns used to introduce these
clauses that, which and who]

Clear?

Yes! [in chorus]

Another gquestion?

Ato Tilahun, our teacher, is very clever. When our
reacher is separated by commas in this sentence, can be

r can't be restrictive eh ¢_ause:

Now, in =hiz kind of sentence, the TCStT modificatign is

sapavared freom the subjeot oF LEE IIE prEdicELE 4r Tren

the srhe® part Py Ggirng comras azd &b o it the same o
e the post modification fcrm with the non-restrictive
- .

[

m? Remember /that we should have always/(Z2) ex b
t that clauses could be intrcduced in any given
nce in their different forms. Now, when we go t

11, you may come across this point, but in order
rroduce a clause into a sentence, there are certain

pae
rt ks

H © = O W
81} o
.

= NN

UG R/ S

oi

rules that we apply. For example, in the restrictive
and non-restrictive clauses, the relative proncuns that
Je used -¢ introduce this clause is zre that, which anc
who, but accerding to her questlion, tTnere are tnere are
simply some words that are uksec 1n crder tO maxe o~ in
order to give eH the sibject of the sgnience more 0.2ar

For example, in her question, in her question, /Ato
Tilahun,/(2) eh our teacher, our teacher, 1is /very

clever./(2).
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T, wrizces zhis sentence o the b/o
ALY of wam!l Leek af the zlLaCkbbard!
Arc Tilanun, our teacher, 18 very ciever
Now! Ato Tilahun, comma our teacher, Icmma 135 Very
clever. Ncw! Ato Tilahun is very clever
Now! Who is Atc Tilahun?

Our teacher! [in chorus]
You are right according to this sentence, but supposing

let me say that I omit the teacher, do we have any

information about Ato Tilahun?

No! [in chorus]

(23]

No. We simply say that Ato Tilahun is very clever. We
don't know whether Tilahun is a teacher, eh or a driver,
or a student. In order to get in order tTc have more
information, we are forced to use post-medification in

Lee T .

of the senternce

head of the sentence, and the post
is the word or words that come after the

sentence.

see the differznce petween this ssntence and
c.
3 . sentence, Atc Tilah cf the
given sentence, /our teacher,/|{ a noun

course it's
to give more

phrase because an adjective-our,
used her. This words a&are used
information.
about Tilahun
(26]

about

teacher of
1

in order
iin chorusj.

Tilahun. We don't tave any intrcductcry
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Of course, a phrase and a clause resemo
there is a slight difference between them.

Here, it is simply /when two/(2) or more words come
together... of the same type, example in the given
phrase, noun phrase, verb phrase, Ok? When two words
which match each other or which are of the same kind
come together in a given sentence, we Say it 1is a
phrase. But when we use words which are used or
introduced by introductory phrases such as
introductions, connectives or sometimes we call them
signals, we say they are clauses.

93]

alone, but iz 2 z2rT C g
, especially a subordinate clause,
t stand alone. It stands, it gives sense th
main clause. And the main clause scmetimes n
m %

time needs the support of the subordinate clause. It

)
[

)

car-at stand aleorne. Seo, my intentign 1s sITT_¥ 20 show
yew or te Isbredice ¥4 you thngt rhis —nose are he words
hz- are used irn order —o to give mcrs InIgrmaticln abouc
Tiianoun.

So this is right but it's not a clause. But, this is a

clause because it modifies the noun trees oere and
pecause it is introduced by an introductory word
‘wnich’

Have 1 answered vEur gtestion?

Yes !

Thanx ycu.
[A student raises her hand and teacher gives ner the
chance to answer.)

Yes!



9

_ Tzve a guesTion I can'c see “he Ziiisrence Detween
“h= Tipg¥ gsarceiced and The sgoondi Ssntenge pecause the
firsc sentence says the marn who tgld &2 Tais refused /to
give me his/ {2} name. 5S¢, &n 1n TOLE Ssntence, wWho told

me —his eh eh is a restriczive you szid as you said and
in the second sentence, apple appls =trees /which are
both beautiful and productive,/(2) explains eh apple
trees about apple trees. What kind of apple trees?

2

nat I can't see

o

They are beautiful and productive. So,
the difference without eh eh the second sentence, yes it

has a comma, but there is no difference in this. I can't

0]

ec.
Qk! Thank you. The girl has a questicn. She couldn't see

+rhe difference between =he first zand the second

- — - 1 - - e = —~ < = — 1 = =
se~-ence, but what she ¢rnly sees na2rz is that in the
Sirst sentence, we havse ot Isel IZooma, Bt in the
oy oy e 1 ! — =

sezcond sentence, we have used ccmma.

Well! Of course eh eh she is right, btu- let me try and
maxe it more clear. Let me read my notes for you. [T.

reads ocut some notes frcecm nis bocks.

€ s g e SENE G e
—_ —— = = LA - iy ol e G il -j St —_——ild o as -j

Res%ri:tive clause is e2s
a nourn or 4 promoun that 1s ussz in a sentence.
Restrictive clause is essential in defining or limiting
a nouns or a pronoun that i1s us ten

733

L 4

Now! The man who told me this refused to give me his
name. Now! Let me see this. The man refused to give me
his name. Now! Which man is this? Is ne the teacher, 1is
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told mé this. Sc, because it gilves more inIcrmation
T t, the restrictive

-
about the man that we are talking abo
clause that we have used 1s importan
[35]

But, when we come to this sentence, apple trees, which
are both beautiful and productive, do not live for ever,
we can omit the non-restrictive clause that 1is used
here, because it is natural that apple trees, do not
live for ever. Do you think so? Do apples live for
ever?

No!
No'!

r36]

But, simply the non-restrictive clause that is used in
this sentence is to give additional Zinformation about
the apple that we are used used here, about the apple
that we have used here, about the noun that we have used

th
£0

[37]

S0, this 1s simp:y Te Laform you tThal aere; T8 JIVES
more information about <the man, 2and TnRLs gives
additiornal informaticn. This is more Infermat-cn, This
is additional information. [T. points to the tTwo types
on the b/b respectivelyl. You can omit or you can ieave

it, and as you have said, we don't use <ccmma with
restrictive clause, and we den't we use comma with non-
restrictive clause.

S

In the TeXI{DOOK, 1.- Szid Tiac 04i.a4a BCC

brought us to victory /yflal/[tr. says!.
No No No Don't speaxk in

In this sentence, it used that. But here [S.

Ui
O
[
5
T
W
o
&)
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Thank you!

Alright! Thank you very much.

[End of recording]
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Appendix 1-B

TEACHER 2

Whgy Ag Uy teplig focaye

1

Ck! Restrictive and non-restrictive. In cther way this
restrictive could be it could be defined as, defining
ves or in the cother way defining and non-defining non-
defining [T riter this on the b/b.]

Ok! what do we mean by defining? Sorry! what do we mean
py defining. Yes! Is there anycne who can Jjust eh
describe what defining means? to define?

Ok! Yes! what you know-defining?

"T. ncminates & student to answer the gueastion.]
The thing we are talking about is not eh actually known.

Ok! Any other? What do we mean by defining? to define?

5 gerlne?

To makse iT Zlsar.

2]
To make it clear or to make it know. To make something
Known 1is defining. So /restrictive/ (2} clause eh a
restrictive use is a clause that /explains/ (2) the

C
exact alright

idea of alri ght that explains the exact
zhe exact idea of an expression. Restrictive clause is a
clause that explains the exact i1dea of an expression
"T. writes this on the b/b.]
Alright! lez me give you an example
The car thas I bcught is a new medel. [T. writes this c¢n
the b/b.]
Now! If I ask you which car? Which is the new model car?
Yes!

[T. ncminates a student.]

The car that I bought.

-

The car that I bought. So when I say that car that I
© means that I am Jjust 1identifying in
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Yags' Whose car s +2 Which A 3c@ $+73 T+ =ava +h —_—
res. Hnose 4k 28 L1172 Wil ef ar 1.3 L2 2 BaYE T8 Ear
- += = 4 Sifeiats wf\ ! a7} ) ey )

cnat L bought. NOW WR1en cary?

The car that I bought.

Whose car is it?

It is mine.

That car that I bought is a new model - defining. [T.
writes this on the b/b.]

Another example: /The teacher/ (2) whom I sccke teaches

11

5 7 whe is Thg Teagner

~ ~ e
il .

O
7]

r
L

{Inaudible]

Oh! Yes, please. eh when vyou answer, stand up
b ¥ L

ke 5 . QT seaedy Tommmnd anon § s T BN SRS RN

o £ allll 223k WLl LOUC YVClilise. L2 G SRRoE BCC by
] -

V' o ~ S =Tl of

yes: yOu didaili.

Alright! where does he teach?

He teaches in our school.

