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ABSTRACT 

The present study was primarily undertaken to investigate 
the feedback behaviour of Grade Eleven English teachers. 
It was. specifically made to find out how much of the class-
1:1/1\e is spent on the prov ision of feedback, what types of 
feedback Grade Eleven English teachers use and to see if 
there exists a regular pattern in the reactions. of teachers. 
Eight eXperienced English teachers were selected from the 
twenty-four government highschools in Addis Ababa. A system 
of analysis which identifies forty-three elements of l?ositive~ 
Negative and Miscellaneous Feedback was developed. 

The study has shown that teachers on average spend 
29.2% of the class~tLne on the provision of feedback. The 
research has also identified 539 occurrences of Positive 
Feedback and 336 of Negative Feedback. The most frequently 
used types of Positive Feedback were Simple Praise Confir~ation 
and Positive Repetition. However, teachers showed much 
agreement between themselves in the use of Positive 
Explanation and Several Answers Solicitation without Clues. 
Among the various types of Negative Feedback teachers most 
frequently used Interruption, Simple Reproof Denial and Loop; 
and they showed much agreement in the uae of Repet1tinn with 
no change. 

The success ratio computed for some of the most frequently 
used types of Negative Feedback showed that the use of 
categories like Question 3, Clues, prompt and explanation 
bears success in eilci ting correct responses. 

Based on the findings of the study it is emphatically 
recolIllIlended that teachers need to reflect on their behaviour 

·in order to promote imp~ve~ent on their current practices. 



CHAP.rER ONE 

THE FflOBLEM, J?UIlPOSE, SIGNIFICANCE AND OIlGANIZATION 
' . 

OF THE STUDY 

1.1. statement of the Problem 
~--------~~----~.----

The provision of feedback is one among the different 

kinds of verbal or non-verbal behaviours that teachers 

display in classrooms. This behaviour is considered as 

one of the means through which a student can acquire 

information concerning the effectiveness of his behaviour 

and gain some measure of control over his behaviour (Zahor1k, 

1970a:410). 

As has been found out by researchers, a Significant 

amount of the class-time is taken up by evaluating students' 

utterances. Flanders (1970:102) reports that on average 

an American teacher spends 42% of his talk by reacting to 

the idea and feelings of students.Bellack (1966) also asserts 

that the reacting move constitutes 30% of the moves taken 

by teachers. 

Apart from these findings various pieces of research 

have been carried out to investigate some aspects of the 

nature of teacher feedback and its value (Zahorik 1970a, 

1970b; Holley and King 1971; Fan&elow 1977; Cohen 1975; 

Allwrlght 1975 as cited in Allwright 1988; Chaudron 1979; 

Fanseloll 1990). 
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studies done in Ethiopia, al bei t 'D::art ed, at different 

levels also show that a substantial proportion of the class­

time i s spent on providing feedback. Abdulkadir Ali 

(1983:44) has found out that teachers in Grade 9 in 

Government Eighschools of Addis Ababa devote 53.75% of 

their talk for the provision of feedback. Yos eph's (1990) 
- -

finding indicates that 54.8% of the teacher talk (Which 

constitutes 71.8% of the classroom language of the teacher) 

in Junior Highschools of Arei is spent on providing feedba ck 

in the form of re-eliciting questions which students are 

not able to answer. In Tewolde's (1988) study it is again 
. . 

shown that a s ubstantial part of the class- time is alloted 

for the provision of feedback. 

Although, as has alr eady been noted, the pr ovision of 

feedback takes a sizeable proportion of the clasB-time, 

locally no research is done with the intention of bringinB 

to light the various facets of it and their pedagogical 

implications (if any). Besides, the unavailability of 

systematic investigations into this behaviour notwithstanding, 

none of the studies conducted abroad has been replicated 

in our setting and as a r esult it is not known what type 

of feedback behaviour Ethiopian teachers exhibit in class 

and what implications the particular behavioura therein 

might have. This research is an attempt along this line 

which endeavours to find out how feedback is manipulated 

in government highschools of Addis Ababa. 
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1.2. E~~se of the St~ 

The purpose of the present investigation is: 

(a) To find out how much of the class-time is spent 

on the provision of feedback (verbal and non­

verbal alike); 

(b) To find out what types of feei~ highschool 

English teachers (specifically Grade 11 English 

teachers) use; 

(c) To see if ther e exists a regular pattern in the 

reactions of these teachers; and 

(d) To see if eome speculative su&Eeetions could be 

generated which may help us modify current 

practices in teaching, learning and teacher 

training. 

The procedures and rationale for this investigation 

were basically derived from: 

1. The study made by Zahorik (1970a), Chaudron (1977), 

Fanselow (1977 and 1990), A~right (1975) as cited in 

Allwright (1988) and Van Lier (1988). 

2. The body of research accumulated in the field of 

educational psychology which indicates that the provision 

of feedback has a bearing on the learning that occur. in 

the classroom setting (Bosenfeld 1972; Baffini and Bossmier 

1972; Davieon 197Z; Hammer 1972) and that it is a worthwhile 
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instructional practice (Pickup and Anthony 1968 as cited 

by Hammer 1972; Schunk 1982, 1983; Elawar and Corno 1985). 

3. Suggestions made by scholars based on s tudies 

made and long years of experience in the educational arena 

(Corder 1973 as cited by Chaudron 1977; Hendrickson 1978; 

Norrish 1983; Dermot 1984; Birdsong and Kassen 1988; 

Klassen 1991, etc.). 

1.3. Importance of the Study 

It has been and is still the contention of researchers 

engaged in the area of classroom observation that a study 

of teacher talk (which this study is part of will enabls 

teachers to "understand, control and chaJl8e what they dolt. 
. . 

As has been noted by Fa08elo'll (1987:49) to prescribe ch8Jl8e 

without a clear idea of what we are doing and without 

substi tuting an alternative that fills the function that the 

normal rule does is, in any experience, a limited strategy. 

The importance of such a study is not limited to the teacher 

as is discussed by Lier succinctly. 

It must be of interest to all people 
involved in education in anyway (whether 
as' parents, learner., polico7 Ilakers or 
resear~ers) to know Ilore about what 
goes in classrooms, not in order to 
e~vesdrop, check or 20mpare, but in 
order to understand and perhaps to 
prollote improvement if improvement i~ 
deSirable. (1984:11) 
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In addition, it is the beliet of the researcher that 

if the aim of the current study is achieved, it may mean 

that a new dimension to what we already know about our 

English classes (as found out by Abdulkadir Ali 1983; 

Tafesse Ge1eta 1988; Tewolde G/Yohannes 1988; Yoseph 

Mekonnen 1990) will be added, which should make our theories 

in this area less speculative. 

1.4. Detiniti£n of Feedba?k 

By feedback here is meant teachers' remarks 01' 

expressions (verbal/non-verbal) about the adequacy 01' 

inadequacy and the correctness 01' incorrectness ot students' 

statements solicited 01' initiated in the development ot 

subject-matter. 

1.5. Transcription Symbols USed 

The tol10wing transcription symbols as used by Gaskill 

(1980), Schwartz (1980) and Sabrina Peck (1980) were adapted 

for the current study. 

xx - unintelligible/indistinguishable utterance 

(X2) - Indicates that preceding utterance was repeated 

twice. 

[ J - Overlap 1.e., t"o speakers or more speak1n& 

saul taneoue1,y. The second b2:acket shows "here 

the overlapped speech ends. 



- 6 -

1/ - Teacher's interruption 
-

SS ~tudents (sub-group or the whole class) 

? rising, question intonation 

: - Elongated sound 

1.6. Org~ation of the Thesis 

The current research is designed along the line of 

investigating the nature of feedback provision in the 

government highschools of Addis Aba ba. A review of the 

available literature on feedback is offered in Chapter Two. 

To accomplish the aims already set, the research proced~e 

outlined in the third and fourth chapter includes: 

(a) Collection of data based on recordings and 

transoriptions. of classroom discourse; 

(b) Development of a s7stem of analysis dealing with 

ths various kinds of feedback conveyed by teachers; and 

(c) Statistical analysis and discussion of the results. 

The conclusions arrived at and the recommendations forwarded 

are provided in the fifth and final chapter of the thesia. 



CHAPTER TWO 

REVIEW OF RELATED LITERATUff,g 

The issue of feedback provision has largely been 

diseussed by researchers in the field of Educational 

Psychology, by conversational analysts and by thosa inter ested 

in the classroom talk of teacher s. Feedback provision could 

well be thought of interms of two broad categories which 

are dubbed by many as Positive feedback (kinds of feedback 

that confirm the accuracy of previous communication) and 

negative feedback (kinds of feedback which show rejection 

or which demand readjustment of previous oommunication). 

Although there ia a growing body of literature on the subject, 

negative f~edback has received the most research attention. 

This is reflected in this chapter by the correspondingly 

large number of pages allotted for discussing this kind of 

Ileedback. 

2.1. 1he 'Why' of Feedback Provision 

In natural conversational settings people are most often 

concerned with getting their message across. The essential 

part of this process includes the provision of feedback 

which plays an important role in maintaining the eonversation. 

This is indicated by the following simple figure. (Dermot 

1984:147) 
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/MeSSage~ 

Speaker Hear er 

·~F"dbaok/ 
Figure 1. 

Similar, though not identical, needs and procedures 

reside in the classroom. Feedback provision in the classroom 

has largely been attached to the provision of information as 

to whether students litrs 'right' or 'wrong' - "a general 
-

term used to describe informative character of the consequencea 

of a learner's response" (Blair et al 1968:182). 

, 
Many educators and researchers believe. that the ways 

in which the utterances of students are accepted, reformulated 

or rejected have a bearin& on learning. 

Lindgren and Suter (1985:379) say, ''The principle that 
" . 

learning is aided by feedbac.k is well established". Zahorlck 

(1970a:106) argues that teacher verbal feedback can have 

a considerablp effect on the student's learning and system 

control. According to him, from a teacher's verbal feedback 

a pupil can acquire information about the effectiveness of 

his behavioral output, adjust and change his future output, 

and gain some measure of control over his behavior (Loe.Cit.) 
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Vigil and Oller (1976) and Selinker and Lamendella 

(1979), upholding the notion that feedback is "the primary 

factor controlling the development of learner grammar (or 

interlanguage), 'sssert th.t it could be predicted that 
-

learner's grammatical system will continue to develop as 

long as corrective feedback (which is not excessive) is 

there to encourage the learner to go on modifying attempts 

to express himself in the target language. Conversely, if 

the corrective feedback plummets below some minimal level 

or disappears altogether, the grSJlUllar or the rules no longer 

attended, will tend to fossilize. 

Capitalizing on the functions of feedback Blair et a1 --
(1968:182) assert . that, 

Feedback has the dual function of providing 
motivation and a chance for reinforcement 
to work, and of giving information that will 
correct error. Evury reaction of a teacher 
in response to a student·s actiY11y is a kind 
of feedback that has potential for both these 
functions,-

As reported by Clifford (1981:391) an extensive review 

of literaturs on the effects of feedback or performance led 

Ammons (1956) to make the following observations: 

1. Feedback generally increases motivation, 

2. Fee4back usually improves subsequent performance. 

3. Generally, the more specific the knowledge of 
plu'fol'/ltanoe "the more rapid17 

jperformance improves. However, excessively detailed 

feedback on early trails of complex tasks may prove 
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to be confusing and deterililental. 

4. Feedback given punctually is usually more effective 

then that given long after the task has been 

completed. 

5. Noticeable decreases in feedback often result in 

a marked decline in performance. 

6. When knowledge or results are not provided, 

individuals tend to develop substitutes. For 

example, they may watch peers and decide whether 

their performance ia better or worse. 

Although many accept the need for the provision of 

f eedback there are some who argue against the practice­

specially against the practice of providing negative feed-

back to learners. 

Dulay, Burt and Krashen (1982:34) claim that correotion 

is not a very reliable tool in helping students overcome 

errors for it could be 'immensely ~raatrating·. Krashen and 
- - . 

Terrell (1983:177) and Krashen (1982:74) also assert that 

error correction (i.e. correction of form as against content) 

has t he iJrunediate effect of putting the student on the 

defensive. It is thought to encourage a strategy in which 

the student will try to avoid mietakes, avoid constructiins, 

focus less on meaning and more on form. The clailll of these 

scholars is firmly based on the belief that while acquiSition 
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of 1aD€uage is a sub-conscious process, error correction and 

grammatical explanations are notrGorbet (1974) as cited 

by Cohen (1975:418) shares a similar vi ew: 

It is not uncommon for students to adjust 
or even to abandon what they want to say 
in an effort to say it correctly! or to the 
teacher's aatiafaction. The end product 
may be correct in the grammatical sense, but 
it is inadequate from the view point of 

. communication. 

Krashen (1982) even demands that error correction be 

eliminated entirely in communicative-type ac tivities. 

True, one could naturally have the aforementioned 

anxieties. However, it could convincingly be argued that 

it is not on the nature of correction itself (or in what the 
-

teacher does) but usually in the ways in which he corrects 

(or in how he provides feedback) that the blame 

largely rest. This claim could be justified by works related 

with the provision of positive & negative feedback and 

studies made to investigate if students prefered feedba~ 

than no feedbaek at all. 

In addition to what Vigil & Oller (1976), Se1inker 

and Lamende11a (1979) said (as discussed previously), 

Zydatiss (1974:234) asserts that "a pedagogica1~ orientated 

description of the learner's language must consider notions 

like "reconstruction" of deviation." 

As again argued by Rod Ellis (1984), Dermot (1984) and 
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Theo Van Els ~ al (1984), it is impossible to avoid 
, 

correction altogether even during cOlDl!lYrUcative activities. 

As well put by Dermot (Op . Cit) there are times when learners 

make an error of fluen~y- whe~ they are not handling turn­

taking appropriately, when 'they are not giving the speaker 

feedback whi ch is evident if learners in a group do not 

wlder stand the speaker, and fail to say so. It becomes 

essential then tha t the teacher might provide feedback to 

errors of this kind. 

Moreover, research works in the field of Educational 

Psychology have basically indicated that the proviaion of 

feedback improves learnifii or performance (Rosenfeld 1972; 

Wooltol.lc 1982) and that the provision of feedback has. a more 

positive result than prog iding students wi th no: feedback 

at all (Haffini and Rosemier 1972; Sassenrath and Gaverick 

1965 as cited by Lindgren and Suter 1985; Page 1958 as cited 

by Blair et al 1968; HalDl!ler 1972). 

It has also been found out that from the learner's 

perspective the provision of feedback is expected. As cited 

by Hendrickson (1978) and Nunan (1989) the investigation 

of Catchart and Olsen (1976) which surveyed 149 learner. 

of English indicated a strong preference for error correction. 

As, reported by Numan,Willing'B Study (1988) of learning preferences 

also showed that error correction is the second most high17 

regarded classroom activity after practicing the Bounds and 

pr onunciation of English. BeSides , Allan (1991:61) r eports 
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that "lnany adult students feel that the teacher is not 
. 

doing his or her job properly if correction is not provided". 

Although students' expectations in themselves are not 

evidence of feedback being 'necessary', they indicate that 

the practice is highly demanded by students and without 

it students feel that it would be difficult to proceed on 

what they learn. Sinclair and Coulthard also note this. 

point: 

Usually when we ask a question we don't know 
the answer; almost invariably the teaoher 
does know the answer and children can get 
qui te annoyed if he doesn't - after all that's 
his job. This fact enables us to explain why 
feedback is an essential element in an exchange 
inside the .~laseroom. Having given their reply 
children ~nt to know whether it was t he right 
one. So important i s, feedback that if it does 
not occur we feel conf i dent that the teacher has 
deliberately withheld it for some strategi c 
purpose. It is deviant to withold feedback 
continually, and we have a tape of one lesson 
where a teacher, new to a class, and trying to 
suggest to them that there aren't always right 
answers, does withhold feedback . and eventually 
reduces the children to silence - they cannot 
see the point of his questions. (1975:51) 

Jacquelyn Schachter (1985:168) even considers correction 

as an obv i ous source of what she terms "negative input" 
-

and ~ . . regards it as one of the necessary and sufficient 

characteristics of input such that if it is missing language 

learning may not take place. 
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2.2. The Provision of Feedback in Classrooms . 
.-;.;.;-.:;;.--.,;-- --

As noted earlier, the two main feedback tY~B that a~e 

identified by 8cholars and researchers are peeitive feedback 

and negative 'eedback. In providing positive feedback, teachers 

aCknowledge the 'correctness'. of students' utterances in 

vario4S ways. When teachers also use negative feedback 

they provide information to the learner which may indicate 

that lis utterance waa in some way unacceptable or deviant 

to the teacher, i.e. thet it was not understandable, was 

not grammatically correct, was not situationally appropriate, 

etc. These two classes of feedback which we commonly find 

im classrooms are discussed below. 