Ta S8 v R O T e ! aabiomcont: ol oo i
L8 LT 8CG & agve 1 derinea apolut Tlar TedCrz=xy
Vo ! 4 ~ e 1
125 In CLOorus

(3]

Yes! because if I say the teacher who I spcke, it means
I am just describing or explaining in particular about
that teacher. So you know something about that teacher.
If you ask me who who is that teacher, the Zeacher whom
I spoke. Therefore, this is a defining sertence.
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make the exact en statement o©I Tnese WO CGLIIErent
slauses. Seccnd. Alright! Let me give Tne .&asT cXamp.e

BB ]
Kibrom! Who is that police?
Who caught the thief
Alright! eh and where does he live
He is my neighbour

Is my neighbour.

clause?

F<
0]
)]
)
Q
=
oy
5
<3
®
v}

Just I know that he 1is

caught the thief. Very good!

/The police who caught the thief is my

my neighbour and he alsoc

neighbour./

2

Is it defining clause or non-defining

I s oo B g e ¥y

Now! Who can make sentence? In this way we maxe cefining
clause. Who can maxe & sentence? When JT.4 s538Y &
sentence, please speax leouder. Whg wlll speak more
loudly?

Yes! [T. nominates a student.]

The dog that I bought barked a:yli night.
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Yag!

hal b e

The o0ld man who was wvery sick.

What happened to him?

The old man who was very sick is my father
Again?

The old man who was very sick my father is my father.

Still you are speaking very very softly I'm sorry I just

=1 -] = - B o~ —= = = - T~ 17 1
think zancther student who cTan stea< mere _gudly. Ok!

/louder/ (2) Yes!

The camera-man who came in our class is my father

T o= - 1

laughter]

a e T - v oy B = T e R U

Ul 9, Iery CeatiTiiu Senzanes it Toegssaain. Adk Nas
come to our schocl is my father. Is he your father?

T A AT oy I8 1 T o~ - - - -~ et e et el
verwy gQGG sencence. UK. LaST Ly Bed = Mo re Sancence chne
more sentence. Ziad. T. ncminatss nim

The woman who has fziled in the mud was my teacher.

N
(@]
[§1]
U
=)

(R

The woman who has failed in the mud ... made ... mud was
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myv Teachar
Y Leacher,
Dl Goog! Ong Ters sentEnce. Okl _TaT Zir (1 yes! nat
~ e
girl.
T} - - —~ F o~ - = —~— -
The fat boy whom I spoke 15 my brcther.

3 1
Again

i , . : ) .

The fat boy whom I spcke is my brother.

The fat boy whom I spoke is my brohter.

Alright! Now eh let's come to non-restrictive.
Non-restrictive

Ok! irst of all I would like ocone student to come out

and write a sentence of restrictive clause on the

3

blackboard. Yes! restrigtiv bhefzore we start

n-—
Lot lickdV P i il

10

.

clause? Kibrom! Yes! Any sentence.

[S., writes this sentence on the b/b: "The little bov who
ST s =R mir 1 aat meAaRE e g T T s e

were wWilcl Iy Last Migay 18 My MULC. 2 2 Z2D.

Wait! Is thils sentence correct? ‘7. 23«xs the class. ]

No!
Is there anyone whose oppose about this sentence? Yes?

Who? Ziad! Come out and correct. Wait Xibrom! You will

have toc walt there. Quic:

Onh! yes! The little boy was wriZingz -whc was with me/
(2) last night is my uncle's son.
Very good! Cne more sentence /ancther/ (2! one person

Ok! Yes! Quick! [T. nominates a studenz.]
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Nex=z 15 cne 317l &«°

el wners g¥s GAE WELLipg, YOI SomTLamme

‘2 ztudentT writes cut Nhis sentence O the b/b
vou read it ok! Read loudly.

Trke girl whom I guarreled 1s my s-ster

Oh! Beautiful sentence! One meore sentence

Ok! [T. asks the student to write a second sentence, and
the student writes “The baby who cries is belonged to
Mr. Girma.’ He reads it out.]

The baby whe cries is belonged to Mr. Girma. Ck! one
more sentence /among girls/(2). Alright, but your voice

not so loud. I think you speax softly. Yes? Could

(n

U speak loud.y

b
O

Alright! come out, you you will have toO write vyour

ST arn o ) -
ST i 2 hor TR
'S, writes out her sentence] Oh! /please/ (2) Ncw you

read it.
The man /who I was last night/ (2) was her husband.

/Again!/ (2}

- ™ P = -~ T = - - — - - - —
fial = 4 WOl - was .ast 1gac WaE ier husband
Te that 3 Cgrrect sentence?

Yes.
The man whom I was last night was her husband whom I was

cr what? Not whom I was eh?
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B0 W L
NELETL. — DO YCL Saw DecCTer; yegr e manl widm Yyou 3Saw,
<BETSEL. YOUur Senilence

irst sentence.

h

ntence - the

©

Now. whe can rezd eh s
When you are asked to read or answer guestion, why not
you raise your hand and answer?

Most of you are very dizzy and you are not just raising
your hands. As you are all student you must have your
full participation.

QOk! Now read the first sentence last boy-corner.

M~ - + st T B " } T T o
e <gar ngt i gopghnt 1§ 8 New mode:l .

MY AERASHE  PRvEssnal Frgs [ 0
k! 2gain /number twe/ (2)
T, A = a = = B N e k3 o = ~an~h B ia) —~1 el o —~
g TEHCOEE WRE i SDeke teacnes 15 1 gu SEROOL

The =eacher whom I spoke teaches is in our school

Ok! /Three/ (2) /yes!/ (2). That girl-next to last.
The policeman who caught the thief is my neighbour.

he policeman whe caught the thief is my neighbour.

T~ e~ + A N +=4 - - =
NREESE Semrenee S ENLE GRe

You read it again!

[§]]

tle boy who was with me last night is my uncle's

|
)
©
|
-
t
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son.

Whese sentence 18 thnis? =Zcw yes!

The girl whom I guarre.ed is My Slster.

T4

Ok! Thank vyou! Now! I need one student to dust
blackboard

Alrigh ! The second non-restrictive. It 1s non-

restrictive or non-defining. Ok! non defining. A word,
phrase, or clause that does not explain exactly what it
expresses /is <called/ (2) non-restrictive or non-
defining.

[T. writes this on the b/b as he speaks.]
Ck! example one
What is non-restrictive?
A word, phrase or clause does not explain exactly which
does not sorry which that does not explain exactly what
it expresses is called non-restrictive. That means it

does not define clearly eh what it expresses about. It
does not describe exzactlyv about what it is talking or
expressing

[5]

Example one. The teacher, alright, the rteacher who
teaches English in our school 1is very clever. The
teacher, who teaches English in our school, 1is /very

clever/ (2).

New! Alright! There could be a lot of Eng.lsh ZTegachers
as we.l 3s there are manyv teachers in that schccl. Then
you could not identify 1n particular wne Zhat teacner
is.

(6]

So this kind of sentence, what do yocu call it?
Restrictive or non restrictive?

Non-restrictive

Why is it non-restrictive? Why? Why?

Ok! Ziad. Why is it non-restrictive?

It deoes nct describe the perscn whom we.

Whom we are talking about

Yes!

Alright! Any otheér a3diticnal? Yas! 1[T. meminates a

student.]
It does not give emphasize who the teacher who teaches
English in school

Yes! It doe not give emphasi
in the schcol or or yes!
student.]

There are many English teachers in our school which

is tc the teacher who teaches
! [T. nominates another
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Lmgiish sechogi ¥8 ity 1 gdon'c xhow.
YOG JOn't <how Thed wWkas do mzil suzh ZEaod af
QO T O eNG

Norn—restrictive

Nnat Q0 you Ccail tThen? Yes!
Non-restrictive [in chorus

Tr .7 ]

Very good

e

- 1 T o ¥ + 7 - 3
Now ! Let me glve you another example.

Look this sentence. Abebe, /who stocd first in the
class,/(2) has got a scholarship.

(T. writes this example sentence on the o/b.]

Ok! could you eh know who Abebe is in particular?

There could be many Abebes as well as it does not
explain which class it is. So what kind of sentence is
this one?

Non-restrictive [in chorus]

Why? Why 1is it non-restrictive?

(43

§ Fag— ] o 1 & bl
cudents kKeep lent

Ll .

97]

Don't worry about the fluency o©f the lznguage you just

speak out or Just try to answer 1in anyway you can

axplain or you can express.
5 | T i = TR + 1
Y238 T. nominates a student.

Because it dces not identify what Abers which Arebe is
sccred this scholarship because therz zre different

classes in our school and different Aberes. Abebe is I

can say a common name in our country. Therefore we

Fh

can'tT ldentify who Abebe 1is.

(8]
Very good. Therefore we are nct talikinz eh exactly or
precisely about Abebe. If someone asks me who is that
Abebe? Well, I don't know but I knocw zThat Abelbe, who
stood first in class, has got ;

Therefore, this kind c¢f sentence dces not describe eh
Abebe, in which class he learns. Ok en 2k? and how he
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~ alalel
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got TOe

2 2 o

Qk? Kibrom. (Kibrom raises his hand zsnd T. gives him the
oppertunity to ask a question.]

If the sentence are identifies the class of Abebe,

Yes! stand up! ok!

If the sentence identifies the class c¢f Abebe, could we
say the sentence 1s restrictive just when we say Abebe
who stood find is ten five has got & scholarship?
Alright! who can answer this gquestion?

Abeke, who stood first in ten I class, has got a

Q)
0]

scholarship. This sentence cculd be restrictive or non-
restrictive?

Restrictive [in chorus

(

I think it is not again it is non-restrictive because

Yes

Named eh named Abebe

1 - ~ B e - Y & HEE EE + i T e
On YEDS NP Tig ¢l T1Ve ELa588 medn €2 0 Bilirerent SCHogLs

there are ten 5 classes. When if we clarify the school,
that would be that could Lke. But if not it 1s non-

restrictive.
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Any cther? Abebe, who stcod first in ten 5 class, has
got a scholarship.
Is 1t restrictive or non-restrictive? Abebe, whec stood

first in ten 5 class, has got a scholarship.

Yes! eh Ok! yes! Is it restrictive?

Because in the other school there is no the number.

- P = & 3 | (RN T ——
That m=ans ten cne Lell EWO. DU Nore 8 2

ten C.

Oh! but I said Abebe, who stood first in ten 5 calss.

I didr't say in our school. Therefore, yes!

[A student raises her hand and T. gives her the chance.]

But I think it is restrictive because it describe the
class, his name and the one /whe has/ (2! get the
segh@lzrsnip. En I Thitk af 1§ Fag€s: §5d@ys

(10]

Eh but it doesn't describe specifically the school, and
I didn't say in our school. I simply said in the class.
(11]

Ok! Anyway vyou could identify a sentence to be
restrictive or non-restrictive specially the
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Ok! one last example. Eh my friend, Ok my friend, who
works in the Ministry of Education, eh always /complains
about his work./(2)

[T. writes this on the b/b.] What about this sentence?

Ok! My friend, who works in the Ministry of Education,

[
P

r <

Always

ol ~ -3 P iRy 8 1 A" 4
wayS COMp.dins about 138 work., &2_r2

wi

only Kibrom is raising his hand. Yes! At the back! [T.

nominates another student.]

And it has also commas.

Yes, 1t has also the
in the Ministry o
specifically who that p
friend, he only to sa:

ccmma as well 33 he szys who works
f Education. He didn't explain
e ' x? He only says my
who works in the
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Restrictive
Very good!

Shall I include more sentences?

No, [in chorus]

Is it enough?

Yes! [in chorus]

Ok! Now who can make sentence in non-restrictive

Ok! That girl! Yes! If you would like to come

write on the blackboard, you are welcome...

i g iy

the blackbroad. Alright! You read it.
The policeman, whe was hit by the car, died.
[The student reads couT her sentence and wants tce

no no wait, please

The policeman, whc was hit by the car,

W S s o diliel =t e R ot e
Iz © o

Yes! Tip cherus]

Yes! ThereZore this sentence 15 called what? Xipr
Neon-restriciive

Non?
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UK w10 can go and

sentence. ]

The policeman who
right? Yesg?

Eh simply she said

died. You can say

Hiad
A

9]

4

6]

= - - -
o= § £ e L

you
Ok! /one last

Yes! yes!

sentence/ |

Ter .seniente Igrrect or wrang? Yes?
Tista<e’?
pefcre died
correct ic?
cut to the b/b and corrects the

was hit by the car was died. Is he

the policeman who was hit by the car

that was died or simply has died or

81}

A student goes tc the b/b and writes: He who will
desturc tbe ¢lass shali. regieve 5230 ¢o —he fage” saia
he.]

You read itz! ok?

"He who will disturb the

class shall receive slap on the

awcc =
«F S FT 1 e .
Fmry syamoy  Semads 4 ' v Sl A s e o A ah? O} 4
You are just talking about direct speech, gh? 0Ok. It is
AT oA e

ol {f R PR [ S

Thank you a

participation.
e :
of Recording]

lot on behalf

of the guests for your full



Appendix 1-C

TEACHER 3

Tedone?y §Star.s tHe ledseh by gimpis yrizing o Lne
plackbcard. He writes the following:]

T

Relative Clauses

T = -~ o = e + 1.7 & - e =

They are classified into two main parts.

i

Restrictive {defining) clause
1. A

2. This boy whose sister RAmaha married is gentle.

student who respects his teachers is gentle.

1

3. The words he spoke killed me.

Non-restrictive {(non-defining)

1. Boset, who stood 1st from the last is my yonger

brother

5 i3 s = S = e =1

Z vuar méonitor, wio TLaxkeh gattencance, Gicn ' t come

3 . o 5 Zpc T Semmme o S ey R

3 MY WeZlGing ring, WwWilicao &L pought Isr a Unared 21rr,
nas 10st.

SOV | 5 Wil i & B = AT A - - - o
P Qe ard ~3+1g3 A 2 g SRre ® o = o

¥ SOV E oG OLTAS 2 43 £ SVEe cE_2 Y4 @at e

SCeUinnang, We Nave o0 85aArL Lhe TEDLs IXNED LDe Reginning

eh heecduse 1LE 11l be unwise to cut it from the middie.

Sy Ta+r o A3 aers- shat +al B ~Tamapae ~Aaona T hotre

50, Litet us discuss what relatlve clauses means eh I have

written three examples under each variety eh.

' - — 3 - - = o
Number c¢ne restrictlve means SO

S —~ — - + = 1 - Ve =%
CellNing QY reStricLlive; ig0 1S CY anai
Laree Bxamples

Number one says a student who respects his teachers is

1 T < o } . ! 3 i e - < 3 N = Eo |
gentle. This boy whose sister Ameha married is frail.

The words he spoke killed me. Now, these three examples



Viili wlll tell us what this regctri=-:ya or gefinizg
Z_ause mans T SEILNTE TO tnos B/bB deginning ITram
a - - -~ -— - 3 o~
-Lese examples, we would come ¢ scme rules Or scme
polnts - t - + - = R ol ar or dilfferar+
oclnts € there two clauses are similar or different
(2]

my 1= = -~ - =
v tne other side is the non-restriccive wh means

Compare this. Boset, who stood first from the last is
my younger brother. Our monitor, who takes attendance,
didn't come. My wedding ring which I bought for a

hundred birr has lost. Now! let us examine these three

examples. And let us see what relative or what I ‘mean
wiat restrictive clause and what non-r estricitive clause

means, because to start with exampies 1s a more wise

than starting with rules or theoretical eh points. We
cdli Geduct Or we carn draw sSome Tcints with these twe Gy

wnere there two differ or are similar.

(3]
So eh ok! Restrlctlva as the word indicates limits or
clarifies or points out the item bei ng discussed-means
at the first atterance of the Speaker the learner or the
audience must be able to understand what he means. So,
a student who respects his teachers

Now. the relative clause arcund ke
teachers' ([T. underlines it] and th

1s gentle' when somebody says a stud

The reader or the learner would ask

gentle? There are many students here cr there over th
world. So, in order to avoid this eh misunderstanding
or amblgulty, who respects his teachers in this
particularly it can be a general but all. A student who
respects his teachers is gentle. Sc, this relative
ciause here modifies what? th subject a student. So
now it is a relative clause. I mean a restrietive or 3



b I e E 4 E "
have the non-restrictive clause. Bcset 1s my younger
brother. Well! The sentence is clear. Without this
restrictive clause cr non defining part cf the sentence,
no cne would raise any guestion. eh Hhc is your younger

brother or who is Boset? Just the speaker may clear
himself about what he is talking. Sc, ncw! This part
1s a mere inclusion or a mere inclusion of additional
information. Of course, it may help us to know
something about Boset. On the way these restrictive
clauses eh magnify Boset's behaviour, colour or whatever
appearance. But, that is not the most important part to
tell us who Boset is or about whom we are talking.

So, when we compare these two sentences at least now we
can come tc the point what restrictive or defining

clause means. On the other hand what non-restrictive or

non-defining clause menas. Then now we can come to some

rules or some thecrstical peoints, rules, razzula-ions and
then come <2 i1he points H1ESE ¥YoE ge dirogtay or
direct to the language. Just make sentencs. hen that

sentence about that sentence then vou eh take certain

points or sentence means. This I mean the sentence this

and that sc forth. S0, eh here we do have this two
sentence. And pefore we come to the other peints, if
there 1is arvone who wants +to say z2oous =—rhese WG,

example one of this one and example cne of this one. [T.

points to tne examples on the b/b.] T den't mean the
others are cifferent from these, but -“ust to eh locok at



[5]

Lets have further - further more. Here for example
'This boy whose sister Ameha married is frail'.