2.2.1. Positive Feedback -
The basic assumption in the use of positive feedback 

has been that it will encourage increased use of correct 

behavior. 

B~th Clark (1975:295) citing !nett (1969), identifies 

the two functions of this type of ~eedback. These functions 

are that of providing reward to motivate action and that of 

providing information as to the ade~uacy of an action. 

Behavioral psychologists have 8iven much attention to the 

motivating function. Although a great deal of information 

.n this function is available in what are termed as ~perant 

conditioning' and 'cotiguity learning'(learning theories 
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in the field of educational psychology) it is suggested 

that "learning does not always need to be motivated by 

externally applied rewards •••• It certainly does depend 

on the feedback of information about the correctness of 

response" (Clar.k::Op;'Cit.: 296) The latter function is the 

most common function we may find in the classroom. 

As found out by Rosenfeld (1972) studies of the application 

of reinforce.ment techniQ.ues. indicated that the addition of 

reinforcements to a regular classroom curriculum resulted 

in improved performance for many students. However, when 

compared with the use of negative feedback, it has been found 

out that "an increase&awareness of mistakes provides more 

motivation to improve performance than an inc~eased awareness 

of successes. (Cliffordi 198t) 

According to the propoaents of reinforcement learning 

theory~sitive reinforcement of correct responses is 

necessary for effective language behaviour. Ruth Clark 

(1975:292) summarizes the basic assumption in this theory 

as foll01ls: 

If a child responds correctly to a spoken 
stimulus he 1Iill be reinforced, if he 
responds incorrectly he 1Iill not be 
reinforced. In this \'lay adult utterances 
1Iill become discriminating stimuli for the 
production of responses. The child will 
begin to give evidence of understanding the 
sound he hears, as well as being able to 
produce speech which is appropriate to the 
situation. 

• 
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According to this theory, children learn language 

because their parents and other people in their environment 

reinforce it. (1[;lein 1987:347) The tenets of the theory 

believe that apart from what are termed as primary reinforcers 

(basic biological rewards such as food or the cessation 

of pain), Secondary reinforcers or verbal stimuli (For 

instance'_ , words and phrases, such 8S 'good' , 'wel*~ne' 
and 'that's right' ) can be used by parents to eatablish 

new habits., (Clari: Loc.Cit.). 

Although the use of reinforcement has not totally been 

disregarded, this theory has .IIain11 been critislzed and 

rejected for an over-emphasis on the role of reinforce.llent. 

The psycholinguistic view of learning which was later developed 

by Noam Chomsky criticizes the reinforcement view on the 

following grounds: 

1. The view that parents will only reward correct use 

of language and ignore or penalize incorrect use goes 

contrary to observations which show otherwise. 

2. The fact that people can generate new but grammatically 

accurate language is difficult to explain in terms of the 

theory. 

3. Social reinforcement is not a critical determinant 

of language acquisition. (Klein 1957:345- 6). 

Among the various wafS of providing positive feedback 
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the most COAllllon is the use of words like 'good','very good' 

and 'ok'. This seems more so in natural conversational 

settifl8s. Accordifl8 to :Vanselow (1987:270) "the rule to 

say 'very good' or 'ok' after Qnother person performs is 

learned very early. Apart from the frequent use of these 

words what is evidenced in classrooms suggests that the same 

words could often simply mean that the teacher is ready 

for another person to perform - they could simply provide 

tra~ition (Loc. Cit.) 
A • 

2.2'.2. ~ .'rhe p!.2viaion of Negative Feedback 

A great deal of research has been conducted on teacher­

talk since the 1960s. This interest which might perhaps 

reflect the importance of such talk in language teaching 

(Nunan 1989:25) has included the investigation of feedback 

provision and more specifically of error correction as 

teachers' methodological practice or pedagogic strategr 

(Malamah - Thomas 1987:69; Cohen 1975:414). ~cordinlly, 

the literature here under specifically relates to negativ 8 

feedback which henceforth will be referred to as error 

correction. The theories, research and practical suuestions, 

on the subject are reviewed. 

2.2.2.1. The Ge~is of Error Correction: An Overview 

Tracing the historical change that has occured in the 

field of error correction may bring us to the unavoidable 
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conclusion that a change in the attitude of educators to 

'errors' has necessitated a change in the approach to error 

correction (Hendrickson 1978; Van Liar 1988:; and Johanna 

Klassen 1991). 

In the grammar-translation days, errors were considered 

as an indication of inadequately learnt rules, or knowledge 

imperfectly assimilated. During the heyday of . the audio-
" 

lingual approach, i.e. in the 1950s, and 1960s~ errors were 

regarded as sins and it ~as strongly recommended that 
b .. 

"like sin, error is to.avoided and its influence overcome" 

(Nelson Brooks (1960) as cited by Hendrickson (1978:387». 

According to Hendrickson (Loc. Cit.) many foreign l8ngu~ge 

educators never questioned the validity of this mechanistio 

approach to error prevention and error corr·ection as a result 

of which the practice has continued to be used even in 

present day classrooms. 

With the ~eginning in the lats 1960s of "a trend away 
-

fr om audiolingualism and toward making language teaching 

more humanistic arid less mechanistic -there arose a realization 

that errors were perhaps not, just ab~rrations, admissions 

of auilt or inade~uacieB, or failures in the pedagogio system, 

but might be ev i dence of the learners' creative effort~ to 

build a new linguietic struoture, in similar ways to children 

learning their first language (Lier 1988:181). This new 

area of investigation has been identified aa Error Analysis. 

Pollowing this new development several investigations were 
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made to identify the types of learner errors w~ch are most 

or least indicative of learning (or 'progress'). and the 

ways in which errors are or should be selectively treated 

by the classroom teacher. Dascribing the current trend 

Klassen asseris that the field of error correction as an 

interactive process has in recent years been receiving 

in~reasing attention from ~ researchers (Klassen 1991) 

2:.2.2.2. The Natu.re and Organization of E!!or Correction 

in Classrooms 

As pointed out by Sinclair and Coulthard (1975) fsedback 
. . 

in classrooms is observed as an essential element in the 

structure of elicit. The latter category includes all 

exchange5designed to obtain verbal contributions from 

students. 

According to Chaudron (1977) the basic procedures 

involved in error correction could be indicated in the 

fOllowing~tructure which he developed for describing corrective 

reactions in relation to learners' errors. The structure is 

baSically a synthesis of the descriptive system developed 

by Sinclair and Coulthard (1975). and of lIllwrights: (1975) 

suggestions for the basic options open to the teacher in 

corrective. reactions. 
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Sinclair and Coulthard's 

Moves and Acts 

Opening Move 

(Teacher) "elicitation" 

Answering Move: 

(Student) "reply" 

(Possibly .opening move containi,,': 
error) 

Discursive 

Options 

(Elicitation , 
I 
I ., 

, ______ ---{-E-RR-O-R-)~------~ 
/' " 

/' " /' \. 
J(' )& 

Follow-up Move: 
L _t_o ___ trea~ ___ ..1 to ignore comPletelyl 

(Teacher) 11 accept 11 

"evaluate ll 

llconunent" 

,--------'"---,----- - --------, 
(treatment) 

Opening Move: 

(Teacher) "elicitation" 

to transfer 
treatment 

Answering Move 

(Student) "reply" 

Follow-up Move 

(Teacher) "accept" 
"evaluate" 
Ilconunent ll 

I 
I , 

.I. 

to call upon or 

permit, another 

learner Is) to provide 

treatment 

(reply) 

not to transfer 
treatment 

r d UlH,ueL 

individual I 
I 

I 
I 

I 

a sub-group I 
the whole classl 

" 

(approbative 
follow-up 
treatment) 

-" 

I 
I 
I 
f 

I 

I 
I 
I 
I 
I 
t 

Opening Move: to test for e fficacy of trea tment 

"elicitation ll (Teacher) I 
I 

oj,. 

to return to original error makerl Legend: 
Optional 
... ~ .", .. 

Figure - 2 
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As could be noticed from the above figure a simple 

provision of negative f eedback can i nvolve three moves 

after the student's error . 

1. The teacher can react i n an initial follow-up 

Move which consists of some sort of trea tment that optionally, 

accepts, evaluates and/or comments on the error. Ignorilg 

an error, or "ex! tin&", may saul taneously occur. 

2. Some opening move, or elicitation, will be neeessary 

to get the student or transferred students, to respond again. 

3. The student(s) will then reply again. 

Correct replies may optionally be followed by two further 

moves: (a) s teacher rollow-Up Move offering approbation 

(again accepting; evaiuating, and/or commenting, althou.gh 

posi tively only), and then (b) an opening Move intended 

to verify the understanding of the correction. (This last 

move is indicated by Allwright's "test for efficancy" or 

"return to original error maker") (Chaudron 1977:33-5). 

To use Sinclair and Coulthard's terms, the basic 

series of Moves described above would constitute a correcting 

Exchange; the cyclic series of which would make up a 

Transaction (C~audron: Ope Cit.) Based on this layout 

Chaudron was able to develop a system of analysis for 

corrective reactions_ in the classroom. The above considerations 

will also be heeded in identifying the Various exckanges 
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bet~een sample teachers and s tudents in the current study 

which involve the provision of feedback. 

Fundamental Questions in Error Correction - -
Pieces of research conducted and theories for~arded 

in the area of negative feedback or error treatment address 

one or more of the follo~ing five fundamental questions. 

(a) Should learner errors be corrected? (b) Which err ors. 

to correct? (c) When should learner: errors be corrected? 

(d) Who should correct? 

be corrected ? 

(e) How should learner errors 

The answer to the first question may be obAained f~m 

the discussion under 2.1 and needs no further comment here. 

With regard to the second question, a taxonomy of the 

tinds of errors learners make has been given by many; and 

'Imongst the different kinds of errors many agree. that 

global errors (i.e., errors that effect' under sanding of the 

whole message) should receive the highest priority. Additional 

criteria ha~e also been suggested for establishing priorities 

of error correction. It has been suggested that high 

frequency errors (errors which occur frequently); errors at 

high level of generality (or errors which involve general 

or broad grammatical rules) rather than those dealing with 

grammatical exceptions; errora; that have stigmatizing effect 

on the hearer and errors that are relevant to pedagogio 
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/ 

focus ehould follow suit (Holley end King 1971; Cohen 

1975; Hend .... ick:son 1980: Gower and Waltere 1983; Norrish 

1983; Clark 1ge7; Edge t989; Klassen 1991) There appears 

to be a consensus among many language educatore that 

correcting the firs.t three types of errors could be essential 

to second language learners. 

J l .:o-"llIU' :n~ (.'\ ,)( Z-d 

The diagram on page 24 indicates a method for working· 

out an order of priority for the provision of negative 

feedback to the kinds of errors identified above. It was 

developed by Norrisb (1983:107) for describing the types_ of 

errors related with global/local and stigJllatizing errors. 
-

It is modified by the researcber to accomodate the other 

types of errors identified. 

Many scholars who dwell on the subject of 'when to 

correct errors' agree that an over-emphasis on correction 

would not benefit the individual learner. What is favoured 

is what George (1972). as cited by Cohen (1975:414). says 

"the economics of intervention. " - the budgeting of 
-

correction to profit students most. Hendrickson (197~) 

suggests thQt er r or correction be limited to "manipulative 

grallllllar practice" and that more errors: may be tolerated 
-

during communicative practice. Relating bis experience 

Hyland (1990) aleo says. ttl have found that error correction 

only improves the proficiency of L2 learners if I correct 

seleotively". 
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Is the form acceptable ? 

/ 
Yes Marginal 

No _rl Does it result i n listener 
Iritation ? 

,- Is the err or r e levant to 
Pedaqoqic focus· ? 

I 
What is its level 

Exceptien 
of general ity ? 

Low ~ What is its occurence 
or frequency ? 

Few - How l a rge is the number 
of s tudents affected ? 

No treatment immediate l y 

neede d 

1 
PRIORITY 3 

Figure 3. 

l 
'0 ERROR 
I 

Does the error block comprehension? 

I 

7 
PRIORITY 1 

r-
I-- Yes 

I--

I High 

I High 

Many 

Lower Grade Errors 

Lower P 1 . t of treatmen t T" 
PRIORITY 2 
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As &ight be i&agined, educators also suggest that the 

provision of feedback should not be expected to co&e only 

fro& the teacher in charge. Expressing this view succinctly 

Hendl.'l,ckson (1978) says, "while few language educators would 
-

deny the teacher an active role in correcting er~ors, it 

has been suggested that he or she should not do&inate the 

correction procedures ". Der&ot (1984: 149-50 ) argues that 
, , 

learners will need to give feedback to each other, end to 

talk to everyone in the group, rather than each behaving, 

when their turn co&es to speak, as if they were haVing a 

private conversation with the teacher. 

In a si&ilar de&and, Birdsnng and Kassen (1988'1) 

reco~end that teachers and learners should jointly ' venture 

into the business of error treat&ent for such a procedura 

could contribute to the lowering of individual and group 

anxiety levels in the foreign language classroo&. Clark 

(1987:21e) asserts thet such a procedure "&otivates, improves 
. 

the &onitoring capacity of students and allows the& to 

learn fro& each other". cathcart and Olsen (1976) as cited 
- , 

in Hendl.'ickson (1978), Holley and King (1971)jand Zahorik 

(1970a) have pointed out the usefulnese of the learner(s) 

awareness of and productive involve&ent in the C'orrecti,.e' 

Exchange !Tranaaction: Chaudron (1977i44-5) asserts that 

far from being a manipulative process with the teacher 

directing and reinforcing students' "automatic" responses, 

the corrective discourse usually demands an active concentration 

by the learner and 8O&etimes gro~ependent cooperation. It 
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is also the belief of Chaudron (Op.Cit:45) that learners 

could be sensitized to the type~of ' teacher corrective 

reactions, to the function they fulfil, and to what each 
I 

type expects them in return. Chaudron maintains that such 

an approach could take much of the guesswork out ,of teaching 

and learning. 

How should learner errors be corrected? This is ane 

amongst several critical questiona that could be raised 

under error correction. For some it may suggest the 

existence ~ priori of wat~rtight pres)'riptions as to how all 

teachers should correct their students' errors~ This , is, 

however, an undesirable goal for "experience suggests that 
-

what works effectively for one teacher may not necessarily 

be equally effective for another" (He~drickson 1980:217). 

The available literature on error correction does not either 

indicate that teachers should be left to behave haphazardly. 

Based on current language learning theory, research, 

observation and practical experience a logical direction 

for error correction has been set. The main atages involved 

in the process of error correction are given by Gower & 

Walters (1983:143). 

(a) Indicate that an error has been made 

In so aoing teachers are advised not to disocurage 

students for this could reduce students' desire to tryout 

the language (Duley , Burt & J[rsshen 1ge2j Krsshen 19SZ; Krashen 
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& Tetrell 1983.:GOrbet(1974) as cited by Cohen ,1975). ' 

Carroll (1973J, as cited by Hendrickson (i980:217 ) , states 

that willingness to use a foreign language - and to make 

errors - is one characteristic of a successful language 

learner. The implication of this suggestion, accord~ 
"-_ to H~dricks:on, is that teachers should create a healthier 

learning environment in which students recognize that 

making errors is a natural, indeed, a necessary phenomenon 

in language learning. 

It is also suggested that teachers should not interrupt 

the student in mid-sentenoe. i.e., they should allow a 

stUdent to complete his statement, albeit incorrect, without 

interruption (Holley and King 1971; Allwright 1975 as cited 

by All'l9right 1988j Walters & Gowler 1983; Norrish 1983.; 
o . 

Dermot 1984; Chenweth and others 1984) • • 

(b) Show the student where the error is 

Teachers are required to isolate for the stUdents, the 

part of the utterance that contains the error. 

(c) Indicate what sort of error it is 

rft~ order to avoid confusion students need to know 

whether the p!'oblem is grammatical (e.g. wrong tense), 

syntactic (e.g. a missing work ) or phonological (e.g. a 

wrongly-stressed word) 

( 
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.,(d) Get the student to try again and get it right. 

If teachers fail to do so (e.g. by providing clues) it is 

probably because the student does. not know how to. So they 

are expected to get other student(s) to help out. 

(c) If there is still a failure, the teacher must 

assume that either the student has not understooi what he 

is getting at or the student does not know what the correct 

version should be. If it is an important point and other 

students do not know ·it either, the teacher may have to 

teach it from scratch. 

f) Although the teacher may have made the correction 

he can get the student to say the correct version, if 

possible, in its original context. 

It should be noted that these procedures are not 

forwarded as prescriptions to be followed in the treatment 
<.!ve.r~ 

of~typp of error. They are rather considered as fundamental 

practices which could serve as guidelines in the correction 

of eJ!1'ors. 

2.3. The Provision of Feedback in Natural Conversational 

Sett~s and Implications for the Langua~e Classroom 

Apart from research conducted in classrooms we find 

studies made on the provision of feedback in natural 

conversational settinas. The focus of these studies has, 

however, been mainly on how people provide feedback when 

communication breakdowna occur. 
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Among the earliest works cited are Jefferson's (1972) 

and Schegloff, Jefferson, and Sacks (1977). The latter 

work is specially considered as a pioneer study, a product 

which has made substantial contribution in the field of 
oJ. conversation,analysis ( Coulthard 1977). 

With the belief that the phenomenon of repair (i.e. 

the treatment of trouble occuring in interactive language 

use) is systematic enough to be scientifically described, 

the tUhee sociologists set out to ex~ine hew/an organization 

of repair oper~tea. in conversation addressed to recurrent 

probleJIls in speaking, hearing and understanding. Their 

findings, among other things, indicated that in natural 

conversational settings where native speakers converse 

the organization of conversation favors the use of self­

cotreotion over other- correction, and that there is also 

a preferenoe for self-initiated repair (a repair initiated 

by the s.ame speaker of a trouble source) (Sohegloff, Jefferson 

and Sacks; 1977). 

The work of Sohegloff, Jefferson and Sacks has served 

as a launching pad for other studies that followed. Gaskill 

(1980) in his artiole, "Correction in nature speaker-
. 

nonnative speaker oonversation", tried to see how far the 
. 

findings, of *he three sociologists are tnue. In his own 

words, '~ore specifically I ~uestioned whether given a 

greater number of linguistio errors and possibly also 

problems of understanding thers might be a large number of 

correotions and also I wondered if the corrections might 
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be done differently" (1980:180). 

Gaskill's findings concur with that of Schegloff, 

Jefferson and Sacks. He found out the infrequrult occurrence 

of other-corrections; their being modulated in that they 

indicated uncertainity; their frequent appearance after 

modulated other-corrections or understanding checks or 

their occurrence in the context of disagreement when they 

are modulated (Op. Cit.: 136). 

Another study which suppleaented on Gaskill's work 

was made by Chenoweth et al (1984). The lat ter, in studying -- -
"corrective feedback in native-nonative discourse," have 

made an attempt to investigate into how native speakers' 

provide corrective feedback in response to non-native' 

spea~ers' errors. The results of the study indicated that 

the type of feedback provided in such a setting could either 

have a single interpretation (this is called on-record 

corrective feedback) or it may turn out to be ambiguoua or 

open~o more Ulan one interpretetion (off- record corrective 

feedback~~ that native speakers could use both kinds of 

feedbeck; and that the aJIlbiguous nature of off-record feed­

back creates a situation in which this kind of feedback may 

be interpreted either as a corrective feedback or as a 

continuing contribution to the ongoing discourse. It can 

also assume the form of either questions or statements; 

if it is given as a question, it takes the form of a __ 

confirmation check. 
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Schn~rt&(1980) in his study entitled '~he Negotiation 

for Meaning: Repair in conv ersations betneen Second Language 

Learners of English," describes the types of repair Ylork 

which occur in conversations between second language learners 

and examines, in his onn fashion, the use of exbra-linguistic 

featur es that accompany the repairs. 

Schwartz reports that the negotiations in the conversations 

between second language learners of English included both 

verbal and extra-linguistic processes. He points out that, 

(a) As is true of interaction among native speakers, 

second language speakers in conversations give the speaker 

of a trouble aource repeated chances to repair his own speech. 

(b) The teaching nature of repair work was noticeable 

in conversations between second language speakers and 

Schwartz contends that '~econd Language Learners can learn 
- -

more from one another than they think they can." 

(c) S.chwartz points out that even the moat elementary 

students in his study were able to deal with trouble sources 

and problema in understanding in their conversations by 

negotiating with each other to come to an agreement of 

meaning (LoC.Ci t.). 

It has thus far been indicated that in either of 

classroom or natural conversational settings the need for 

the provision of feedback is there. Of course, in both 

cases speakers have their own distinct ways of providing 

feedback. 
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A handful of research products reviewed thus far and 

other studies which are made to show how children learn 

language have led many to suggest that teachers have a lot 

to learn f r olll the handling of feedback in natural oonversational 

settings. Ttue, there is a clear difference between the 

two s ettings since, as attested by Sinclair and Brazil 

(1977:3), "the social setting is different, and the jobs 

to be done are different". However, ''To say olassroolll 
~ A • 4 

talk has its own specific character doesntt mean that it 

cannot make use of the kinds of feedback in conversational 

settings"tDerlllot 1984:t49). Accordingly, Illany agree on the 

following suggestions. 

1. Teachers need to Illake use of what Illany call '~ait 
-

tillle". This is the time given to a speaker to correct his 

own errors. As observed in natural conversational settings 

speakers of a trouble-source are not usually interrupted 

in Illid '-strealll. It is held that the delaying of correction 

Illay offer an added opportunity for selt-oorrection. Many 

educators favour this practioe (Holley &: King 1971; 

Allwright 1988; Ba1ters and Gow1er 1901; Norrish 1983; 

Chenoweth &: others 1984; Edge 1989; etc.) This Illay indicate 

to us a preference, but not neeessarily a frequent occurence, 

in both settings of what Sacks, Jefferson &: Schegloff oall 

"selt-correction." 

2. The suggestion that comes out of the study Illade 

in natural oonversational settings and which could perhabs 
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be given hee~ by classroom teachers may be the one which 

pertains to ~le provision of modulated correction. It is 

most often suggested that discouraging students openly 

might not have any relevance and could perhaps lead them 

to what is usually known as. 'defensive learning'. This, 

as scholars suggest, could surely discourage the student 

from further a ttempts at co.aununication, CGorbet (1974) as 

cited by Cb.hen " 1975; Dulay, Burt and Krashen 1982; Krashen 
-

1982; Krashen and Terrell 1983; Hendrickson 1978; eta.). 

3. Many scholars point out that people make slipru 

and errors in their native language, so such errors and 

slips are to be expected even more in using a foreign 
) . i , 

language and henoe in Classrooms) Teachers are advised to 

have error tolerance and to not reprimand students for making 

errors (Dermot 1984; Hendrickson 1978; Cohen 1975; Norrish 

1983jetc.) Teachers need to understand that it is more 

important to communicate successfully 'in a foreign language 

rather than to co.aununicate perfectly in it (emphasis added) 

(~endrickson 1980). 

4. As is co.aunon with speakers in natural conversational 

sett ings,learners need to be taught and encouraged to give 

feedback if they have no experience of doing so in the 

language classroom (Cohen 1975; Hendrickson 1978; Demot 1984; 

Birdsong ~l~~ssen 1988; Corder 1973 88 cited by Chaudron 

1977) • 



CHAPTER THREE 

DESIGN OF THE STUDY 

3.0. Introduction -

As has been previously noted, the purpose of this 

investigation is to explore the kind and nature of teacher 

feedback during the teaching-learning act. To achieve the 

aim of the study the following guide- questions were set by 

the researcher. 

(a) What specific types of feedback prevail in Grade 

11 English Olassro.oms. ? 

(b) For what percent of the classiUme does the 

provision of feedback account ? 

(c) Are there any meanings or specific functions in 

the kinds of feedback used by teachers ? Or could some 

speculative suggestions be generated for teaching, learning 

and teacher training ? 

3.1. ~election of Schoo!! 

Eight government comprehensive high schoole in Addis 

Ababa participated in the stud~ These schools were randomly 

selected out of the total number of 24 such schools. 
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-No. Name of the School 
- -

1 • Kolfe Compr ehens i v e Secondary School 

2. Ethiopia TiXdelll No. 1 " " 
. 

3. Shimelis Habte " .. 
4. Kefitegna 23 (S.O;S) • 

-
5. Mene1ik II " .. 
6. YekaUt 12 II It· 

7. Bole .... II 

8. Kokebe Tsibah II " 

3.2. The Corpus 

In each school a teacher was chosen randomly from a 

list of English teachers through the use of a table of 

random numbers. All teachers selected, agreed to allow the 

researcher and the camera-~an into their classrooms. 

Observations of teachers and students were made and noted 

down by the researcher while the recording was continuing. 

The study focused on an analysis of the feedback behaviour 
, 

of the 8 teachers who wers not made .ware of the main purpose 

o~ the research. The teachers were given the impression 

that their students were the observation-interest, the 

camera-man being necessary to hrecord the kinds of contr ibutions 

made.-
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Teachers were not told or given the 'types of lessons 

they teach. They were left to stick to the syllabus. 

From a preliminary investigation made, it was found out 

that the 8 teachers had been teaching for an average of 

16 years with a range from eight to twenty-five years. 

3.3. !lecording of Lessons. 

The nature of the study deemed it necessary that for 

"catchin8" teacher-student interaction there be a video­

camera and a tape recorder. The Video-~amera was primarily 

needed to focus on non-verbal feedback. 

The allotted cless-time for a single period in 

government high schools is forty minutes. Among the eight 

teachers selected for the study two, one in Menelik 

Comprehensive Secondary School end one in Ethiopia Tikdem, 

were recorded for only 20-25 minutes of the class time. 

In the former's case the period was reduced to the afore­

mentioned minutes because of a meeting that was to convene 

on the day of the recording - a mere coincidence. The 

teacher in Ethiopia Tikdem came to class 15 minutes late 

although informed of the recording before. Since it was; 

the last period he could not compensate for the time lost. 

~ The latter is a fairly typical occurence in our high schools. 

There were also teachers who exceeded the normal class­

time taking 15-20 minutes additionally. On an average the 
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eight teachers used 40 minutes of the class time. Accordingl.y, 

a recording of lesson. of .320 minutes has been made. This 

has provided the Vlorking ground for the current study. 

Formal teaching is most often considered to have a 

coamon exchange. The structure of this exchange, according 

to Sinclair and Coulthard (1975) comprises three moves 
identified as !-R-F: Initiation (teacher) - Response 

(student) - Follow-up (teacher). Although a consideration 

of the I - R structure served as a basis for classifying 

and analysing the follow-up structure (as indicated in the 

appendices) ths main focus of the current study rested on 

the Follow- up structure. 

Teachers could provide feedback to their students in 

different circumstances. For esamp1e, feedback could be 

provided while the teacher is directing or checking (Op.Cit: 

50 & 53). However, feedback in classrooms is basica1l.y 

observed as an essential element in the structure of an 

elicit.; : The latter catego~y includes all exchanges designed 

to ' obtain verbal contributions from students. It was 

mainl.y in the context of this structure in which feedback 

is compulsory that the cuzrent investigation focused. 

3.5 Model of Description 

One task of the research bas been to develop a model 

of description which would help achieve the purpose of the 
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study. This task has at times been a f rustrating one for 

it was not possible to obtain a detailed system of analysis 

which handles both positive and negative feedback. The only 

aid in this regard was Zahorik's (19708) model. The 

problem is partly the result of most of the res earchers in 

the field being interested in negative feedback only. To 

solve the problem, a descriptive sys tem which combines. the 

best of both Zahorik's (1970a) and Chaudron's model (1977) 

was developed. Before being used for this study the model 

was tried on other available data (i.e. Yoseph 1990; 

Tafessa 1988; Abdulkadir 1983; Tewolde (1988) and proved 

workable. Zahorik's model was basically used for identifying 

positive feedback and Chaudron's model was employed in 

identifying negative feedback. 

The current system identifies 14 elements of positive 

feedback which will henceforth be known as class I categories 

and 23 elements of treatments which demand adjustments of 

students' 'incorrect' utterances (Class II categories). 

Class III categories are dubbed as 'Miscellaneous Feedback' . 

Since the categories identified by Zahorik and Chaudron 

were not considered exhaustive and mutually exclusive some 

changes have been made. Some categories have been througbly 

revised; some have been rejected; few have been added and 

more clear designations are made. Various simplified 

models, albeit not as main references, have served as enrich 

the model . 
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The non-verbal behaviours examined in the study were 

facial pleasantness (e.g. smile) or grimace, affirmative 

or negative head movement, and silence. The rationale for 

studying these and no other verbal behaviors is the lack 

of a detailed system which handles non-verbal behaviors. 

Positive Feedback -
As noted earlier the classification for positive feea­

back has been made based on Zahorik's (1970a) model ~hich 
-

better handles positive feedback than negative feedback. 

Zahorik's model has t~o broad classifications: direct 

feedback and indirect feedback. Direct feedback is defined 

as "Oral remarks that have a major purpose of conveyiri& 
-

information to the pupil about the value of his behavior" 

and indirect feedback is defined as "oral questions and 

statements that have a primary purpose other than providing 

feedback, but questions and statements from ~hich the child 

can infer the value of his behavior" (Zahorik:1970a) As ae 

result of this classification both positive and negative 

feedback could be found under either of the two broad 

classifications. For the purpose of this study this 

classification has been avoided. 

Out of the total 26 categories in Zahorik's model 13 

categories handle positive response. All of these categories 

have been maintained ~ith some slight modifications. Pive 

sub-classes are identified. The first sub-class 15 termed 
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as 'Direct Acceptance' since all of the categories that 

come under it show a student that his answer is directly 

acknowledged. A new category (Non- verbal Acceptance) is 

added to this sub- class. Since Zshorik's model was developed 

to handle verbal treatments only it did not incorporate 

this feature. What Zahorik called 'Positive Answer' has 

~een termed 'Positive Repetition' for the latter term clearly 

defines the category. 

The three types of reproof denial in Zahorik's model 
e -

(simple reproof denial, elaborate ~~roof and elaborate 

deniel) are used under class II categories in the current 

system of analysis. Chaudron's (1977) single category 

which is alone made to handle the feature of negation is 

rejected in favour of the above relatively detailed categories 

of Zahorik. 

Zahorik's two categories (miscellaneous feedbackjand 

praise conf irIlla tion and reproof denial) are put under class 

III categories in the system of analysis aeve10ped for the 

current study. This is baSically done because these 

categories cannot be put either under positive feedback or 

negative feedback in view of the function each performs. 

There ~re five categories of Zahorik which have 

altogether been dropped. 
e 

Tnse are negative answer repetition~ 
• 

response improvement statement, one answer solicitation 

without clues, one-answer solicitation with clues; and 
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positive answer and negative answer. Most of these categories 

are rejected in favour of similar but detailed and clear 

categories identified by Chaudron for handling negative 

feedback. 

3.5.2. Negative Feedback 

The system of analys i s for negative feedback contains 

most of the categories identified by Chaudron. Chaudron 

(1977) identifies 22 types in his model of discourse. Out 

of these 19 have been maintained. Two categories (explanation 

and complex explanation) §re reduced to one category (i.e. 

explanation) because of the same function they perform. 

A_ .. in the case of categories which handle positive feedback 

a regrouping of similar categories has been made. Accordingly, 

ten sub-classes have been identified. A new category (i.e. 

Non-verbal Rejection) has also been added. One category 

which 6haudron names 'negation' is abandoned and this is 

because it is not exhaustive enough . 

This kind of feedback as a class is perhaps a new 

addition. It is included based on the belief that the 

system of analysis must hev~ another dimension to handle 

utterances which may not fit into the method of description 

already developed. The basic idea for the inclusion of 

this class emanates from Flander's system of analysis (1970) 

whose tenth category is dubbed as 'Confusion'. Ca~egory 16.1 

is put under this class for it appears difficult · to put 
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it under either of the two main classes of feedback (i.e. 

positive and negative feedback). 

3.6. Counting EXchanges~nd Treatment Types 

Sinclair and Coulthard (1975) classify exchanges into 

boundary and teaching exchange. The function of boundary 

exchange is to signal the beginning 01' , ' end of what the 

teacher considers to be a stage in the lesson. Although 

this type is used as a signal to identify the other type 

of exchange it is not coded in the curfent study. The 

exchange. type which is the concern of the current study is 

the teaching exchange. This exchange caneists of the 

individual steps by which the lesson progresses. Sinclair 

and Coulthard (Op. Cit.) further divide boundary exchange 

into 11 sub-categories six of which are free exchanges and 

the remaining five are bound exchanges. The eix types of 

free exchanges are Teacher inform, Teacher direct, Teacher 

elicit, pupil elicit, Fupil inform and Check. Among these 

Teacher elicit is the .u~~ect of the current study since 

it is the only exchange which ' includes all exchanges dssigned 

to obtain verbal contributions from students. Among the 

five bound exchanges four (Reinitiation I, Reinitiation II, 

Listing and Repeat) have become the subject of the study. 