Now again the relative clause Ameha married', and then
'"This boy is frailf. Again this restrictive part, if
this part 1s removed from this sentence, again the
sentence itself will remain frail conveying nothing or
just confusing the hearer or the learner. So that in
restrictive part always the modification must be the
essential part, most important part that enumerate the

subject itself. S0, this whose here modifies this
subiect, because it is possessive but in all it is again

restrictive.

_6]

So let' compare again this part with here. Cur
monitor, who takes attendance, didn't come today. let's
add scme more..., today [T. adds the word 'today' to the

.
sentéence.! Thals part 15 the restrigti
non—restriztive, nc! who taxen zttan
here [T. underlines 'who t3zkss

the line under 'didn't
didn't come today. Suppoecse a
Speaker from this class, when somebody outside, the
boss, directcr or the unit leader comes "where is vyour
monitor? Well our monitor didn't come today. You don't
need to add who taken attendance or who nugs us or who
punishes us. All the other informaticons about him eh
won't help in making the sentence clear or in making the
' ! you say

director inderstan

R .

our monitor didn't com y, that rt will suffice to
convey vycur ideas ! ' ' I have
said earller 'wh dditienal
informaticon and vy o0f that
particular monitor is. So, when we omilt or take out
this point of the sentence, again the sentence remains
clear to the hearer or to the learner ¢or to the reader.

So, when we compare these two examples, at least eh. I



nope you might nave & Zslear idea what restrictive gr
derfining clause versus what a nen-restrictive or non-
defining ciause means. Then tThe rest are all the same.
7]

The only difference is just to show you the different
relative c¢lauses. Here, who somewhers here whose -
possessive, scmewhere the words the... Sorry boys and
girls that here that, herealso who. Here my wed my
wedding ring which and so on. [T. Underlines the

relative pronouns.] Just right the examples are needed
to show you some elongated relative clauses. Even some
are left out, may be whom you can use it whenever you
can use who. Boset that was give. Our moritor whom ...
not possible just we can have another sentence with
whom. That is not a problem.

So now, from this point of view and from this point of
view, let as ccme to a point, [T. points to the two sets
on the b/b.] How do define relative eh restrictive

clause and non-restrictive clause? What difference do

they nave? Wwoat similzrities de they have? Now let as
L 2 —~ - 1 - e -} rm .y 3 A=
nave eh distinctions between them. [l writes

'distinctions between them' on the b/b] let's have
distinction between them. Here we can have non-

defining, defining clause or just defining clause there

and here non-<defining clauses. [T. writer these heading

on the b/b.] You want to say something? 5S¢ you are
I o~ e .. —

welcome Yes! i{T. nominates a udent.

imp...important information about the sentence.
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From these

A A 10 e oo 20 n amendmen
Any objection to this idea? or any e

examples, we are not, don't need any science or we don't
need any philosophy. Just from the points here,we can
come to a conclusion. We don't need any philcosophisation

but just from the point.

w, this point most probably is might have
ccme from this. If we remcve Or © part, then
the sentence will be, I mea 1ot clear. /3¢ that/ (2}

(D.‘:J

he suggested defining claus
the sentence. Cne point. Any
(T.nominates student.]

e essential part of
omething to say? Yes!

But, in the non-defining, we need a comma.

110]

Just let us take, (T.writer the point z2n the b/b.] /No
ccmmas are needed , NO commas are needed/ (2) because
ftrom the sentence itself, it is quite true we don't use
any CCmma anywners 3¢, no commas are rseded., So, this

n be cone basic point. NC commas zx needed under

ca s =

/difining/ (2) clause or we can say the defining clause
s

e

/not enclosed/ (2) Jjust to make it, not enclosed
between commas (T. writer it on the b/b.l] Not enclosed
between commas.

Good! somebody still to eh say something, you are free.



=]

(9]

.

Eh is The eSsential part of the sentence. Somebody migh:
nave an idea where I didn't see or these =wo boys didn't
see. 5c, ust come, participate, say scmething. Cbiject
Oor amend Cr glve scme ¢ther pcint, because now we are

forming rules. We are going to set a rule between
restrictive and non-restictive clause, because those are
just examples. These points will be our guidelines later
on to write out all sentence or to at least to know
about this two points. These examples are examples only
but just these will be our guidelines. So, some other
points?

[11]

Now, let us come here Ok! one is an essential part of
the sentence. What can we put here?

Yes! [T. nominates a student.]
It given an additional information to the sentence.

It gives let us say it gives an additicnal informaticn.
Ok! 13 merely zan additcional information./ (2} .
T o —h e S e — - ar=) -~/ el =Ra i i ++ < = ~AaEd e L
W LA -t da D [ A S - il . 36 £ kit o &6 S A | - [ B S S5 I S G ] -
- : M o +4 57 ~ et

clause 1s the restrictive clause is an essential rpart
- T £ 3 ¥ 3 B e ] =7

and we can omit 1t. But here is merely an additiornal

informaticn or an additional inclusion, is merely an
] i 1 inclusion. Just it is included.

Any objecticon or amendments on these points? Somebody

_____ — X7 o~ =Y 2 -3 p o ! sl - < o
WnC wants Lo say something? Yes! [T. nominates a
T e lohalha
student.

The suggestion 1s correct because when we see the
example in the non-restrictive or non-defining clause
example one, eh Boset, who stood first from the last, is

my younger brother. If we omit the non-restrictive



.

65]

(n

3

€3]

skill have a clear meaning If we ase z gJuestion whe is
My Droiner or wWnho 1s my yonger prother, =2h a iisten can
answer, 'HEe 1s Boset'. So, it is correct.

Thank you so, we can take this as right. Will help us
what non-defining clause is.

Some more! We'll continue on both sides whenever you

can see. So far we have formulated two points here, one

point here. |[T. points to the b/b.]

)

S5¢. Yes [T. nominates a student.]
It is enclosed between commas.
YCour pardon

~
— Yo e il

It 1s enclosed pbetween commas.

e

Good. Right! As we can see is enclcsed between commas.

T. wrizes this cint on the DbD/b.’ Any oblection
concery: N sbT=273?  Is enclzsed
ceTween etweer ccmmas. I3 enclcsed-may
be this Tor you. Is put Dpetween

commas, put within commas. Put just enclcsed means put.
Just like that. As eh put, yocu can see here. Here you
=

(o)
have comma, open comma and you ¢ e the commza here.
[T. shows this on the b/b.] S0, Just that part is
enclcsed between commas.

Qk! somecther points? Yes! [T.nominates a student.]

[
=
wn
[
9]
=

This one is merely additicnal informeartion or inc
It must be it 1is unnecessary additiocnal information.
Unnecessary the word merely must Dbe changed by

unnecessary additicnal information.
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Ox! Here eh suggestion ¢r amendment Instead I the
word merely, it 1is an unessential means en Lere an
inessencial part. You want the word unessential
essential Well, that is eh ¢k, no matter, we ars about
to eh language. English language 1s rich, you can use
SO many words.

So, Ok! I can accept that as ins instead of the word
merely is an unessential addition. Well! so let's the
first be. I do accept. you are right. But, maxes no
difference. So just because of this canceling, rubbing

and soO on.
merely an inclusion of information. That way
have a problem. Anyway, 1t 1is true. He
amented the wording or eh sentence changes.

Some more please. Some other points? /We may

other points./ (2) So, please [students remain

irls in this and

POy

wn

T kncow sc many tough

te]

this class but teday?

Some more points. I do have some more or two

Is merely an additional information or 1is

it won't
tried to

need some

silent.]

points eh yet not menticned. Is as enentlial part of
sentence; nc commas are needed; what else here. Three.
Just you lock at the examples, analyse here. What points
do we need to to identify these two clauses. What
else. [Students remain silent.]

(14]

Tor example here, ck! the restrictive clause cannot be
omitted. Cne suggestion can't be omitted. We cannot
omit it. can't be omitted. If you omit that part,
meaning if you omit who respects his teachers, a student
is gentle, that it will remin not clear. So that we
cannot omit the restrictive clause in the restrictive
sentence.

[15]

If we said that there, [T. points to the restrictive
part] then what can we say here? What can we say here?



t4 v ) n

W

.

.

be omitted

ol LLred

oe ad.

be or ted. [T. writes this on zas £/b.]

Partl explanation. can be omitted. why?
AWAhy dc we cmit 1it?

That is the most important pont. Wha:t would feollow if
we omit this? Yea! Yea someone whc did not have the
chance there. Are you ready?

No!

Ok! [Inandible]

The sentence will be meaningless.

The sentence will remain meaningless.

Ck! additional informatieon? Ok! [T.nmzminales angther
student.]

The sentence is meaningful but it is not clear. Who or
eh abcut who or about which is talking zbcut.