In identifying exchanges ,every exchange in the sample 

teachers' talk that involved the provision of feedback is 
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noted (as cited under 3.4) when the etructure of the 

exchange between the teacher and s tudent/s is 1- R-Fl' 

Initiation (teacher) - Respons.e (student) - Follol'l-up teacher) 

The first elicitation could involve various moves (which 

involve either positive Dr negative feedback or still the 

combination of both) before it ends with the teacher~s remark 
-

about the adequacy/inadequacy of students' statements 
- -

pertairilng to it (i.e. the elicitation made first) The 

boundaries of the Various extracts have been made by strictly 

adhering to this principle. But this has not always been 

a simple task. 

In counting the various types of feedback found in the 

sample lessons care has been taken to avoid double-counting. 

A single l'Iord, ahrase or sentence offered as feedback in 8 

singls utterance l'Ias not counted more than once unless it 

has 8 different function. HOl'lever, a single utterance of 

the teacher could have tVlo or more types of feedback. This 

would mean that a teacher could use the various categories 

in combination. Thus the data collected indicate that l'lhile 

there are 166 exchanges these result in 875 functions that 

are categorised. 

Extracts are consecutively numbered for all teachers 

and are appended at the end. In the appendices are only 

that part of tapescript containing feedback. Category numbers 

I'Ihieb are consecutive for the three classes of feedback are 
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given at the left margin. It must be noted that a simple 

reading of the transcription (without observation of and 

repeated viewing of recorded lessons) may not always help 

one in identifying every type of feedback. 

The full model of description is provided below 

together wi tJl descriptions about each category, and examples 

of exponent of expression. It is the hope of the researcher 

that this may simplify the task of understanding the fourth 

chapter of the thesis. 



.', 

- 45 -

Class I Categories: Feedback types that confirm the accuracy of previous communications 

Su~lass Category No. & type 

I. DIRECT 1.1. Simple :!:raise 
Confirrnation 

ACCEPTANCE 

1.2. Elaborate 

Praise 

1.3 Elaborate 

1.4. 

1.5. 

Confirmation 

Non-verbal 
( 

Acceptance 

Positive 
Repetition 
(optional expansion 
& Reduction) 

1.6. Positive 
Explanation 

Description 

Teacher (T) coDi'irms the acouracy of previous 
oommunioation by using words like 'Yes'; 
'allright'; 'yeah', 'correot', etc. 

Teacher's elaborate praise of the student(s) by 
using 'very good' 'exactly' or extended 
confirmation. 'ilie praise is most often direoted 
at the student. 

T ' offers elaborate confimation about the 
oorrectness of the sentenoe. 'ilie focus is on 
the sentence. 

T indicates 'Yes' by using non-verbal signals 
(Eg. Shaking head up and down) 

T repeats S's utterance positively to indioate 
its being accepted 

T elabom tes on or explains why the answer 
given by S is oorreot 

Example of Exponent of Expres sion 

S. Senayi t is so sinoere as Martha 

T. Yes 

Eg. 'lha.t's very good thinking 

S. ~d tradition has deprived some 
people of teir r~te to eat meat . 

T. Old tradition has depried some people 
of their rights to eat meat . That's 
it. 

ill. 

SS 

By "the' " same 
this 

Oughtn't 

T. Quehtn't 

S. didn't 

~en you oan oontrao t 

T. didn't,Yes • TOO seoom Part of tb€l 

sen tenoe should be 'however he didll' t 
Exactly, Yes. 



Sub-class Category No. & type 

II. RESPONSE 
EXTENSI ON: 
DEVELOPl'lENT. 

2.1. Response development 
solicitation without 
clues 

2.2. Response development 
, solicitation with 
clues . 

2.3. Response development 
Statement 

I II. RESPONSE 3.1. Response Improvement 
solicitation EXTENSION: 

lMPROv:El1ENT wi thout clues 

3.2. Response Improvement I 
Solici ta tion 
wi th clues 
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Description 

T fUrther extends S's response 
without provlltcg clues 

T furthltr ' extends S ' s respons e 
by providing clues 

T completes S ' s response by adding 
another infomation 

T demands the S to complete the 
correct response the S bas already 
began without providing clue 

T demands the S to oomple te the correct 
response the S bas · began by providing clue 

Example of Exonent of Expres s i on 

T. What is the difference we made here ? 

S. Not use more 
T. Why ? 

T. And the famers are t o be given what ? 
S. Land 
T. iliey are going to be given land • • • ~ 

this to give them the land has t o oome 
from whe~ ? 

"Great what ?" after pupil responds wi th 
"Great" to question oonceming what oountry 
princes Margaret is from) 

Source: Zahorik 19~a 

"Great what? It'll another name· .::for 
England." (after pupil responds wi th 

"Great" to question concemingwhat country 
princess ~la.rgaret is from 

(Source: Zahorik 1970a) 



Sub-class Category No. and Type 

IV. SOLICITATION 4.1. Several Answers 
REPirTION solici tation 

" 

v. LESSON 
PROGRESSION 

wi thou t clues 

4.2. Several Answers 
Solicitation 
with clues 

5. Lesson 
Progression: 
di££erent topic 
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Description 

T asks several questions without providing 
clues arter a S has given correct answer £or 
previous quest~on. 

T asks several questions with clues arter 
a S has given oorrect answer £or previous 
question 

T asks or talks about a di££erent topic after 
as's oorrect response 

Example o£ Exponent o£ Expression 

T. What's the meaning of install 
S. establish 
T. What else ? 

T. Don't retreat you should 
S. Resist the enemy 
T. And wi th o~t to' 

T. fuis Part .. is what kind o£ clallal': ? 
S. Adverb cluee o£ manner • T. The nurse acts as tholl8h he 

werea dootor. 
Is he a dod;or ? 
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SIlb - class 

6. Interrupt 

7. Accept 

8. Negation 
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Class II Categories: Feedback types that show rejection or demand adjustment of student's 
response. 

Category No. & T,ype< 

6. Interrupt 

7. Acoept 

8.1.S1Jnple 
Reproof den1al 

8.2. Elaborate 
Reproof' 

Description 

T interrupts S utterance following error or 
before S has completed 

S1Jnple a.pproving or accepting word as a sing 
of accepting content of utterance or usually as 
a sign of reoeption of utterance but T ~ 
immediately correct a linguistic error. 

T shows rejection by saying ' no' 'uh uh'. 
'not e:zactly' 

T shows reJec~.n by verbally 'atta.o~ 
the S 

8.3. Elaborate denial T Shows rejection by using elaborate phrase 
or sentence 

Example of Exponent ofExpl!ss ion 

S. Whetlzr:o to fight for the well'are 
(Pronz'.< ) of the oppressed 
Dl8.Sses or not is a matter of 
doctrine. 

T. Yes Welfare (Frenz ) . 

• ::;.;;~: t 

Well'are is the right pronunciation 
of the word. 

T. Who oan tell us the meaning of 
offsprings ? 

S. Individual. 

T. No 

S. (Makes nlistake related with t hll use 
of 'oU&ht to' 

T. Should I go to a goldanJi th and mal!! 
a neckl.a.ce where there is ' ought to' 
on it <lnJ. put it on your neck ? 

8.4. Nonverballllllection T indicates 'no' by using non-verbal signals 
LEg. Shaking head sideways. shakin/'t finl>:er.etc.) 



Su'e-ob ••• 

9. REPETITION 

tI~)' fl~ ~ 
~1:.<. en 
,~ ::~ 

~,~f.I(I(p:f .. /. 
. ..:, ... ~.::.,: ... ~ . ' 

10 . QUESTI 0IIf S 

Category No. & Type 

9.1. Repeat 

9.2. Repetition with 
NO CHANGE 

(Optional ' Expaneion 
and Reduotion) 

9.3. Repetition with 
NO CHANGE 

exoept- in :EXPHASIS 
(Opt. EXP. &: REn.) 

9.4. Repetition with 
aJUlIGE 

(Optional EXP. &:REn.) 

9.5. Repetition with 
CHAN GE and 
EXPHASIS 

(Option EXP. &: RED.) 

9.6. Loop 

10.1. Original question 

10.2. Albered question 

10.3. Question 3 
(Opt. REDf EXP I EMP: 
lUSlS) 

-
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Desoription Exa.ple. of Exponent ot h pre. eiou 

T requests S ' to repeat utteranoe with 
intent to haye S s.lf-oorreot 

or r.Peats S uherano. with no ohange of error, 
or oaission ot error 

T repeats S utteranoewith no change of 
error, but .mphasis looates faot of error 

Uaually T .i.ply add. oorreotion and oontinues 
to other topios 

T adds eaPha.is to atr.ss looation of error 
and its oorreot formulation 

T honestly needs a replay of part or full of S 
utteranoe due to lack of olarity or when it is 
not audible 

T repeats the original question that lead to 
response 

T alters original qu.stion s7Eltaotioally but 
not seaantically 

Numerous ways of asking for re.ponse, often 
with CLUES eto. 

T. Kisrant ••• y.s ? 
S. To .oy. fro. on. plao. ~v 

another. 
T. To .oy. fro. On. plaoe to 

another. Is it ? 

S. They help us to. orrow 
T. They help us ? 

s. World people to . at. gu&rd 
AIDS 

T. World p.opl. should be 
agitated to sat.guard 
th •••• ly.. and th.ir 
ohildren fro. AIDS 

S. You u.e an .leotrioal 
(PronleLlkt:Yll<a t) pwap 

to rise the water 
T. It'. not .leotri o/e {,/[fr l k. , 

It's .l.otrio /I't~J:.t:r/J(rJ (1 

----------------------------------.,..,,""""---- ::::'? 
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Sub-Cl aas Ca te8Qry No. and 'JY.pe Desoription Example of Exponent or &:presdOD 

11. Negative 11.1. Explanation 
explanati on 
promp t & 
olue 11.2. Prompt 

11.3. Clue 

12. Transfer 

13. Return 

14. Verifioation 

• • 
T Provides infomation as too!W.Se or type of 

error 

T uses a lead-in cue to lead S to ;required response 

T reaction provides S with the nature of :iJmnediate 
correotion, wi thout providing oorrection 

T asks another S or several, or c l ass to provide 
correct answer 

T returns to original error-maker for another 
attempt after TRANSFER 

T attempts to assure understanding of correction; 
a new elicitation i s implicit or made more 
explicit. 

15. Provide T ,Pmr1des correct answer when S !:las been unable 
to 'answer 

S. English is less harder than Maths 
T. English is less ? 

T. Why did te old bus break down on 
the hlll ? 

S. The old bus break down on the hill 
since the :z:oads was up & down 

T. The ~wer must be given in past tense. 



Category No. and Type 

16.1 . Undeoided 

16.2 • Other 
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Class III Categories: }liscellaneous Feedback 

Desoription 

Teacher gives 'undecided' response by usually using 
words like 'may be'; 'yes and no'; etc 

Responses of the T which could not Qa grouped due to 
inaudible S response or T response or due to their 
ambiguous nature. 

.-

fl~f~" t \. 
.... '0( 

Example of Exponent of Expression 
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Cl'IAPTER FOUB 

PRESENTATION AND DISCUSSION OF DATA 

4.1. Introduction ----

As previoualy noted, the :vvrpose of this investigation 

was to find out how Grade 11 English teachers-behave when 

they offer feedback to their studenta. The analysis of 

of res ults obtained nill be done in two phases. First the 

presentation and discussion of quantitative data is roade, 

then follows the presentation and discussion of descriptive 

data. This procedure was chosen mainly because, a8 might 

be imagined, simple categorization and tallying may obscure 

some necessary pieces of information. Moreover, there is 

the problem of ~educing into tables some realizations and 

insights which have come out of the observations made. 

Data analyses for this study focused on thres major 

questions. The firat question concerns the Qmount of time 

teachers spend in providing feadback in English classes. 

The· data in the following table go towards answering that 

question. 
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Table 1. Time Spent on the Provision of Feedback 

---------------------------------------------------Duration of 
Recor ded 
Lesson 

Time Spent on the Provision 
of Feedbeck 

In lllinute Percentage -
T1 20 6.2: 31 
T2 55 1.3 2.4 
T3 60 23.5 29.2 
T4 25 7 28 
T5 40 15.4 38.5 
T6 40 12.2' 30.5 
T7 40 14.3 35.7 
!f8 40 13.6 34 

-----------------------------------------------------------Total 320 93.5 29.2 
--------------------------------------.----------------

The result in the above table indicates. th~t the reaear~h 

has, among other things, cont irllled the asseZ!.tion that teaoll.ers 

spend a good deal of the class-time on the provision of 

feedback. The 8 sample teachers on average spent 29.2 of 

the class-time on the provision of feedback. no~ever, there 

is a clear difference between the sample teachers. This 

difference may be ascribed to different varisbles like the 

claBs-tiae each of theJll Used', the nature of the lesson or the 

type of students' responses. If the lesson is " kind which 

demands verbal responses from studants an: increase in class­

time may mean a situation where more feedback provision is 

noted. This is evidenced in the classroom talk of ~, T~ 

T6 when oOJllpared with T1 and~. If the l~sson i8 

the kind which does not involve asking questions the featur e 

we noted above will completely change. 

• 
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instance, was conducting a reading lesson whose method ot 

presentation (i.e. first asking a student "-to read a pragraph 

aloud tollowed by the teacher's reading the same text 

aloud) did not allon for the occurence of the various fee~ 

back types. 

4.2.2. ~es of Feedback Teachers Used 

The second and the main question that this research 

sought to anSwer wes the identifioation ot the various types 

of feedback English teachers use in classrooms. The various 

types of feedback used, their trequency and suoceSB ratio 

is sho1lD. in the tables that follow and then discussed. 

First we examine the wa~8 in which teachers dealt with 

correct answers. The discussion that follows the table is 

made b~ sub-clasa. 
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Table 2. Frequency of . Teacher Feedback Behaviour In Class I Cat egories 

Tl T2 T3 · T4 T5 T6 T7 T8 TOTAL 

Sub- Category Cate. . ' 
Clas s 

Name Numb.Freg • Perc. Freq. Perc. Freq. Perc. Freq. Perc. Freq. Perc. Freq. Perc . Freq. Perc. Freq. Perc. Freq . Perc . 

I. Simple 
Direc t Praise 1.1 9 6.4 2 1.4 45 32.1 7 5 40 28.6 9 6.4 16 11.4 12 8 . 6 140 
Acceptance Confirma 

tion 
Elaborate 
Praise 1.2 3 15 1 5 13 65 3 15 20 

Elaborate 
Con firma 

1.3 
tion 

2 50 1 2 50 4 

~ 

Non-
Verbal 1 .4 
ACC£!:.:. 

Positive 1.5 12 5.1 4 1.7 69 29.5 9 . . 3.8 51 21.8 21 9 23 9.8 45 19.2 234 
Repetiti. 

Positive 
Explana- 1 .6 1 5 ' '2 10 3 15 2 10 5 25 7 35 20 

, ) tion 
II. ~Jtesponse 

Response Dev. Sol i -
Extension: ciation 2.1 5 8.3 20 33.3 1 1.7 8 13.3 3 5 23 38.3 60 
Develop- without 
ment clues 

._._-
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Cont'd • •• • 

T1 T2 T3 T4 T5 TEj ~ or., T8 Total 

Sub- Category Cate. . . Freq. Pero. Freq. Pero. Freq. Pero. Freq. Pero. Freq.Perc. Freq.Pero. Freq. Perc. Class Name Number Freq. Pero. Freq.Perc. 

Response 
Development: 2.2 1 
Solioitation 

3.8 v20 76.9 1 3.8 3 11.5 1 3.8 26 

with olues. 
Response 
Development 2.3 1 100 1 
Statement 

~ 

III. Respo Response 

se 
Improvement 3.1 1 100 1 
Solicitation 

Extension wi thou t olues 
Improve-

Response 
3.2 · Improvement 

Solcitation 
with clues 

IV. Soli- Several answer 
c itation solicitation 
Repetiti without olues 

4.1 1 3.6 10 35.7 2 7.2 14 50 1 36 28 
on 

Several answer 
solioitation 4.2 2 50 2 m50 4 with clues 

V. Lesson --
Progression 5 1 1 

Total.; Frequenoy and 
6.1 169 20 3. 7 121 22.4 38 7 57 10.6 93 17.3 539 Peroen ta,ge of 33 7 1.3 31.3 

Positive Feedback 
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The six categories identified in this sub-olass aocounted 

for 418 cases or 77.5% of the total posi tive f eedback types 

used by the sample teachers. Among the five s ub-classes 

identified it was possible to observe that teachers showed 

a high preference for this sub-class. 

Table 2 indicates that amongst the categories in sub­

class I, the most fr equently used are repeating pupil's 

response positively (1.5) and simple praise confirmation (1.1) 

which have a frequency of 234 and 140 respectively. All of the 

sample teachers used these categories while reacting to correot 

student responses. Teachers' behaviour in the use of these two 

categories most frequently is indicative of the fact that after 

obtaining correct answer from a st udent they prefer to go onto 

their next task rather than to allow students to build en theIr 

answers. or to tell the class why a student's answer is correct. 

Next to the above two categories in the same sub-class 

come elaborate praise and positive explanation each of which 

has a frequency of 20. Elaborate praise (1.2) is used by 

four teachers and positive explanation (1.6) is used by six 

teachers. By going over the recorded data it was possible 

to observe that elaborate praise usually occurs when a student 

answers a question correctly after repeated failures by other 

students to provide the correct response (See Extract 11, 

111,112, 121 and 125), Positive explanation is basicall7 used 

to either directly state to the class why a student's response 

is correct (Extract 102, 109, 110, 150) or to further elaborate 

the correct answer (Extract 64, 144, 145, 159)-fiis categorT ---
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does not, in almost all cases, appear alone. 

All of the sample teachers reacted to the correct responses 

of stUdents verbally. unlike the provision of negative feedback 

no . nan-verbal acknowledgement or praise was detected when used 

alone. Of course, non-verbal acJmowledgeroenta like shoning 

agreement by moving the head up and down accompanied the verbal 

treatJD.ents. 

The least number of occurrence in this sub-class was 

observed in the use of elaborate oonfirmation. This may P!rtly 

be due to the preference of teachers for category 1.1 and 1.5. 

4.2.2.2. Response extensio~~!.elopm.ent 

The three categories under this sub-olass totally account 

for 87 oases or 16.1~ of the total frequency computed for 

positive feedback. 

In this sub-class one oategory (i.e. 2.3) was used only 

on~e. This must have either been affected by the preference of 

teachers to use category 1.1, and 1.5 (this effect must also be 

borne in Dlind while considering the rare or the small number 

of occurrenoe for the other class I categories) or by the type 

of students' responses which did not require response development 

statement. Teachers prefer to nominate others to provide 

additional enswers (as seen in the use of categories 2.1, 2.2, 

4.1 and 4.2) or to reject ;aLtogether What students say (as 

observed in the use of the various class I categories) rather 

than developing students' responses themselves. 

Six teachers used response development: solicitation 

without clues (2.1 and it alone aocounts for 11.1~ of the 

total frequency computed for Class I categories. This cateeor,r 

was basically used to help students refleot on what 

they said after correct answers (see Extract 23, 27, 
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47 and 77), to lead students to a specific ans~er the teacher 

seeks to obtain (Extract 24, 67) or to relate or check 

past knowledge - specially knowledge of grammar (See 

Extract 34, 44, 48, 74, 79)· Inather cases it is used to 

further ask students. "hat is demanded by the text. The 

following example may illustrate the point. It is, picke1 

from Extract 142. 

T: What ~oes it mean? Tear oneself a~ay from' ••• 

5,. Depart from 

T. Depart from. Can you make a sentence using depart 

from ? 

There are several instances: "here this category is used 

for this purpose slpecially by T5, T6 and T7• 

When compared ~ith response development~ soliaitation 

~i thout clues (Category 2.1) Solicitation with clues 

(Category 2.2) was used in a limited number of instances;. 

Teachers do not seem to care about providing students with 

clues when ~eachers further develop students' response~ by 

soliciting. In the 20 instances noted, category 2.2. was 

used to genuinely develop correct answers (see Extract 26., 

29, 37, 40, 43) or to lead students to a single answer the 

teacher seeks to abtain ' (See Extract 32, 34, 38, 76) 

The latter practice may indicate that there are teachers, 

who prefer to look for epecific answers which they have in 

mind rather than developing or using the correct anewers 

or the contribution of students 8S it is. This may develop 
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a feeling in the student t hat whatever he wants to say in 

the foreign language there is only one way of doing so. 

The ltingle occurrence and the absence c altogether 

of response improvement aolloi tation \1Ii thout clues::· (Category 
, 

3.1) and with clues (3~2) should be analysed in light with 

the nature of students' responses and largely of teaihers' 

solicit ations. The occurrence of category 3.1 highly depends 

on the existence in students' responses of partly correct 

answera, which need further elicitation by the teacher for 

their completion. Sample teachers strictly followed the 

procedure of asking questions fro~e book the provision 

of whose answers .. required the memorization of certain patterns 

and vocabulary meanings. As a result of this, students' 

responses: were most frequently judged as 'correct' or 

'incorrect'. Accordingly, the treat&ents that followed 

tended to make use of other categories that indicate 

'correctness' or 'incorrectness' than response extension 

with or without clues. 

4.2.2.4. §21!£!tation Repeti~ 

The use of several answers, solicitation without clues 

(4.1) and several answers; solicitation with clueB; (4'.2) 

accounts for 5.9% of the total frequency counted for class I 

cate*~ries. Teachers: have . shown the preference of uain,g 
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severel enswers solicitetion without clues th~nwith olues. 

Five teachers have used cetegory 4.1. It is consistently 

observed in the data that teachers eS much 8S possible 

avoid the use of clues. category 4.2 is used only in 4 

instances and it is used only by two teechers. 

Only one of the teachers (who only used it once) t~ ed 

category 5 (Lesson Progression: differant topic). This" 

indicates that teechere most of tan prefer to reect to 

etudants' correot responses by making use of the ether 

categories and do not go on disoussing other topics before 

doing so. 

Thus far, an attempt has been made to see the verious 

typea of positive feedback. We now elIll1D.ine how the sUlple 

teachers hanile incorrect utterances. 

4.2.3. Zl~s of Feedback Teachers Used: Cless II Cetegor!!!. 

Teachers' feedback behaviour in class II cetegoriee 

wee also identified and the frequency of the various types 

of treatf~nt used was computed. The following table summarizes 

the result. 



- 62 -

Table 3. Frequenoy (F) of Teacher Feedback Behaviour in Class l:i Categories 

T1 T2 T3 T4 T5 T6 T-r T8 TOTAL 

F Cate. 
, Sul>- Sul>-olass ... Nuln. ClB.a1!l 

F · %--F~%- F: %--F--%-F-:--~-F % F % F % 

VI. Interrupt tr 14 27.4 4 7.8 3160.8 2 3.9 51 

VII. AooCtl>..t 7 1 25 _'? ___ ·15_ n_ _ 3 

VIn. S;imp,l4l, ~1'JlenfaJ 8.1 .3 9.7 5 16.1 5 16.1 3 9.7 1 3.2 14 45.2 
!l~ . Ela borate Reproof 8.2 2 40 1 20 2 40 
tuti. Elaborate Denial 8.3 

Non-verbal llej.eot.io~ 8.4 H ____ 6 . _23._1 20 76.9 

IX. Ra Repeat 9.1 3 13 1 4.3 16 69.6 3 13 
peti tianRepetition with no ohange 9.2 1 33.3 2 66.7 

Rep. with no ohange except in 

31 
5 

26 

23 
3 

emphasis 9.3 1 20 3 60 1 20 ' 5 
Repetition with.ohange 9.4 1 25 2 50 1 25 4 
Rep. with ohange & emphasis 9.5 3 25 3 25 2 16.7 4 33.3 12 
Loop 9.6 1 2.5 2 5 11 27.5 2 5 3 7., 2 5 5 12.5 14 35 40 

Y .. Qu_Original question 10.1 1 20 2 40 2 ' . 40 5 
etions Al teredquestion 10.2 1 33.3 2 66.7 3 

Question 3 10.3 1 5.3 1 5.3 7 36.8 G 26.3 3 15.8 2 10.5 19 

, 
f 
~ 
t , . 
i 

t • t 
r 
1 

. , .; .... Explanation 11.1 4 23.5 1 5.9 7 41.2 . 5 29.4 . 
Prompt and 11.2 6. 20 8 26.6 6 20 1 3.3 1 3.3 4 13.3 4 13.3 30 " .. 
Clue 11.3 4 22.2 2 11.1 2 11.1 9 50 1 5.5 ' 18 . 

XII Transfer 12 .. _ ___ 2 12.5 7 43.7 1 6.2 c 6 37.5 . 16 ' . 
XIil . Re turn 13 _____________________ __________ _ 

XIV. Verifioation 14 1 9.1 2 18.2 2 18.2 2 18.2 1 9.1 2 18.2 11 

XL Provide 15 2 13.3 4 26.6 4 26.6 1 6.7 4 26.6 15 

Total Frequency and Percentage 32 9.5 5 1.5 53 15.6 62 18.4 23 6.8 11 3. 3 118 35.1 33 9.8 334 
of Negative Feedback 

l .'1...:.-.. 
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Table three gives the array of the various reactions to 

students' 'incorrect' utterances. In this class teachers 

used most of the treatments identified. There is only one 

category (category 13) which was not used by any of the 

sample teachers .• 

4.2.3.1. Interrupt 

Against the expectation of the researcher, only half 

of the sample teachers used category 7 (Interrupt). Although 

the frequency of this category ranks frist and cover~ 

15.2% of the total number of treatments in Class II 

categories, it was highly used by one teacher (l.e. T7 ' who 

used it in 31 instances out of the total 51. 

Interruption in mid-sentence was basically used for 

three purposes: to pin-point area of students' errore (see: .. 

Extract 53, 56 and 96); to 8S.k:I_ ~ for replay of inaudible 

student utterances (Extract 112, 116, 118); and to 

acknowledge the correctness of part of an unfinished sentence 

(See Extract 51, 89 and 117). 

T4 also used this category in 14 instances. This 

teacher only taught for twenty-five minutes of the class-time. 

Considering this it may be said that the teacher has a 

preference for the category. T6 and TS used the category 

in only 4 and 2 instances respectively. It could, therefore, 

be said that only two teachers (!7 and T4) showed a hie_ 

preference in using this category. 
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4.2.3.2. !££ept 
We have only two teachers who used the category of 

accept in three instances. The words used by the teachers 

resemble the words they commonly use while offering simple 

praise confirmation - words like 'Yee, 'alright', etc. 
-

However, in this category the words are used either as a 

sign of acceptance of utterance or as a sign of accepting 

the correctness of content only. Thus, teachers immediately 

correct linguistic errors: 

S. Whether to fight for the welfare (Pron: WAlfe&r) 

of the oppressed masses or not is a matter of doctrine. 

~ 

T. Yes ••• Welfare (Pran: 8elfear ), welfare is the 

the right pronounciation of the word ••• 
(EXtract 78) 

The remaining six teachers did not use this category, 

perhaps because of its confusing nature or because whenever 
I 

the student's utterance is correct interms of content but 

has linguistic errors they only focus on the latter end do 

not went to acknowledge the correctness of the content. There 

are many instances in the data where teachers seem to be 

interested only in the form of the language (See Extract 48, 

49, 51, 55, etc.) rather than in ·the content of what students 

say. 

4.2.3.3. Negation 

Direct rejection of students' incorrect utterances: as 

designated by the sub-alass 'negation' is the thir4 largest 

used in class II categories. It covers 62 instances (or 18 . 45) 

, 
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out of the total 336 occurrences. Among the four ty~es of 

negation identified, the sample teachers used simple reproof 

denial (8.1) in 31 ' instances and told students their mistakes 

by frequently using the word 'no'. The collected data .-

reveals that reactions which use 'no' are as rare after 

errors as 'good' and 'ok' or repetition of the correct 

answer are common after correct responses. One reaaon for 

this might be that teachers may feel the practice would be 

discouraging. 

Next to simple reproof denial teachers used a non­

verbal signal (8.4) to indicate 'incorrectness'. The most 
. 

frequently used .non-verbal signal 1s prQjlonged silence which 

is most often followed by nomination (See Extract 111, 112, 

114, 121, 124, etc.) In only one instance did a teacher USe 

grimace as a sign of disapproval (Extrsct 117)'Non-verbal 

signaltt were used only ~ tVIO teachers (T4 and T7 )· The other 

teachers preferred to react verbally. Although the non-verbal 

signals that Vlere noted are those which were primarily used. 

to indicate the existence of error in students' responses, 

signals like moving the head sideways accompanied other 

verbal treatments. 

There were only five instances of USing elaborate 

reproof. Most of them have a complaining nature. Here is 

an example: 

T. You didn't follow: What have I told you? 'ou;ht' 

.IIust be followed by the full infinitive 'ought to'. Then 

I 
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you write 'ought' plus 'to' and 'they'. Should I go to a 

goldsmith and make a necklace where there is 'ought to' on 

it and put it on your neck? 
(Bxtract 11) 

The small occurence of this category may not only be 

the result of teachers' preference tor the other categories. 

The presence of the researcher together with the video-camera­

man may have pr8ve~ed teachers from using it. This at least 

suggests" that teachers realise its being a poor method of 

feedback. 

4.2.3.4. Repetitions 

The six types of repeti tiona used by teachers cover " 

almost 25.9~ of the total reaction of teachers in class II 

categories. Thi,s sub-class ranks first' in terms of the 

total frequency computed for the six types of repetition. 

Among the six types of repetition, Loop (9.6) was Qsed by 

all the sample teachers; repeat (9.1) and repetition with 

change and emphasis (9.5) repetition with no change except 

in emphasis by four teachers (9.3~and repetition with 

change (9.4) by three and repetition with no change (9.2) 

by two teachers respectively. 

Loop (category 9.6) was mainly Qsed to ask students to 

repeat inaudible utterances. Although done differently, 

this category is the only "normal" repetition that is used 

outside class. 
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Next to category 9.6, Repeat (Category 9.1) was used 

to ask students to repeat their incorrect utterances with 

the teachers' intent to have them self-correct. However, 

since teachers most often used this category nith no 

accompanying clue or explanation on the nature of students' 

errors it did not help students to adjust their utterances. 

A simple 'again' after incorrect utterance does not seem 
.!i • 

helpful ( - ee Extra!~ 122, 124, 130, 132, etc.) •• In, only 

three instances did teachers use the category together with 

some clues (See Extract 115, 135, & 156). 

Repetition with no change and repetition with no change 

except in emphasis (category 9.2 and 9.3) were used either 

to help students discover location of errors or to look for 

correct formulation of their response. Category 9.3 seems 

better in serving 'the letter purpose. !eacher. used risina 

intonations while repeating incorrect utterances of students 

thereby indicating fact of error. The following example 

illustrates this:' 

T. Which part -is -the adverb clause of manner? 

S. He were a teacher 

T. He were a teacher ? 
(Extract 144) 

Repetition with change (Category 9.4) was used only 

in four instances. Teachers modeled incorrect student 

response, substitutin& grammatically correct forms where 
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necessary without calling attention to the correction in 

any other way (See Extract 65 & 66)· Its rare occurrence 

may indicate that teachers put stringent demands on grammatical 

accuracy and are less interested in commending students, for 

expressing ideas in the foreign language (This relates with 

the discussion under 4.2.3.2)· Findings in this sub-class 

more or less concur with the results Chaudron (1977) obtained. 

Teachers were also observed using the three categories 

of questions when students failed to give correct responses. 

Out of 27 such instances, category 10.3 (Question 3) was 

used 19 times. Since this strategy provides explanation 

on the nature of students' errors and offers some clues on 

the nature of their immediate correction it seems helpful 

in elioiting correct responses (See Extract 10, 23, 40, 

48). In 5 instances teachers simply repeated the questions 

they previously asked with no additional information, clui 

or explanation. Added to this altered question (Cstegory 

10.2) w.s also used in 3 instances. In function and pattern 

category 10.2 resembles category 9.1. 

4.2.3.6. ~~Prompt and Expl~ation 

Teachers also provided explanations~ and clues indicating 

the cause or type of error and the nature of its immediate 

formulation, and also used prompts ~hose purpose ~as mainly 
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to serve as a lead-in cue. The sub-class accounts for 65 
occurences or 19.34% of the total frequency computed for 
class II categories. 