16/

Yea. Something good indeed. /What ne said is/ .z, ¢
sentence can be sentence, but 1t will remain wvague-nc

clear. That is correct. His is the best. When we say
'a student is gentle', grammatically ccrrect sentence.
But the problem 1is, it 1is wvague abcut /who 1s that

student?/ (2) So the sentence may remain a sentence, but
the idea that the speaker wants to convey becomes blur -

not clear. So that way I think its better. But zliso
what he said is good.

k! and here, why not it can be cmizzsdz Why? ST
reascn, reason cut. We see ... socmebody? That boy ...
vou got the chance. Excuse me sir. Thig agirt Sidatt

get the chance.
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3 —naudible’

T I beg your pargcen?

5 :t is only additonal for additonal informatioson.

17 ]

i Yea - What she “a*d is, because it 1is eh merely
additonal information. If we miss that information, we
can understand wnat the speaker means - so that we can
omit it.

Eh Another! Number four, here what do we add? One more
Scmebody. Ok! [T. nominates a student.]
5 It is connected by relative clauses such as who...

T: I beg your pardon?

€]
q
t
|
0]
i
]
3
b
D
]
T
D

that

(18]

T Good. Let me put it in
clzuses I mean 211 r=l

YVery geoed! ALl relaTlve
wbhich, That Just te Q’gm

tes these on the b/b.

Wri
| relatives, we can use all
! the defining clauses.! A

And here? [T. points to the non-defining clauses.] What

dc we say? What do we say here? Just it will be our
last point. [Studentis remain silent.]

[19]
T Now ! Ok! All rela all these reslatives except /all
except that/, (3).

Sc these things can tell us or hint us what restrictive

clause and what non-restrictive clause means. S0 here
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Appendix 1-D

TEACHER 4

Page twc nundred and eighty-cne Adlective clauses.
(T.writes 'ADJECTIVE CLAUSES' on the b/b and underlines
it.] Aciective ciauses. Ncw! We already know what an
adjective 1is, vyes? /What is an adjective?/(2) Yes!

[(T. nominates Bethel.]

To describe nouns

(
Yea! An adjective is a noun which describes a noun eh eh

- R 3 ) J 3} = ) 1
a word which describes a noun or another word. Ok!
Alright. [T. nominatces ancther student.

ey ~ ot

C
f.

O
(]

Yy rp
An adjective 1s a ncun which modifies a noun and another
word.

other words like noun.
Yea! Alright! Now! Good! Now!
Let's define again what a clause is.

What i

64}

a clause? What is a clause? Kassahun!

A

of words with a subject and verD.

(9]
[
@]
c

i &

(2]

Very gcecd! So, a clause is group of eh eh a word eh a
group of words in a sentence with a subject and a verb,
but it is not eh it does not have as equal eh an equal
status with a serntence actually. It 1is eh part of
sentence which depends for 1its meaning to the main
clause eh to its meaning. Sco, a clause is eh that part
of a sentence with a subiect and a verb.
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T d R BA ey Bl S ey, T s o D
NCwW g 48 an adagileciive Z_gunse Lnshvy

T o — = ol bl T -~ < Pl Q- - = 3 - 1
NOZT 18 all aalective cioause {(oLUdEenRTsS Kxeel 3lir2Nt. |

So, we've defined what an aadjective 1s and we have
defined what a clause is. What 1is an adi... what do you
think an adjective clause is? 5S¢, I think it should be
very very easy for you to guess what eh an adjective eh
clause would be.

Yea! [T. nominates a student.]

A word or eh a word eh which have subject which have
which have subjects and eh which eh which have subjects

~A E A /\"l‘\ Fryr
Gl Lt

—— Y .

L

A=

If cannot be a word. It can - Kassahun - 1t can only be
a clause. An adjective clause 1is rather a clause that
eh /that has a function of an adijective itself!/ (2).

at !

(03]
([;
(8]

ses
an example. [T. writes on the b/
yesterday 1s my uncle.’]

Don't write! /Don't write anything!/ (2). Just attend.

Now! The man whom you saw vesterday is my uncle., This is
a sentence. Now! eh where enh we nave an adijective
clause. Where do you thin«? Where e which one do you
think 1s eh... which one i1s tZhe subiect ¢i tThe sentence

for example eh in the first place? Which one 1s the
subject of this sentence?
Yes! Dinkneh. [T. nominates Dinkneh.

e

a
The man is the subject of the sentence

Which cne is the verb-the main verb ¢ this eh sentence?
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Yog Tgrlon!

LTy PPe T S8 DI

Saw

The —he marn an T. nomingces arnother stiodent

Whom

eh?

Whem

Nc!

Yes! [T. nominates ancther student.]

Is

Is. Yes! This 1is known the man is my uncle. Now. ..
This you can-can't you, /Don't you think that you have
two sentences in this sentence itself?/ (2) in this eh

sentence in this whole sentence itself?

[Ss remain silent]

[5]

So let's make this - /The man is my uncle./(2) Alright!
The man is my uncle. The man is my uncle. This is the
main sentence. It is what we call the main sentence.

The man is my uncle. Now! in Amharic, 1if you 1f 1if
scmebody talls vyou /sawifyaw agote naw/ ‘tr. The man is
my uncle.] what weon't yvou eh want to ask that fellow

something? Eh? /sauwvaw agote naw/ if somebody tell
you, won't you want to ask something about eh that eh eh
about that sentence? /ond nagdr YomititayvikUt nagaf
wayinfm matitd and sew sowfvew mota’ko’ bilalfuh / [tr.

T ! S | p . iro 1
S~ A ~Amaa an + S S +h T 3 -

LT SgHeQie coles 4dnd Tei s ¥Nou the man has died’'! eh

; i e Ty i E o

s - - - b ~

QNS YL Wanc T as« somecnings

Eh? [T. nominates a student by pointing at him.]

Who 18 the person?
Who is the person? Which man? Very good!
(6]

So! The man is my uncle. Which man? The man who you saw
yesterday. So, this is called the adjective clause-whom
you saw yesterday. The man who you saw yesterday is my
uncle. The man is my uncle. Which man? The man whom you
saw vesterday is my uncle. /ténant yagyshaw souwive agote
nay agydolem/ clear! Tr. The man whom you saw yesterday
is my uncle, 1isn't he?]
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Lass A called. adjeetive clapse. [Ts dngerisned it.]

Now ! Adjective clause is connected, ther are

pronouns.
Yes! [in chorus]

The pronouns are the connectors are which one is eh eh
which one is eh the connector? Which one is the word
which connected this two eh sentences? For instaance or
which one is the ... eh? [T. nominates a student.]

Whem

(7]
Whom! This is called relative what? relative pronoun.
This is the one which <con eh connects this two

sentences. The man whom you saw yesterday is my uncle.

L8t e give Yyou an another example. Forget akbout this.

T. rubs this out from the b/b: "The man is my uncle.’]

95]

imilar example.
I remember that day I'm sorry [T. rubs out “that' and

'day' from the b/b.]

/T = ~ 3= = T £ = 3 9y r
/I remempber the day/(4) /that I first met her/ {(2) [T
says and writes this simultaneocuslv..

So this is again ... /can you/(3) show us eh which one
is eh again the relative pronoun and which one is the eh

adjective clause and which one is the main eh clause?

-
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Same thins 48 e che éh the previous sent=noe 'rsTudenzs
,-@wralv- =] Aan e

remaln silent.

557 T ~ — ~ P 1 £ —~ o~y +~a1 71 = ~11 ==
50, I remember the day ... i1f somebcdy tells you =

remember the day, won't you ask =z3x the fellcw
something? You will ask I'm sure you will ask him en
about the day. You will sim simply ask the fellow who

said this, /'which day are you talking about?'/ (2)

(8]

The day that day I first met her. /This is the adjective
clause./(2) So this is that is eh eh eh the connector
and relative pronoun. It relates the two sentences
together.

So now write! Adjective clauses.

Write down! Adjective clauses. [T. wants to dictate some

- IR R 3 va E= - 1 -
) 7 v 7~ - - ~ -
IO R0 258 Cou.an™ T SEedause L =

e L S = SIS O

th

v

Ok! probaply may be we take some more some more befcore
we write what an adjective clause is. Probably we take
some mcre eh some more eh sentences like this. For

instance, let's say eh eh let's take ancther.

/Her father/ (3) who went to London ... Ok! her father
wheo went to London has just come bac T. Bsays azz
writes this at the same time.]

Now! eh Do you see eh the third sentence here?

What is, eh what do you think is the d!fference betwee:n



7]

€5}

-

W

.

0]

'The man whom ycu saw yesterday 18 my uncl 2! ana =i "Her
factneyr whp wWeit Do Lodsdor has Szss coms @azy! ANhart
what do you think is is eh 2c you see any difference
between this twc? of course zhis is /which one/ (2} is

the relative adjective herez

Who went to London. [in chorus)

[T. underlines it.]

Eh! Do you see any difference between the first sentence
eh and the third sentence? Or the second sentence and
the third sentence? Do you see anything?