In this sub-class the most frequently used category 
is 11.2 (prompt), This category also has the fourth largest 

'occurrence out of the 23 categories identified. Seven 
teachers used this technique. They frequently reduced 
students' utter,nces and asked them to repeat utterances 
beginning at the point of error by at times using alight 

~. 

rising intonation. 

18 instances of clue and 17 of explanation were als.o 
coded. Clues (11.3) were given when students did not follow 
instructions given (See Extract 16, 26, 124, 127) or in 
other cases when teachers deemed its provision necessary 
and helpful to adjust students' utterances. However, its 
success seems to depend on the kind of information it contains. 
Simple assertions like ·there is something wrong' 
do not seem helpful. 

Explanations (11.1) frequently occurred when after 
many failures teachers provided correct answers to the students. 
Surprisingly, they were not given while repeated attempts 
are being made by students to come to the ·correct· response 
(See Extract 19, 27, 111, and 117).Most of the explanations 
given focus on grammar. 



4.2.3.7. 2ther Categori~ 

The remaining categories (category 12-15) were used 
in 42 instances. 

Teachers used category 14 (verification) to assure 
understanding of correction by students. A new elicitation 
was fre~uently noted. This category was specially used after 
pronunciation errors by students (See Extract 11, 77, 79). 
Teachers corrected pronunciation errors rather than asking 
other students to supply the correct model. 

In only 15 instances teachers themselves provided correct 
answers (or used category 15) for ~uestions students were not 
able to answer. This was actually done by five teachers. 
The figure for this category may be a clear indication of 
the fact that teachers prefer to go on looking for answers 
from the students themselves than providing it. 

The data in class II categories reveal the rigorous 
practice of strategies which do not seem helpful in eliciting 
correct responses. We observe various ordeal~like instances 
where students struggle to provide 'correct' responses with 
no or little help coming from the teacher. This observation, 
coupled with repeated view of the video, has led the 
researcher to attempt to see which among the most fre~uentl1 
used categories in Class II led students to correct responses. 
The main immediate measurement of effectiveness of any type 



of corrective reaction would be a frequency count of the 
student's corr·ect responsell follo'llinB: each type (Chaudron 
1977). Thie wae computed as followsz 

Success Ratio - Number of Successes 
Number of Occurrence 

It must, however, be noted that since student s' discovery 
of correct answers cannot only be attributed to the kind of 
category used, the computation in Table 4 basically serves 

-> " to establish an associative link bstween the kind of category 
used and its auccess in eliciting correct response •• (Op.Cit) 

14 categories were identified based on their frequency. 
Pive of these were dropped because they demand little or no~ 
effort on the pert of the student to do whet is expected of 
him. These categories ere loop (9.6), repetition with 
CHANGE end EMPHASIS (9.5), Verification (14); and Provide 
(15) which is excluded because no student response come. 
after its provision. Accordingly, the following computation 
was made for 9 categories. 
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Table 4. Success Ratio of the Most FreQ.uently Used 
Class II Categories 

- Suocess Categories Identified /I Oocu.rrence" Successes Ratio(in$) - .' 

Ques tion 3 (10:3) 19 12 83.1 
Clue (11.3) 18 5 27.8 
Repeat (9.1) 23 5 21.7 
Prompt (11.2) 30 6 20 
Explanation (11.1) 17 2, 11.8 
Interruption' (6) 51 5 9.8 
Simple Reproof Denial 

(8.1) 31 3 9.7 
Nonverbal Rejection 26 2 7.7 
Transfer 16 1 6;,025 

The figures 'in Table 4 ere suggestive of a positive 

relationship between success and the use of Question 3 (10.3), 
Repeat (9.1), Prompt (11.2) end Explanation (11.1) in el1citine 

the needed res.ponses from the studenta. 

The high success ratio of Question 3 (Category 10.3) 

may be attributed to the fact that it incorporates the features 

- of clue end eXlllanation (Rf. The diseussion under ,.2.3.5). 

Next to Question 3 (10.3), the use of clue hes provided 

students with a better chance of offering correot responses. 

The succsss of clues, as noted earlier, obviously depends 

on the kind of information they contain. For instance, olues 

suoh a8 'you mispronounced this word' (Extract 14) may not 

help the studsnt to get the enswer right. Clues offered when 

students are not observing directions are effective in settina 

students on the right trace . (See xtract 26, 124. etc.). 

The success of repeat (9.1) more than the success of 

prompt m87 be the result of its being more clear end d1r ct 
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in telling the student that there is a mistaks in his/her 

utterance. This category seems more succsssful in eliciting 

correot responses when used together with eXplanation end 

clue (See Extract 11 and Extract 135) than when used alone 

(Extraot 13, 111,112, 113, etc.). 

l'rompt is also unsuocessful when used alone (Extract 16, 

28, 51,5~ 53, 114, etc.). It may have a better &hance when 

it is not highly reduced (Extract 104, 138) or when used 
-

together with explanation and clue (Extract 16). 

Transfer is not a good strategy in eliciting correot 

responses. This is even~when it is preceded by other 

categories like simple reproof den181 (8.1) (See Extraot 

49, 91, 103, 110, 113, 115, etc.) and non-verbal rejection 

(8.4) (Extra~t 48, 50, 52, 111, 125, 134, eto). 

From the greatest number of interruptions, simple 

reproof aenial and non-verbal rejection and yet the low 

suocess rate these categories exhibit, it could be concluded 

that they may not bs helpful in eliciting correct responaes. 

This seems true of transfer also. 

4.2.4. ~cher Feedback Be~viour in Class III Categories 

The fre~cy of teachers' feedback behaviour in two 

of class III categories was computed. The result is given 

hsreunder. 
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Number 

16. 1 
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Table 5. Teachers' Feedback Behaviour in Class III categories 

Tl T2- T3 T4 T5 T6 T7 T8 Tot al - -.,..- - --....-. 

Freq Per Freq Per Freq Per Freq Per Freq Per Freq Per ,Freq Per Ferq Per 

,------
1 100 1 

- - -- --_ . .. _-- --------------------
16.2' 2 28.6 - 2: 28.6 1 14.3 2 28.6 7 

-----------.-- ------------------ ----------, 
!rotal 3 37.5 2 25 1 12.5 2 25 8 

-----------------.'---- --------------------- ~ 
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This class contains only two categories one of which 
indicates the undecided mature of teachers while they offer 
feedback (16.1). From a single occurence of this category 
it could be said that teachers prefer to indicate the 
correctness or incorrectness of students by using either , 
~: Class I or Class II Categories. 

A few reactions which did not lend themselves to the 
system of analysis developed and those reactions which could 
not be grouped due to inaudible utterances of students end 
teachers were put in category 16.2. The figures in this 
category indicate that except in the case of 8 reactions 
it was possible to code and analyse the various feedback 
types. 

4.2.5. · . QomEuted Meen ~~ Standard Deviat!£~~_Class I 
and Class-II Categori~ 

Computations of Mean (X) and Standard deviation (S) 
were made to see how many times on average teachers used 
each of the categories identified in Class I and II; and to 
see the difference atIIOJIg. the teachers in using these categories. 
The results are given in the subsequent two tables. 

The mean W8.S basically computed to show the ari themetic 
average of the feedback type the sample teachers used . It 
must be noted that the figures have in some cases been affected 
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by the wide difference (range) we find between the highest 

and the lowest figure. For instance, if we take category 

1.5 (~ositive repetition) the range is 65, and for simple 

praise confirmation (category 1.1) the r~e is 43. 

Table 6. Mean and Standard Deviation Computed 

for Class I Categories 

-~ .. - -----
Category No. Mean SD 

---- ----
1.1 • 17.4 11.9 

1.2. 2.5 3. 76 

103. 0.5 0.75 

1.4. 

1 .5. 29.2 21.7 

1.6. 2.5 2.2 

f.1 • 7.5 7.5 

2.2. 3.4 6 

2.3. 0.12 0.13 

3.1. 0.12 0.3 

3.2. 

J.1. 3.5 b 4.6 

4.2. 0.5 0.83 

5 b 0.12 0.3 
---- --- ---

In handling correct responses, the eight sample teachers 

on average ijsed Simple praise confirmation (1.1) and positive 

pepetition (1.5) seventeen and twenty-nine times respectively. 

, . 
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Positive e~planetion (1.6) was used by eix teachers and on 
average sample teachers used it 2.5 times. Response develop­
ment solicitation without clues (2.2), and several answers 
solicitation without olues (4.1) have a mean frequenoy of 
3.4 and 3.5 r espectively. These categories were used by 
five teachers. Elaborate praise (1.2) has a mean frequency 
of 2.5. The other categories which have a lIIean frequency 
below 1 (Elaborate confirmation and several answers 
solicitation with clues) were used only b,y two teachers; and 
• single teacher used response developlllent st.telllent (2.3) 
and response improvement solicitation without clues (3.1) 

The standard deviation computed in general indicates 
that teachers do not vary among theme elves_ in the use of 
response development statement (2.3), response improvement 

- solicitation without clues (3.1), .t-esson Progression (5), 
elaborate confirmation (1.3), several answers solicitation 
with clues (4.2) and positive eJtplanation (1.6). A 
Significant difference among teachers waS seen in the use 
of positive repetition (1.5) and simple praise confirmation 
(1.1). With regard to these categories teachers bear 
resemblance with each other only in that they all used t1aem. 

From the 14 cat~!ies identified for Class I, it was 
pos.ible to observe that teachers reacted most frequently 
by using simple praise confirmation (1.1), positive 
repetition (1.5), positive explanation (1.6), response 
development soliciation with cluee (2.2) and several answers 
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solicitati on without clues (4.1). Among these categories 

a great similarity is seen between teachers in the use of 

positive explanation (1.6). Next to this category come 

severel answers solicitation without olues (4.1) and response 

development solicitation with clues (2.2). 

Similar computations were also made for class II 

categor ies. The results are indicated in the table below. 

Table 7. Mean and Standard Deviation Computed for 
Class II Oategoriee. 

-----------------------------------------------------------
N ... C t Oetegor7 Vean S:t~dard 

____ am __ e __ o_~ ___ a __ e_g_O_~_7, __________ • ____ ~N~um~b~~~ ___ _=_ ___ Devlation 

Interrupt 
Accept 
Simple Reproof denial 
Elaborate reproof 
Elaborate denial 
Non-verbal rejeotion 
Repeat 
Repetition with NO OHANGE 
Repetition with NO C8ANGI ~ 
except in EMPftASIS 
Repetition with CHANGE 
Repetition with CHANGE and 
EMPHASIS 
Loop 
Original Question 
Altered question 
Question 3 
Explanation 
Prompt 
Clue 
Transfer 
Return 
Verif ication 
Pro 1d 

6 6.4 9.3 
7 .37 .62 
8.1 
8.2 
8.3 
8.4 
9.1 
9.2 

9.5 
9.6 

10.1 
10.2 
10.3 
11.1 

11.2 
11.3 
12 
13 
14 
15 

3.2 
2.9 
0.37 

0.62 
0.5 

.:.,:1.5 
5 
0.62 
0.37 
2'.4 

2.1 

3.7 
2.2 
2: 

6 
4.7 
0.6 

0.9 
0.59 

1.2 

4.5 
0.7 
0.6 
2.9 
2.1 
2.3 
2.5 
2.3 

0.49 
1.32: _ 
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No computation was made for cate£ory 8.3 and 13 
since they were not used by any one of the eight sample 
teachers. Teachers showed no deivation in avoiding both of 
these categories while they handled in correct utterances. 

Moet of the sample teachers preferred to offer negative 
feedback by frequently using categorY6

J
9.6, 11.2, g~t:',:" g'<f 

', anaq·f. Among these cate. ories teachers ehowedstrong 
similarity in the use of category 14, 15, and 11.2. 
Although they are used by a limited number of teachers the 
sample teachers are also much alike in the use of category 
9.3, 9.2, 10.2, 7, 8.2, 10.1 and 9.3. We do not see much 
agreement among teachers in the use of category 6, 8.4, 
9.1, 9.6, 8.1, 10.3 and 11.3. These categories are 
illiosyncratic to teachers and perhaps signs of different 
styles and methods. 

4.3. Presentation and Discussion of Descr!Etive Data 

In this section an attempt is made to correlate the 
results from the eight classes and peint out some general 
trends that the observation data suggest. 

The whole procedure of feedback provision or the most 
common triaa cycle in teachers' talk - Question - Answer -
Comment - was done in an environment which teachers strictly 
defined. Almost all of the questions or elicitations were 
made from the Grade 11 ENE text book. Answers to questions 



related to grammar were expected to confer with the rules ' specified in the book or with those specified by the teacher. conformity or failure in observing these rules provided teachers with the grounds for accepting or rejecting responses. Even when students were asked the meanings of words they were expected to keep to dictionsry def in! tiona or def 1ni tiona. given in the textbook. There were only a few instances in which students were asked to contribute their own comments, ideas, etc. in the pro«ression of lessons observed. However, most of the time they were only in the class to give responses to Whatever the teacher asked. 

In addition to this general observation, specific discussions relating to class I and class II categorie~~ are made hereunder. 

4.3.1. glass I Categorie& 

When teachers react to students' correot responses certain kinde of Class I categories occur comparatively freQ.uently in classrooms and that other kinds are very much less oommon. 

Teachers. preferred to use category 1.1 and 1.5 more often than others. when they Wanted to confirm the accuraoy of students~ communication. Al tholl&h not pointed out in the numerical tables, these two categories were repeatedly used together. The following exchange is a typjloal example 

• ••• - .~..,... --~""-.-:-~ ~-- -y ." J 
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of the data collected. 

T. What's the meaning of dootrine ? 

S. Beliefs and teachings of a political party 

T. Yeah, beliefs and teaohings of a political party 

(Extract 58) 

Category 1.1 ,is rar ely coded occuring alone althoU8h 

this is not always the case for category 1.5. This 

oombination is common for the other categories also. 

Categoriee in class I generally are used in combination 

more than we see for class II oategoriee 

,,' 

Words like 'Yes', 'alright' end 'good' which serve the 

funotion of simple preise confirmation were also used to 

indioate to the students that the teaoher is ready for 

another person to perform (coded as transfer) or that he hae 

accepted content while immediately providing correction on 

linguistic errors (category 7). 

Teachers' preferences for category 1.1 and 1.5; and, 

next to these, for 2.1 and 4.1 may partly be the result of 

their being e~5y to manipulate. Categories which specially 

involve clues (2.2 & 4.2) seem more demanding. It has been 

possible to observe that teaohers do not want to develop 

students' positive statement except that of oonfirming its 

oorreotness. They develop students' positive statementa 

usuall.y when this is required by the textbook. Teachers 

have 81so shown preferenoe in using cateeories like 2. 1 and 
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4.1 which involve no clues than categories which incorporate 
the feature of clue. 

Apart from the fact that !ome categories are easy to 
manipQlate teachers may have avoided the use of the other 
categories thinking that these might consume the class-time. 
This does not seem justified considering the high frequency 
of positive repetition which at times involves the repetition 
of long sentences. 

Apart from individual differences the neture of the 
lesson and the time the teacher uses may go towards 
accounting for the variation exhibited among teachers; in 
the use of the different feedback types. T1 and T4 who only 
used 20-25 minutes of the n01'll ,,1 c1ass-tiJne have a total 
of 33 and 20 occurrenoes of class I categories in their 
reactions respectively - small figures compared to the ether 
teachers. 

The only teacher who used only 3 categories (this 
teacher has been observed consietently using the least number 
of feedback: types identified for the study) is T2• He W.aS 
conducting a reading lesson and followed a procedl~e of 
asking students to read aloud, followed by the teacher's 
reading aloud the Same text and explaining the gist of the 
various paragraphs and the meanings of words in the passage. 
The teacher himself frequently offered explanations to the 
meanings of words rather than eliciting responses frOG 
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• 
students. This strategy left no room for asking students 

questions and for further observation by the researcher ot 

the teacher's reaction. , 

The sum total ot positive teedback is 539. This 

exceeds the occurrence ot negative feedback by 203. This 

would obviously ~ean that in the sample classes ~ore collect 

responses were noted than incorrect ones .• 

Since most lessons were teaching grammar patterns or 

vocabulary and ~eaning, there was little or no tolerance 

of errors. Tolerance ot gra~tical errors was only observed 

in the cass of T5 and Te in t"o or three instances When 

they were reacting to responses atter asking students to 

construot sentences based on words given. The long chains 

ot elicitation and reelici tations in the course ot the lessons 

were made to correct simple grammatical errors "hich were 

not relevant to understanding between the teacher and the 

learner. Teachers' ass,istance W~8 not in general geared 

to"ard enabling the students to express content within 

specified limits but towards acouraoy ot response (See, 

Extract 24, 2B, 34, 126, etc.) 