(9]

Here we said the man is my uncle. You will
gutomatically eh eh eh yeou will automatically raise a
question - which man are yocu ta.king abcut? And I

remempber the day - which day are you talking about? You
will automatically raise a guestion.

5 ! T i - PR e 5, S 3 T S i T2 m
Now How about the c¢ase oI the first sern=zence Th
+= b 3 —~ - ——— . T - e T - i P . Rfos 4
EHEE SernEenge; L all sgrrv. fesel LA PGL SETTiaC s tea

(T. ncminates a student.]
The first is without comm
[10]

The first is without comma and the t
Good! eh but eh don't ycu see /any other/ {2} eh

difference between the twe sserntecnes Apart from commas
of course! comma is one difference, Ok! meaning, as far
as meanlng 1s concerned, as far as clarity is concerned
- what do you see?

Kassahun! [T. nominates him.]

Her father who wants to know the meaning, which girls

[E]

Which girls? The father is whom this father, we don't
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cnew. And alse fthat one is restrigsive and that one is
e L re =) we == S - T

We 1 Thws T =t -~ =1 e e T~ ~cm T oot
SIS LOde L CHAlNK YCui Yyou alrfeady £IlCw 10 yCour Last
=S al s Bale 1t < 1T+ I <= F Ar T g/ = Rt | Vaale) INO11t
e WN1iCo Unic was 1tT:7 L2 - b Or you a_r2ady KNCw abDOout

-— 3~ 2 1 3 < - Ty 1 N B b 1 1 - -

restrictive, but unit ©6 eh Alright! but as Iar as

meaning is concerned as far as clarity is concerned eh
what is the difference? [Students keep silent.]

(11]

Now! I told you here, /if somebody/ (2) this, if
somebody tells you this, you will automatically ask,
'which man are vyou talking about?' and the second
sentence, 'which day are you talking abcut?' but can you
raise a question like this here? ... Her father, who
went to London, has Jjust eh come back or for instance,
/my/ (3) father /who is a teacher/ (2! is sick. [T.

ites this example sentence on the b/k.. /My father is

sick b#ye bflalfuh / - yeotinaw abatih tilenalsh souwdydw
motwal biye bilaffuh gin yotiaw sowiye tilunalaffuh
ayfdolem/ [tr. If I say my father is sick, will you ask
me who 1s your father? But, If I say the man has died,
yvou will ask me who is that man, isn't it?]

- L
R o _—
tr veqgl iy
¥ . VEegj 3 H

! so her z-nzr / wWayinm few, ofl  Jjvy
"{2) who is a zezacrer is sic« /'bifys bilalfuh / [tr.
Y
if I say,] which father / atflunm / -r. you won't say
this!] /you don't/ ask me which father because I have
only cone father. Don't you think so?

Yes! [in chorus]

[12]

Everybody has only one father.
clause, but different from I

. N
JeCrive Clause,
cac 418 COU8 18w+
’ 6] tigey 4are

i in. Wo can ask
questions which one, what person, wnat tiaing is called a
defining or defining clause or rela:tive clause. You
understand now?

Yes! [in chorus.]

Yea! Defining [T. writes on
(Restrictive) clause] so, /an
similar to eh sentence cor th
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Non-restri
Yea! Non-r

ve. I'm sorry! Non is
rictive clause. Is it c¢
Yes! [in chorus]

Ok! Now! write down!

Ok! /we can/ (3) write some definitons about adjective
clause, defining clause or restrictive clause and non-

P + 4 o~ e ~ 7 1a
YestriCLive (CL3dus

l{H

ot bRpiEs s Sas
¥ TOAP ST G L0 S IS &, | -

")

sentences as ex as examples under defining and

restrictive clause and this cnes under non-defining and

- . .
AN — A vt~ A + s o ey s U + EY i
Cn—restrliCcci V] = EeL.lS STECEeRES TE BECY Ta€e ZArXsT
P = T W AU . O I T a—— —
CWE SRJITD g8 JIgeX IIgs8TY oTive 27 Uhe _gstT TWo ZxXamc_ 2S5

under non-restrictive clauses.]
Ok! go con now! write down!.../gfls now ay+dolam ystiaw

loyotinaw rindemitisifU/ [tr. It is clear, isn't it?

"

[Long pause]

4
3

t

1
e

*——1 —
=3

[
W he difference the main difference /between/ (2! a
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noun which 1is represented by the whole clause hers,
restrictive or non-restricriwve That 1s the antecedent.
[15]

SC, any information not necessarily vital about the
antecedent 1is called a non-defining clause. But any

information given by an an adjective clause given by
about the antecedent to avoid confusion and the like is
called a defining or restrictive clause. [T. gives
students time to copy down examples from the b/b.]

[Pause]

Ok! Are you ready? [T. dictates them.]

3 =1
Yes! in chorus]
| Py = N T ' o 3 AT = -1 o - =
7es! write now. Let's en nocw _et's zZzke some some

definition or make some definitions abcut each of there

terms. Adjective clauses ncw An adjective clause is

An adjective clause is we i
taken earlier but eh could have bee
eh no problem.

An adjective clause is a clause which can take the place

of an adjective... in a sentence. Adjective clauses .
answer the question. Which perscon, ... slash things
ni:r person or thing or what person or thing. Yes?

15 en could have been
n taken earlier but

The adjectives may be introdiced...introduced speiling
i-n-t-r-o-d-u-c-e-d The adZectives may be introduced
by relative pronduns..., that the relztive pronoun that
t-h-a-t you know all the relative pronouns Yes? that,
who w-h-o, whose, whom or which ..0r relative

adverbs...where and when and why.

18]

For this reason..., adjective clauses... are also called
relative clauses.

Now! eh so something about these /relative clauses/ (2).
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Now ! cn page 2Y JEwe Husdred znz elznty onefd (2

You have 311 the reliative c¢lauses, eX /the relative
pronouns/ (2) used used eh eh as well nominative,
accusative and possessive, eh so this deta details we

shall go on eh. eh with /this details/ {Z) tomorrow.

But, now, today I Want to ask you one question.
Now! /what do you think/ (2) eh if a what do you think
will happen or what would eh be the change in meaning 1if

I write, 'my sister, who lives in Awassa, is married'?

(19
Now! This is bcunded by a comma. We said that this is
this clause is non-defining because it is not eh this
does not help eh what my sister 1is. It is only an
additonal information about my sister.

90

BuT &5 wWe that & <Thls C_lgls2s8 23 pe written

I e, — a . = . —_— .- 2 my -~ — e~ £ - T e —
HIL A0V ey 3 E7ITES WLt w20 THZE SEEE {i« POLRES O
b /1 T 1 £ e ~71 a1

the Db/b ¢n which examples for deiining clauses are

©
~
o

written.] of cgurse when /they ar defining. My
S

ister who lives in Awassa 1s married.

Now! /Do you think/ (2) this is possible? What do you

what you acccunt for this? Is there anything /you can/
(2) guess en 1s this possible?
/aws/ [tr. Yes. iin choras]

(21)

Non-defining /Ama/ {[tr. and] defining / min /indshonad
bokama/ [tr. Wnat it is , by a commal] bind /fnd®mihdnu
yth teffemari/ [tr. as they become, this additional]
information / /7ndi aghun / [tr. but now ] William
Shakespeare, wno had a bold head, was a great poet and
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/bibagl / [se. if sald’ which Wiliiam
/ bflo yemitayfk/ _tr. zs-<z. stupid /tiydke
linor ayf;ﬁlﬂn/ ey, =hames won't D WMy sister

kotoebagle gin /[-r. if said [ ...

Now! what do you account of this, the accocunt for this?

[0]]
(g
=
Q
™
3
1
u)
s
D
=
o]
o
s
0}
B
'..J
[§]
22
[ml

Dc you see any anything here?
No? Yes, Mitin. [T. nominates Mitin.'

[inaudible]

Which sister? eh?

/sost arat 7itolf koluwat/ [tr.if she has three or four

sisters.]

22]

"Very good!/(2)

In this case, my sister who lives asa.

In this case, we simply mean here only one sister.
[T. poi to the example with comma.. It is known, but
if you sister like this, [T. points to the
example wi t commas] /1lfk ﬁnd921h katebale/ [tr. if
sald Lii his], 1t simply means yci Save more than one
sister is possible aydalam /inde/ [tr. is8't
Yes! [in chorus]

It is possible! so it is this is in such cases this two
possibilities there /lemglet naw/ [tr. it means)

Do you have any gquestions before we ...?

ahun! [T. nominates Kassahun.:

<
]
0
xt
f
0

q
x>
C
0]
1]
3
(s
®
3
O
)
0]
oJ

There 1s a dififierence!

In this case you simply mean that /it is understood
that/ (2) /this fellow/ (2) the one who says this may
have more than one sister. But, sometimes if you say
/my father,/ (2) who is a teacher, 1f you leave that
without a comma, it is not possible, tecause you cannot
have more than one father, but /you can/ (2) have mcre
han eh one sister. This is possible! /agydslem 7inde/
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APPENDIX 1-E

TRACHTR &

Y LG s Bl ng ~
oI, QI e el - I
Lo 1lsn Ol Dage i
R bt ot g ) s
aAdrective (Clauses

What is the meaning of an adjective? Can you answer for
me please? Raise your hand and tell me the answer. What
is adjective before we are going to discuss in detail?
Adjective is a word that adds to the meaning of noun.

Adjectives that...

T F S a3 mon
@GQliles &4 noeun
r11|

Modifies a noun. [T. writes this on the b/b.]
In short adjective modifies a noun.
Can you tell me an example? Can you tell me an example

t T

LCw QZes 1T modlfy 2 noun in a sertance? Yes! B
nominates a student.)

He had a red pen.

He had a red pen. [T. writes this on the b/b.]

This is a sentence and there is an adjective. Which ocne
is an adjective in this sentence? O0k! [T. nominates
ancther student.]

<y
© ©

]

{h]

Q2.
) o.

uncerlines 1t and writes adjective’ below it.

t
.

And why did you say red is an adjective? You should hawv
a reason, and you said red is an adjective and you are

alright. It is correct. Why?

Red is modify pen.
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=aex! - =~ W B oo & o ks
T, wWXites UHis @i the

g = - 3 ~ 4= e 4 — =~ = = £
S0, about adjective it is enough for us Before I am
golilng TO diséuss wnat 18 regscrig-ive and non-

restrictive, I need to deal with adiective. Then I am
going to eh see what is restrictive clause and non-
restrictive clause. Can you tell me what is the meaning
of restrictive? What do we mean when we say restrictive

- the word itself? [T. writes “restrictive’ on the b/b.]

Infinitive.

infinitive. [T. nominates another student.]

Restrictive take an object.

bt
1)
67}

11

0
™

<2 an goaect.

Take an object - restrictive take an ob

rm
|-

. nominates another student.]
modifies a sentence.
modifies a sentence. /How?/ (3}

ine sencence 1s derfining.

Defined.
Say it again! stand up!

The sentence is defined.
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2nze 1s & o A4S resTrZises ESe
3z TESTEIOTIVE, B CERATaa #R Same gs ss S
vefv important [T Nri:es-fh;s on the o/o.
ReESTrictive means tending oo restrict sr limizing /ondin
negsf moWsesen maAldl naw/ -r It means limitirng
L

mething] Restrict means /to

3 - ¥ Do a3 e 2 i = - - —_— = - =

1s using that. Restrictive uses that cthat for
im : - /Y RDAage v ~= 2 -y L P -

ng L. Writes o&n the b/b: NESTIrIETLIVE ,Chdat)

def
defining.] Restricti
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For example look that eh as you are looking in your book
on page two hundred eh eighty one. Tolla scored the
gcal. Look at this sentence. Let us see first in eh one

sentence. Example: Tolla scored a goal ([T.writes this

7 + . ) /R T — P —
example sentence on the b/b] Look at this sentence.
7 Py i (O I o = T ¥ 3 Ly 172 T serezmrier Yo mig
L la: seored @ gead: 1s 1t restricied? P iue A0 0 1 2

Tclla scored a goal.

Not restricted.

2 15 2t oNw res L L ELeN i Rezl 1 i 138 nEE -
restricted Whv? Yes! F nAMmI Nt QatiyAan -
EBSLELILCTE 1Y 123 |(4i. Dominates a scudent.

;
(6]

Because it is not defined. This is not /it is not
restricted/(2) because it is not defined. I[T. writes
these cn the b/b.]

W .
again.

93]
®
'3
=r
D

kK at this

[{h]
L

{
{
~
s
0
O
0

Tclla scored a goal. Tolla scored a goal cr the goal I
said that brought us to victory. [T. writes this
sentence on the b/b.] Tclla scored a goal which brought

us to victory.
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-8 L BgL -~ restrictive 2z respriaziver Faise your heng
2n2 T2li me ke answer. fasi T, nominzcse g ogoudent:
Restrictive

it 1s restrictive. It's alright! Can 7you tell me the
reason why he said restrictive? or dc ycu have your own
reason?

Because it is restrictive.

It is restrictive. Why?
Because it 1is restrictive.
Because,

It is restrictive - defining.

7

It is defined. Yes? Tc¢clila qco:ej 2 gcal, which goal?
This 1is the big questicn when you are identifying the
ifference between restrictive and non-restrictive. Th

t (D

big question, which goal? Tclla scored a goal. It is no
restrictive. It 1s not restricted because it is not

o T e ] Egrig A n Fhia ~zan s R T s
B s G Lo 2aly Li: Sl LoD Ty SSlld E2LXen the —wivsd L.
] _ ~ 4o ' -— . = 3 —
O N A R & B FAam
NLLICO SCavldf (£ IeS _ WA LALUEE 2 FTugenz.

The goal that brought tc wvictory.

(8]
That the goal that :ough: us to yictory.) It is
restrictive because it is defined./(2). [T. writes this
on the b/b.] It is defined. LE I 2m going to ask a

uestion, Tolla scored a goal /whizh goal?/(2). It i

<

S s g Th 3 o 0al ig ZHefirad SiS<z-znt Seom o e

dezllled. LS goal 48 Sgrined @i ToTant Tyl dnoLhner
= = ; -
oA | 3 i e G
gcaLis. BY Whatr«

by brought us to victory.
Yes! [T. nominates a student.]

It brought us to wvictory.
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restricoive; /(2] . Who non-defined. Non-rescrictive.

This one 1is the

Hh

irst one and the second one is eh non-
restrictive (who) non-defining [T.writes this on the b/b
as well as the example sentence.] Two non-restrictive
{who) - non - defining and an example, my brother, who
is very fat, says that there will be a good crop this
year. Look at this sentence. Now! we are eh discussing
lefining. eh we have seen
the first one restrictive - that - defining. You can

say the first one is opposite to the second one and the

e T T = ATy Ot A -
SecsEd = LS oRuesite o3
Tr = e ~ < - e =
5 B R i R =56 I S (X SR P

The first one. Here is an example. My prother who is

very fat, says that be a good crop this year.

We have all agreed that this is /non-restrictive/(2).

Why? Can vyou tell me <the reason?/{(2) Why 1t is non-
res.rictive? Can yeu te.. me thne reason? I- is stated
in The boox itself. It iz givern zs 21 exdrole o non-

restrictive. Why do we say that it is non-restrictive?

Yes! [T, nominates a student

T
[#3}

It take who



i Yos |
o IT Tzx<= Wwrhc
1.0
T Is that the only reason you see there?
Actually vou are right, but eh!
[T. nominates another student.
3 Because 1T 1is not limiced
T I is neot limited. OQur big point is that to
differentiate non-restrictive and restrictive 1s that

limiting point. Here, /my brother, who is very fat/(2).
Is it identified from the other? It is not identified
or it is not limited because it 1s not limited because
because there can be mary brother who are fat. [T.
writes this on the b/b.] Yes!

[End of Recording]
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/Defining and non-defining clauses/ a
another name. It is <called restrictive and non-
restrictive clauses. Restrrictive clauses 1s the same
as to say defining defining clauses and non-restrictive
clauses is the same as to say non-defining clauses.

(2]

The first point that we get from this topic is that most
relative clauses are defining clauses and some relative
clauses are non-defining clauses.

(3]

As you know, /a relative clause,/ (2) begins with
relative pronouns like who, which, etcetera. [T. writes
these notes cn the b/b]

4]
Now! lst's defime the topic itself. First, the defining
relative clauses [T. writes on the b/b: "A Defining
relative clauses™) As the name indicates here, a
defining' clause defines the main clause. It defines the
main clause. [T. writes this on the b/b.] That 1s to

g5y, it adds meaning te the zain 2LaUss That 1s to say
~he definizng r¥&lative {iause 15 ngogessary e derstand
—nhe Tea:_:i a¢f the main €lause... &L —e g an
example. [T. writes the sentencCe c¢on tne b/b the
sentence which says "The boy who came Irom Harar won the
game,”™ the defining relative clause is who came from
Harar. [T. underlines 1it.] This re this defining
relative clause defines the main clause. It defines the
boy. It gives meaning. It gives complete meaning or

full meaning to the entire sentence.
5]

S .
~ o ~ t . ol e
"\'rﬂ (=Bl QC T ¥ wWe = no

Cdaizl Py i ) Cu__.._.l‘j S8 . .
we omit it, tThe entire sentence Wili.l De meaning.iess.
T} 3 < - = e 1 - I P .
The boy whc came from b n the game. - Now, the boy

} is well knowr. We are talking
about the boy. only who came from Harar, not the boy
who came from Tigray or the boy who came from Illubabor.
Now, the boy is well identified. This defining relative

ooy Finy . 559 5 smliins 4 +1 .
clause has given full meaning Lo the main Clause.
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relative pronouns whe and which are
ed o with people and which with what?
with things [in chorus]
with things
(8]

We can use the relative pronoun that instead of who or
which. That is to say the relative pronoun that 1is used
with people and also with things. [T. writes these notes
on the b/b.]