After errors ot pronunciation, short repetition cyclee 

were demanded by the sample teachers (see~tract 11, 14, 
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77, 79, 153, eto.) Some eleven pron~ciatlon errors appeare~ 
in the data. These errors ~ere not tolerated and ~ere rather 
the causes. for the use of interruption. Students were 
required to repeat correot models efter the teacher. 

The data and the observation made strong17 SUi&est 
that "the major goal of these les sons seemed to be to have 
students answer questions and use patterns in a way the 
teacher had planned - with no variation allowed" (Panselow 
1990: 586). This seella, true not only for situations in which 
students provided oorreot answers: but also even when studenta 
gave correct answers. Extract 34 provides a typical example. 

At time$teachers begin to give corrections on in~vidual 
~ords and ~edlately go on correcting the full utterance 
thus confusin8 students as to what taachers expect them to 
do (See Extraot 111). 

Concurrent with the trends! seen in Panselow's f1nd.1J1g1l 
(Op.Oit, 587~)! man,y cycles. in the sample classes contained 
instances of repeated errors due in part, perhaps, to the 
fact that the teachers often did not indicate either that 
an error had occurred or where it had occurred. Exchanges 
in Extract 48, 52~ 124, U6 etc. reveal this. 



CHAPTER FIVE. 

CONCLUSIONS AND IlECOMrm'lDATIONS 

This paper has attempted to address the significance 
of feedback provision in lall8uage clasaroolllfl,. 

True, the most common type of communication in the 
classroom involves a teacher's elicitation and a student's 
response ~hich is followed by the reaction of the teacher 

t (Bellack 1969; S:inclair and ~ou~ard 1977). As attss ted by 
Bellack (1969) "if this eequence does indeed define a &ene~l 
p·attern of classroom discourse, it would seem to be iJnportant 
to investigate this sequence of moves in greater detail" 
the current research waS conducted in this. spirit. 

To achieve the aim of the study eight experienced EJL 
teachers were selected by lot. Each of them was recorded 
for a single period. A model of description was developed 
with the use of which it was possible to classif7, analyse 
and objectively talk: about the feedback: behaviour of tb.e 
sample teachers.. 

5.1. Conclusions: 

We have touched on three questions that hlld significant 
factors for achieving the main purpose of the study. These 
were: 
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(a) How much of the class-time iB spent on the 
provision of feedback ? 

(b) What types of feedback do teachers use ? 

(e) Does there exist a regular pattern in the reactions 
of teachers ? 

Prom the analyses and observations made based on the afor e­
mentioned ~ueBtions, it waS possible to arrive at the 
following conslusions. 

5.1.1 • The current res earch has, IllIlO~ other tb S ngs.', 
clearly shown that teachers; spend a gr eat deal of the class­
time for the provision of feedback. It has been found out 
that 29.~ of the clesstime (or almost 12.4 minutes) is 
spent for this; purpoBe. Alt hough teachers spend a great 
proportion of the class-time for the provision of feedback 
their strategies do not Beem Buccessful. Teachers do not 
encourage students to expand on their replies. Sometimes 
teachers distort the oontribution of students in their demand 
to fit students' reaponses to teachers' frame of reference. 
Most of teachers' treatments fail to serve as a means of 
clarifying meanings and increasing understanding. 

5.1.2. The results: of this research indicate that 
teacher3' feedback behaviour is a rieid behaviour. In both 
clasBea I and class II categories a lLmited number of feedback 
types o.cur comparatively more fre~uently than others. 
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TheN are siJnple prdse confirma tion (1.1), llosi tiva 

repetition (1 '~5), response developJllent ' solicitation without 

clues (2.1) and several answers: solioi tation without clues 

(4.1.) froll olas s.}; end interrupt (6), silllple rellroof 

denisl (8.1), Loop (9.6), Prolllpt (11.2) and non-verbal 

rejection frOIll class II categories. This does not necessarily 

lIlean that teachers showed agreelllent between thelllselves in 

the use of these categories. From the standard deviation 

oOlllputed it wa$possible to note that teachers showed much 

agreement between thSJlselves in the use of positive 

explanation (1.6), several ans~erB s~lioitation without 

clues (4.1) and response development solid. taUon with 

clueS:~.2) in class I; and repetition with no change except 

in elllphasis] (9".3), repetition with no change (9.2), altered 

~uestion (10.~), accept (7) and elaborate reproof (8.2) in 

class II categories: (See Table 2, 3, 6 and 7). 

5.1.3. The 1Il0st fre~uently used categories are not 

necessarily the most success~ul ones. Computation of success 

ratio for some of the most fre~uently used class II categories 

supports this conclusion. It was possible to note positive 

relationship between success and the use of Question 3 (10.3), 

clue (11. 3) 1'elleat (9.1), prolllpt and eJqllana tion in eild. tine 

correc;!; responses. The use of olues, ~uestions (10.) and 

-eXplanation has; a better chance in eiloi ting correct 

answers. not only when these categories are used alone but 

also when they are used to&ether and when they supplement 

othB.1' categories like repeat (9.1), prolllpt and transfer. 
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5.1.4. Teachers ! trictly defined the environment in 

which students should operate~ They also preferred to put 

strin&ent demands on grammatical accuracy and pronunciation. 

As a res.ul t of this practice long chains of elioi htion lI!!d 

reelicitation in the course of the lessons were noted which 

were not relevant to understanding between teachers and 

students. This clearly indicates that teachers are most 

interested in the form of the language than in what students 

say. 

5.1.5. Teach.ers provided feedback by using verbal and 

non-verbal signals. Non- verbal signals usually accompanied 

other categories in both classes. In olass II, however, they 

were primarily used to indicate to the student that his:: 

utterances are not corre~. However, this strategy is not 

effective in eliciting correct response. It has one of the 

least suocess-ratio,-, computed (see Table 4). 

5. 1 .6. Most of the sample teachers waited for students 

to finish their utterances before beginning to provide feed­

back. This seems an enoouraging practice compared with other 

findings which indicated that teachers frequently out-off 

student responses before completion when they thought that 

the res~onses are incorrect (Kolley and King 1971; Chaudron 

1977). 

5.1.7. students generally receive II ttle or no help 

frOG teach.ers in their attempt to provide correct utterances. 
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Teachers spend most of the class-time -due to this strategy. 

In this regard the current finding does not eoncur with 

the findings of Fanselow (1977), Cbaudron (1977) and Holley 

and King (1971) who reported that providing correct. answers 

was the most popular treatment in their data . The strategy 

us.ed by ths s8lilple teachers is what McHoU! (1990) callSJ 

lithe strategy of indioating unacceptable student answers; 
-
without providing direct corrections as such." ' The practice 

-
of the sample teachers resembles what Hicks (1983:245) has 

found out about Tanzanian teachers: 

They [the teachers) are simply putting 
pressure on the class to give an answer 
by using Silence, repetition of the 
question, urging or renominating, or as a 
final sign of the failure of elieitation 
process telling them what to say. 

This practice may be «ommon due to linguistiC inadequaeie8J 

on the part of the teachers (rather than pedagogic ignorance) 

as !uggested by Hicks (Loc. Cit.) and Yoseph (1990) or 

teachers may think that the other categories are time -

Conaumin&. Another reason may be that the above cat~or1es 

afe easy to manipulate. 

5.1.8. The results of the _ reil.earch further revealed 

that teachers' feedback behaviour is complex behaviour. 

Teachers feedback behaviour is related to teact.~ts ' preferenoe, 

the time available, the type of lesson in progression, the 

type of students' responses etc. 
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5.2. Recommendationa -
Conducted primarily as a desoriptive study, this 

research did not intend to devise methods of increasing 

the effectiveness and effie:iency of teachers' reactions. 

Nor did it venture to offer hllrd lind fast prescriptions as 

to what particular direction the provision of feedback should 

take. However, going through the data and based On the 

observations ~ade it is believed that a few speculative 

suggestions could be generated for teaching, learning and 

teacher training. It is in this oontext that the following 

recommendations are made. 

5.2.1. One general suuestion that could be made ia 

that teachers need to avoid using a narroYl ra1l8e of feedllllcJc 
.- <: 

types and are rather advised to use a wide variety of options 

available to tham. 

5.2.2. Teachers need to minimize their stringent 

demands for gra~atical accuracy which were the causes far 

many of the unsuccessful chains of excha1l8es between teachers 

and students. As also found out by others (Kolley &: Kin& 

1971; and Hendrickson 1978) the avoidance of such a practice 

bears good results in helping learners communicate with the 

language more confidently lind in producing greater participation 

and inter a.ction between teachers end studenta. 

5.2.3. Although the provision of feedback: tues up a 
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sizeable proportion of the class-time the kinds of class II 

categories r . do not seeJll effective in elici till8 correot 

responses. Hence teachers need to reflect on their baaaviour 

so as to make some adjustments. Together with the need for 

usill8 a wide variety of feedback types, teachers need to maRe 

s uffiGient use of feedbaak: types_. like clue, explanation, 

and questions (10.3) which may be helpful in leading studant~ 

to diecuver the correct answers for t hemselves. 

5.2.5. students eould be made to actively participate 

in the procedure of feedback provision. Rather than to 

simply attempt to respond, students could be encouraged to 

ask questions after any task or question they do not 

understand. 

5.2:.6. The implications of research works which 
,..... 

concentrate on teacher-ta~lk should be given important place 

and their utilization should be sought by teaoher training 

institutes "hich aim at inoreas1n£ the effectiveness of 

teacherll. In this regard thia: researGh suggests that .. 

systsQatic approach to feedback provision "ould be mors 

effeo~ive than random feedback provision. 

However, there reJllains much to be do.ile in this area. 

This research may be considered as an initial probe into 

the nature of the feedback behaviour of Engliab. teaoh.ers. 

Further investigations are Vlarranied in the same area. Aa 

aucdnctly put by Fe.nsllow ( 1987) our task should be "to 

explore not to conclude . " 
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Appendix I 

Bxtracts From the Classroom Talk of fl 

Categories 
Identified 

1.],/1.6 

1.],/1.5 

fext 

ixtract 1 

!r. • •• who could give me an answer? 
S. Adverb clause of reason. 
!r. Yeah. BecaLlS6, you. know this is an adverb. 

Hxtract 2 

T. 50 this is one pattern u.sed to form an adverb 
clau.ae of result. Can 7o~ produ.ce .a sent­
ence in which this pattern is u.aed. 

S. He is so ald that he won't live lon&. 
f. Alright. He is so old that he won't 1 he 

won't what ? 

5. LiTe lone. 
T. He won't live long, a1ri~ht. 

ixtract 3 
!r. Let me eive you. one moreexampl,.e.s (writes on 

BB) what's that? She has grown so quickly. 
What's this? 

S. Adverb 
1.5 T. It is an adverb. 

ixtraot 4 

T. Use 'that', 'as', 'adjective' and then \.lse 
fsllch ••• a' and then produ.ce your sentences. 
Ok, try. YOIl cart talk of something expensive 
to i~. 

S. ·This is sllch an expensive shoe that I couldn't 
bllY. 

1.5 f. This is sllch an expensive (writes: shoe that 
I couldn't illY) 



s. 
9.6 f. 

s. 
1.5/1.1 T. 
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Extract .5 

What's the result of the car bei~ expensive? 
Yes ? 

XX 

Yes ? 
He can't buy it. 
He can't buy it, rieht • 

Ji'xtract 6 

f. I ought to write to him. What ia the modal 
auxiliary? 

SS. OU€;ht , 

1.5 T. Oueht. 

Extract 1 , 

T. Can a.n,yone tell me what they are? What are the 
two types of infinitives ? 

S. Infinitives and non-infinitives. 
9.3/11.1/1.5 T. Infinitives and non...;infinitives? We ' are talk­

ilJi: about infinitives J and there ia no non-infini­
tive. Yea, infinitives are ' divided into two: 
full infinitives and bare infinitives. 

Extract 8 

f. I had better go. What kind of infinitive it is ? 
SS. Bare. 

1.5 T. It's bare infinitive, An infinitive without to. 

f. 
SSe 

T. 

f. 

s. 
11.2 T. 

s. 

Rxtract 9 

••• what does it refer to 
Fu.ture. 
It refers to the 
performed in the 

future, an OBligation to be 
fu.ture. 

Bxtract 10 

Instead ot 'o~t' who can use 
instead of t oU&ht' 
I should to write to him. 
I should? 
I should to write to him. 
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8.1/11./11.3/10.3 T. No. We have said that the only modal 
auxiliaries followed by the full infinitives, 
that is -by 'to' -plus 'verb phrase' are 
'ought', 'have', and 'used'. The rest of 
the auxiliaries must be followed .y the in­
finitive without 'to'. So canyoll improve 
your answer? I should ••• 

S. Write 
1.5 T. Write 

7/9.5/1.4 

1.tj2.1 

1.5/2.2 

Bxtract II 

T. Who can answer the first one? You'll read 
the question and you'll anSwer the question. 
Yes, please . Speak loudly. 

S. 

T. 

s. 
T. 
S. 
T. 

We devel.Op (Prom clive-Ie;}!' ) new products 
every~. 

Yeah, develop (Pron: dl'Velap) Listen and 
repeat. 
Develop 
Very good. Yeah the answer. 
We should develop new products everyday. 
New products. You are supposed to use both 
'should' and 'ou.ght to.' So, answer the 
same question using 'ought to' 

S. We ought develop new· products -everyday. 
9.1 T. Again 

S. We ought develop to new products everyday 
8.2/11.l/9U T. You didn't follow t What have I told you? 

'ought' must be followed by the full infini­
tive 'ought to'. Then YOIl write 'ought' plus 
'to' and 'they'. Should I go to a !oldsmith 
and make a necklace where tAere is 'ought to' 
on it and Pllt it on YOllr ne ck? Say it 88ain. 

I. We ought ••• '1ge ought to develop new products 
every day 

1.2 T. Very good. 

ixtract 12 

T. The second question. Who will try the second 
one? YOIl read the qllestion and YOIl answer 
the qllestion 

S. (Reads) They apply Mathematics in m~ diff­
erent activities. 

2.1 T. YOIl answer 
S. They should apply Mathematics in different 

activities. They ought to applY Mathematics 
in different activities. 
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1.1. T. Good. 

9.1 

T. 

s. 

T. 

~~ct 1J 
Who oan try number three ? 
question. 
You use an e1ectrio (Fron: 
pump to raises the water. 
Again 

You need the 

e1ectl'ik ) 

S. You use an electrical (Fron: e1iktrika1 ) 
pump to rise the water. 

T. Do not read what's not written. It is not 
electric (Fron: e1iktrik) It·s electric 
(I'letrik). Alright, you answer the question ' 

S. You should use an electric pump to rise the 
water. You ought to use an electric pump to 
rise the water. 

9.5 T. To raise 
SS. Raise 

1.1 T. Raise, Raise means take off 

Extract 14 --T. Who can try number two ? Yes, you reaa the 
question and ans"e~ the question yourself. 

S. Yon use an electric pump to raise the water 
We should use an e1ectrio pump to raise the 
water. 

11.3 T. The question has already been answered. 
The next question. 

S. Don·t (%3) retreat. You resist the ene~. 
Don't resist you should resist the ene~. 
Don·t retreat you ought to reist the en~. 

11.3 T. You mispronounoed this word 
S. (Fron: r1 tai t) 

15 T. Retreat 
S. Retreat 

1.1/2.1 T. Good. Now, have you arumered the questiolB? 
S. Don·t retreat you should resist the ene~ 
T. Oh, no. 

Extract 15 - -
T. What is the short form of cannot ? 

SS. Can·t 
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1.5/4.2 T. 

SSe 
1·~V2.1 T. 

S. 

1.V1.5 T. 

T. 
S. 

11.2 T • . 

S. 
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Can't. B,y the same tOken you can contract 
this 
Oll8htn't 
Oughtn't, can you think of the negative interr­
ogative form? Yes, please. 
Oughtn't I 
Yeah. Ought I not. This is the full. form 

~ract 16 

Now, let's go back to that question 
Don't retreat you shouldn't resist the enemy. 
Don't retixeat 
Don't retreat you (x2) ought ••• you oU&htn't 
resist the enemy 

11.2 T. Don't retreat you should 
S. To oughtn't resist the enemy 

8.1/11.2 T. No, .no. You should ••• Don't retreat 
S. Don't retreat. You should ••• You shouldn't 

resist the enemy. 
11.V11.3/11.2 T. Aha, you make it negative. ~ake it posltiTe ••• 

Don't retreat you should 
S. Resist the enemy. 