If this is clear for you, let me go to the second part.

The second part 1is /the non-defining/ (2) clause

relative clause [T. writes on the b/b: B- Non-defining

ro_acive Cc.laguse .
9]

As you simply understand from the given topic itself, a
non-defiqing relative clause is that type of clause
which dces not define the main clause. [T. writes this

int an the b/b.] We czn even omit it out. We can
IBAvEe T BUfas TE T1g Emaey Ehers., The noh-
asirding malgrive classe 18 Lhefe OL_¥ [O Qgive Same
information and that piece of information is not that
much useful. We can leave 1t out. Even 1f we leave 1t
cut, we get a sentence which means something.
Therefore, it is not that much important.

(10]

Just like the defining relative c¢lauses, the non-

defining relative clauses has 1its own identification.

I+ has its own identification. [T. writes this on the
| and aiter the

ccrma

Just simp.y by
identify or you can tell

e P
whether that sentence is or whether tThat c¢lause 1s &
non-defining relative clause or not. There 1s a comma
before and after the non-defining relative clause.
[11]
We cannot use or we don't use the relative pronoun which
is called that. That is to say the relative pronoun

that is not used in a non-defining relative clauses. We
use the relative pronouns who, which, whose etcetera but
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we dom't use the relative prznoun That in hoh-delizning
PR T e, BT Speeimaies

4 ' T P o, ¢ - ' = - ~ - o -~ -~ T -
Ne  _ Tne blackbcard is nct sznoug >lezase, en write
i Aoy b % Qe (A5 et o b rm T R } ) gk = e e
this /very quickly/(2). [T. writes the Iirst exercise on
= y "b = d ar-iHAanta ~Ans 1+ dow i T-mavys 1 Aan a ?
the D/D an stugents Ccocpy 1T down. ] _Very .1i0ng pause.

And let's do the first exercise-exercise A, and the
instruction says identify the relative clause. You are
asked only to identify the clause. Number 1 The girl
who sells bananas is Abebe's sister. Who can identify,
whe can tell us the clause? Well! whenever you answer a

guesticn, please stand up and give ycur answer.

-

Yes! [T. ncminates a student]

Whe sells bananas

Say it again!

12

N~z sells bananas

Very gocod! whe sells bananas 1s the rz’ztive clzuase.

S
I
—3
=3
u
ot
},.J

Sentence is the bar which stays open till zen.
Wwho can tell us the relative clause?

Yes! [T. nominates a student.]

[0
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[13] ,

Which stays open )

Ok! That is the bar/which stays cpen/{Z2)/till ten/(2)
which stays open till ten Is the relztive clause.
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(14 ]

That I found in the seat

Very good! /That I found on the seat/(2) is the relative
clause.

Sentence number 4- The first game comma, which went on
for a long time comma, wasn't exciting. [Two students
stand up simultaneously.]

I gave the chance to the girl, Ok!

Which went on for a lgng time

/speak louder/ (2) and say it again!

[15]
Which went on for a long time.

Very geood! which went on for z Igpng time is t7e »&8_a-ivye
clause.

The last number-number 5. His neighbour comma whom he
likes comma works for the Ministry of Agriculture. [T.

nominates a student]

whom he likes

[45]

ay it again!

16

Wwhom he likes

whom he likes is the relative clause. Very good!

Ok! Go on writing. Have you finished this? this part?

Yes! [in chorus]
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Ck! eh please stcp writing please step writing Lel's
do exercise B and the instruction says identify each
sentence as defining or non-defining relative clause

If it is a defining clause, you can write letter D in
brackets or if it is a non-defining relative clause, you
can write letters ND in brackets. Is that clear?

Yes! [in chorus.]

Good! So who can do the first one? The man who robbed

her has been arrested. Yes! [T. nominates a student. ]

Eimdmy ol a=dtra
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The second one! The girls who serve in the shop are the

owner's daughters. Yes! [T. ncminz<

b]
D
3
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Defining relative clause
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Have you finished this part?
Yes! [in chorus.]

Question? Yes!

[T. gives the chance to a student to ask]
What do you want to say at the end of this paragraph?
Yes?

at the end of this paragraph?

Which paragraph?

This paragraph. [The student points to the b/b]

Could you rezd that gut?

We don't eh the relative pronoun that. What do you want

to say?

We don'tT use ws den't use EEgs wWosh
non-defining =relativs < fe¥r iz
- o g = 2 g = o -3 - [ oo Tk
correction, forgot to wrlte the weord use. We don't

Ok! Have you finished this part? [T. pocints to the b/b.]

1

O art oL

48}
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the top
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the b/b.] Long pause] [T. writes some mcre questions for
exercise B on the b/b and students copy down after him.]
[T. reads out the remaining sentences under exercise B.]

4 the woman that you helped in our neighbour. Number 5.
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The nsw Hotel comma in Arbegnesn Itad comma wilcd
aUaFTERE 18 S 415y spciTy 2 Iy vory pipular,  RODDEer
6 -3elayneh comma whc hasn't Ceern Ieellng very wei.
comma has gone to see the docteor. Numper 7 -Hanna comma
whose children are at schecol all dsy comma 1s trylng to

get a job... Not this ocne [T. rubs scmething from th

b/b.] Number 8 -Everyone who knew her 1likde her.
[pause]

Shall we continue doing? Ok! /Number 4/(2). So many

hands this time. Yes friend! [T. ncminates a student.]

[19]
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Defining re.ative Clause
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The woman that vou helgped is cour aeljnbour 1s a derlning
4T T = - D

relaTive clause. Very gGCoQ:

Number 5! The new Hotel, in Arbegnoch road, which
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Defining relative clause

120

The new Hotel. Is it defining? At least you can guess by
its identification. We, I told you that you can simply
or easily identify the sentence whether it is defining

or non-defining just by lcoking at the sentence itself.
e ' a2 comma is not used in in defining relative

1 in this parcicular sentence, we have used

efore and after the main Cc_zause. [T. moves his

sz right as he says this.. Thereforg, it Is

ing relative claus £ it is not a defining

© @
b

relative caluse, then it is
non-defining [in chorus.]

A ncn-defining relative clause. O0Ox! ND
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all day, is trying to get a job.
Yes! [T. nominates a student.]

ron-defining

non-defining relative clause and the last one the last

one Number 8. /Everyone who knew her liked her./(2)

defining relative clause. Very gcod!

Al I TAw Epth 5 A N TRIEASS A TS + 2
< rCr furtier inrormacion,/ Lz reiglr Lo VEUD LeXtDouk
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efer to ycur textbook.

k! [T. points to the door toc mean we can go. |

Number 7. Hanna, Hanna, whose children are at scheol
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The leacher nas used

swmph{!ed diagrams, charts,

line drawings Gngd concrete

models to illustrate subject

malter,

The feacher has ensured thai
presen{ahonﬁ can be seen and

heare by all siudents.

11. The leacher has insisted that

14,

Uy

sludenis pay close aftenhon
during all explumahorss or

demoensirations,

The {eacher has oeen sansifive
1o the reactions g_-’lr sludents and
fas been ready 1o adapt
explanatians andl
dermonsiradions if these do not

produc e pas'uhve réesponses.

g 2 PO 2 |
| ke teacher has provated

croal av {ro rca miechoror s 1o

"nc‘lp studenis build asseciafions

among ideas,

The teacher has actad lo keep
explanations concise and to the

poln nt,

The lezacher has
demonstrated the use o
Subgech mallar s o vorrely ot
i )

15 e Show' 1S

conlex

generaisalion L"\r\d‘ .:hf)!ﬂ:(uhc-n
e,

The teacher has chosen
&ppropriaie Ex‘JmFIES 1o malice
e,\'flic\nahan:; or demansirairons

intelligible to students.

The teacher has encouraged
Siudernis fo adopFt the role of
fulor and r?j-i:)[\\lf\ ‘3»\‘”{'(1

inaller 1o C‘»!"\g"‘r slundents.
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Ln& Teacner nas émphnasised
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examrpies.
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The teacher has used concrete
and F.:gl"\ imagery exompies to
explain or demonstrate subject

matter

_
()
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20 The -eacherhas used a variety

of examp‘es in all explanaticons

L
L
L

and demonsirations,

21. The teacher has avoided
clurering anv gne explanaticn
OF SEMTASTAATION WItR 00 mucn

SZTNTENT And S0 manv
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exampies.

I s .
22 Thre tzacner nas vared the use
Id i
ot expianaticon or
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2%, The ‘tacher nas Jdeveloped a

warm and re3ponsive teacning

L
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L

stvie.

25 The *eachner nas used a

re axa2d and purpoietul sheie

wmen @xXin,a o

L
L
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(Cole and Chan, 1994: 166-168).
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