1.2 T. And with 'ought to' 

s. Don't retreat you ought 
11.2 T. Resist 

S. Resist the enemy 
1.2 T. Hxcellent. 

(x3) you oU&ht to 
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Appendix II 

Bxtracts From the Classroom Talk ot T 2 

T. 
S. 

Text 

Bxtract U 
Apartheid ••• Do YOLl know the meaning ? 
XX 

9.6 ~. eh? 
S. Dis crimination 

• •• 

~.l/l.5 T. Ok, now, it's a discrimination amol'l& the 
whites and the non-white people. 

Bxtract ~8 

T. A terenji (trl a white person) woman and an . 
Bthiopian or a blackman they marry each other. 
The son or tke child between;them is not either 
ferenji or a black person, ok? He is a 
person of mixed ~lood (x2) ••• How do we call 
it in Amharic this person? Lulseged 

S. q.e."? (trl mixed) 
1.5/~.1 T. 

S. 
and ? 
(trIhybrid) 

8.2 T. (li"\:/' ~,e,.f>6\'i'i (teacher curses the stlldent) 

llxtract 19 

S. (Reads a paragraph assigned to him 'by ~and 
reads 'it's' as 'it is ') 

f. Now our person ' said it is. When YOIl read 
this, YOIl shollldn't read it as it is ••• it's, 
ok? it's short, -ok? So as it is written 
like· that. 

Extract 20 

f. Now, they don't have right, we said. What 
do we mean . y that? 

S. Freedom 
9.6 T. eh 'I 

S. Free'dOGl. 

1.5/1.1 T. Freedom, yes. 

I 
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·I xtraot 2l. 

T. What do we mean by that? Assembly? Yes 
S. h-fllit"1 (tr: congregati'on) 

10.3 T. Can we say that? Another common word (x2) 
in English. Assembly. Yes 

S. Collection 
T. Gatherin&, collecting, meeti~ (x3). 

wLll:.;1te meetffih: (x2) m-e- e-t- -~!. 
gatherin&. tts also possible. 

There 
O.k, 
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Appendix III 

ixtracts From the Classroom Talk of T3 

Text 

ixtract 22 

T. We can say the same ••• ea ••• the same mean-
ing in how many different ways ? , 

S. Four 
~.5/1.1 -T. In four, alright. 

Bxtract 23 

!. Are we showing the difference ~etween two 
things ? 

S. No 
1.5/1.1/2.1 T. NO, yes. We are doing what? 

S. We are doing the same thi~ 
11.2 T. We are showing ? 

S. The same me anini. 
8.1/10.3 T. No. They have the same meaning, .~t when we 

are comparil1c!: the two things, are we saying 
that one is better and the other one is less '1 
Yes, please. Yes 

S. No. 
9.6 T. Yes? 

S. No 
1.1/1.5/2.1 T. Yes, no. What are the same ? 

S. They are not the same 
3.1 T. With '1 

S. White 
1.1 T. Yes. 

Bxtract 2! 

T. What do we mean \y sincere ? 
S. Honest 

1.1/1.5/4.1 T. Yes, honest. And not only honest , eut 
s. Havi~ a straight manne~ o 



1. 5/1.l/4. 2 T. 
S. 

9.6 T. 
s. 

9.2;.1.0.3 T. 
S. 

12 T. 
s. 

8.1/ll.~ T. 
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Straight mannBr, alright. 
_ear (?ron: bir) 
eh ? 

bear (?ron: _ir) 
beer? What's beer? 
_-e:"a-r 
Yes? 
Since're 

'i, 

A person who 

No. Yes, you ••• you're associating sincere 
in write letters. Yes, there, but not that 
one. 

S. O_ey 
9.6 T; eh 

S. o_ey 
1.5/l.1/T.0_ey, alright. So, sincere llleans honest ••• eh ••• 

2.1 

1~5/2.l 

1.5/1.1 

one who never tell ••• tell what? eh ••• one who 
never tell 

S. Lie 
T~ A lie. What is the spelling of lie ? 
S. L - 1 - e 
T. L - i - e J yes. And one who never cheats we 

call him he is sincere. 

lIxtract 2.2 

T. Now, out of these persons. Who is sincere ? 
Or lllore sinoere. Yes. 

S. Martha is more sincere 
1.l/1.5/2.l T. Yes, Martha 1s more sincere than Senayit. Now 

we laye llSe d whi ch one ? 

S. More 
1.5/2.1 T. eh ? More, adjective, sincere, eh 

S. Thazi 

1.l/1.5 'r. Yes, than. 

Extract 26 

T. Use ons of the structures in here (x2) Yes, 
please. 

s. SellBJ'it is more sincere than Martha. 
ll.3 '1'. No we shouldn • t repeat 

S. Senayit 1s leils sincere than Martha. 
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1. J./l. 5 T. 
S. 

Yes, Senayit is less sincere than Martha. 
Senayit is not as sincere as Martha ••• Senayit 
is not as aincere as Martha 

1.l/1.5/2.2 T. 

S. 
1.1/~.1 T. 

Yes, Senayit is not (2) as sincere as Martha. 
Now, let's give tEem the same kind of ••• eh ••• 
ability here. eh... (trl ok) 

Senayit is so sincere as Martha 
Yes. Or 

S. Senayit is as sincere as Martha. 
1.5/1.1 'e Senayit is as sincere as Martha, alright. 

T. 

S. 

Ji'xtract 27, 

Now, lot's take question number 
English is not so hard as Mi6hs 
Maths is aarder than English 

four (x2) 
••• 

1.1/2.2 T. Eh, yes. Now there is • change in companieon 
here. What is the difference we made here ? 
Yes, please 

S. Not use more 
1.J.!2.1 T. Yes. ~? 

S. Be cause har>d 1s one syllable 
1.5/1.1/1.6/2.1 T. One syllaile, fes. With one syllaile words 

instead of more or less we add what? 'er' and 
in the superlative degree? 

S. e - s - t -
1.5/1.1/2.1 T. We add e - s - t , alright. But after it we 

have what? 
SSe 

1.5/1.J.!4.2 T. 

S. 
11.2 T. 

S. 
11.2 T. 

S. 
1.J./l.5/11.1 T. 

Than 
Than, alright. Maths is harder than English, 
alright? Now we are going to have Bngland. 
eh ••• 'r, i'L. (tr: o.k. ) 
Bngliea is leaa harder than Maths 
English is less ? 
Harder than Mathe> 
Is less ? 
Bnglish is less hard than MathB 
Yes, Bnglish is less hard. Not • •• you don't 
say harder. 



. ..... 
• • • ..J ••• 

-1015-

Extra.ct 28 

T. Let QS say that they are both hard ~2). Yes, 
please 

S. English is ~2) not so hard as Maths 
11.2 T. English is 

S. Bnglish is so hard as Mathe 
10.3 T. Well, Yes, youfsentence is correct, but what 

I said was · what ? ••• Let us Bay that both are 
ihe same ••• They are eqQally hard 

S. Bnglish is not as hard as Mathe 
11.2 T. Bng1ish is 

S. not as hard as Maths 
8.2 

S. 
1.1/1.5/4.1 T. 

S. 
1.1/1.5 T. 

You are 
saying. 
English 

saying the same thing what she is 
Yes, please. 

is as hard as Maths 
Yes, Bnglish is as hard as Mathe or ? 
Maths is so hard as Bnglish 
Yes, Maths is so hard as English 

Bxtract ?9 

T. Before we discuss tell me the answer you gave 
S. Beliefs and teachings of a political party 

1.1/1.5/2.2 T. Yes, doctrine is the belief a.nd taaching of a 
Political Party ••• What do yOQ undersland when 
we say the beliefs and teachings of a Political 
Party ? 

S. 

9.6 T. 
S. 

1.l'/2.2 T. 

S. 
9.6 T. 

s. 
2.1/15 T. 

It's a Political princip~e that a political 
party XX 

I couldn't hear 
It's a Political principle that a political 
party follows or PQTsQe4 
Alright. Can we give examples as how a polit­
ical partF uses the doctrine ? 

XX 
eh ? 
Propaganda 
And what's that Propaganda? You have to 
elaborate what it means (offers the answer by 
giving extended examples) 
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Rxtract 30 

T. Do yo~ think these farmers wi~ s~pport this party ? 
SSe Yes 

1.1/1.5 T. Yes. Will s~pport the party 

Rxtract .21 
T. What's policy? (x2) Yes 
S. 

1.1/1.5 T. 

T. 
S. 

1.5/2.2 T. 

A plan of action made in a political party 
Yes a plan of action fOnR~lated and iss~ed by twrites on BB) a plan of action formlllated meaning has form~la (x2) and iss ~ed, given by a political panty. 

Rxtract 32 -
And the farmers are going to be given whalt ? 
Land 
They are going to -be given land where t~ can produce eh ••• what ever they like. To do this ••• to prod~ce, eh, whatevery they like. To do this (x2) to give them -the land has to come from where ? (x2) 

S. The land _ has to come from the government 
~.2 T. Rh, well, if it is a fe~~list co~try the land is already 

S. It must be expropriated from the bo~geous'e 
15 T. If it is a feudob~geoisie, it is with the land .wners. Then the land wi~ be taken from the land owners and distribllted among the vffiat? The farmers, alright ? 

Bxtract 33 

T. Alright. So, shall we go to the third one ? ••• First let's see yo~ example ••• yOl~ answer. Yes, please 
s. XX . 

9.6 T. No, I didn't hear 
S. Antagonistic attit~des between different races 

1.5 T. Attitudes between (finishes the sentence b~ writing on BB) 
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Extract ,U 

T. 
S. 

Now, racial. Is it nolUl, verb or an adjective? 
It's an adjective , 

1.1/1.5/2. 1 T. 

S. 
1.5/2.1 T. 

SSe 
1.5/2.1 T. 

S. 
4.5/2.2 T. 

Yes, it's an adjective. Now, what's the nolUl 
form of racial ? 
Race , 
Race. 'R .;. a- c 
racial, it means 

- e. Race. So, when we say 
of what? It means of 

Race 
A race. 
Mankind 

\ I " 
What',s 1,race ? Yes 

'.' 

Hm ... ' Mankind., Well, mank, nd is a race, of 
course. B~t let's narrow it, let's bring it 
very XX 

S. Competition between two groaps 
8.1/11.l/10.~1l.3 T. Em ~~~ It is not a com :11 What we are saying 

is ••• we have not disc~sed ' racial. Now, what 
do we mean by 'race ? Now, for instance, such 

8.1/11.1/11.2 

, kind of people 'are this race? Alright? How 
do you group people as in a race or put them in 
a race ? 

S. XX 
T. 

s. 

No, 'no. That's 
ent, alright? 
People who have 

• •• diacrimination is 
The people, alright. 
different origin. 

differ-

1.5~. 2 T. They have different origin. Now the difference 
in origin can be put together with some 
characteristics, alright? What are the 
characteristics we have to put? Bh ••• in 
order to differentiate one race from the other 
••• "hl'L (tr: o.k.) 

S. 
1.5/~.1 T. 

S. 
1.5/4.1 T. 

S. 
16.1 T. 

s. 
1.5/1.1/4.1 T. 

s. 

Cult~re and language 
Culture 0 •• language and they have the same 
language, they share the same culture and also 
Color 
Well, color. Well, most of the time, yes. 
And there is another thing also 
The attitude of different people 
The attitudes, may be, yes. More or less 
the same 
Religion , 
Religion, yes. And there is one aore 
State of development 
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9.6 T. Yes? 
S. State of development 

1.5/4.1 T. State of development also. There is one more 
important t hin& 

S. Society . 
1.5/1.1 T. Society, alright. Bh 

S. Clllture 
11.1 T. Well we haVE:! already said culture 

S. Their type . ' 
12 T.?'K. (tr, o.k.) Yes. 

S. Sex 
11.2 T. Now ~here is ' one thing is their geographical ••• 

' . ~ ~"-'-: l. ' 

S. Sit~tion 

1.1/1.5/14 ~~~ Yes, the situation. Now, what is the equiva­
lent for race in Amharic ? 

9.6 

8.1/11.1,4.0.1 

8.1 

15 

S. XX 
T. 
S. 
T. 

S. 
T. 
s. 
T. 

Bh ? . 

~~'4>t;9'l~9U (tr: rwming contest) 
No. That is ••• racing is -;" /'iP'P,.s;-~91)j;$1b (trl 
rwming contest ) But we are not talking 
about this one. Race in Amharic is 
He (tr: race) 

'Not ' HI Q;:' aut yes 
XX 
Bm ••• well it could De, Dut ro~ (tr: 
tribe ) is much Detter. 

Bxtract 35 

I. So let's take two people here, two races. Yes 
S. XX 

9.6 T. Yes, Yes? 
S. The Gurages and the Oromos , 

1.5/4l/2.2 T. Th.e Gurages and the: Oromos, right. But, eh, 
alright, let's take them, alright? But th.ey 
are most of the time they liTe peaceflllly. 
But why not take two races tkat are most of 
th.e time at war in our country,. If you go to 
Harrar, there are some races that are always 
••• eh :11 

S. Isas 
9.6 T. Yes? 

S. Isas 

. -~ "":",,~.-----, - ,"- '.-
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1.5/~.1 T. The Isas and the? 
SSe The Afars , 

1.5/1.1 T. The Afars, alright. 

T. 
s. 

Extract 36 

So antagonistic is what ? 
Conflict 

~ . 
• 

1.5/2.2 T. It is a conflict. They don't agree. Sothey 
have antagonistic feelings (x2), alright. Now, 
if you have read this in your Dook, there is 
an antagonistic feeling with who ? 

• s. 
16.2 T. 

Apartheid , ,,' ;," 

Eh? Apartheid i s 

Extract 37 

n ••• • • • 

T. What's apartheid 
or a policy ? 

• • • Is apartheid a doctrine 

S. Policy 
10.3 T. Is it a policy? 

Doctrine 
It is a doctrine 
for apart he id ? 

••• 

S. Racial segregations 
9.6 T. ih? 

S. Racial segregation 

what are the Policy ell 

1.5/2.2 T. The racial ' se!regation .etween the whites and 
the blacks, the non-whites. Now, apartheid 
is a policy ••• the doctrine and the policy 
are the different ways of putti~ eh the 
discrimination. How do they do it ? 

S. The non - whites are not allowed to participate 
in any political party. 

1.1/1.5 T. Yes, the non - whites are not allowed to 
participate in any political party. 

Extract 38 

T. The non - whites should show 
S. The non - whites shouldn't go from one place 

to another 
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1.5/2.2 T. From one area to another. - If t~ do, what 
do they have t5> _ show? A pass ••• 

15/14 
S. They have to show a 
T. A pass ~ook meaning he is ••• now, if we take 

Addis Ababa if you want to go to Merkato 
you'll have to carry with you something. You 
have to have 

SSe Pase book 

! 

You!ll have to show the passDook to the poli~. , 

Bxtract ~2 

T. So this is what ? 
SSe Policy. 

1.5/2~2 T. This is their policy. A white or non-white 
person is not allowed to travel with a white 
person in the .us. This is what a&ain 

SSe Policy 
1. 5 T. It is pol icy (x2) 

T. 

S. 
1.5/2.2 T. 

SSe 
1.5/2.2 T. 

Bxtract <4-Q 

There is a racial or antagonistic feeling 
. etween -the non-whites and the whites. Now, 
what ,0 . which countries 

South Africa 
It is South Africa. Does tAls mean that 
there is no discrimination in any other 
country? 
No 
Bh • •• There is discrimination. Do we have 
any discimination in our country ? 

S. No, we don't. 
10.3 T. We don't have any discrimination? ••• There 

is aoms kind of discrimination 
S. Racial diecrimination 

1.1/1.5/2.2 T. Yes. We have from ona race to another there 
is aoms discrimination~ Some people are 
engaged in makine pots. You look at them 
as in what form? Not equal with 

SSe Others 
1.5/1.1 T. The other people, alright. 



T. 
·s. 

1.5/1. 1/4.1 T. 

S. 
1.5/2.2 T. 

S. 

1.5 T. 
s. 

1.5 T. 
S • 

1.5 T. 
S. 

1.1 /1.5 /1.5 T. 

T. 
S. 

16.1 T. 

s. 
4.1 T. 

S. 
1.1 T. 

T. 
S. 

1.5 /2.1 T. 

S. 

1.5/2.1 T. 
S. 
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lfxtract 41 

What's the meanin& of domination? 
To control 
To conto1, yes. In control~ Not only control­
ling lut 
HI .v1.ng force 
Having force on (2) on you.rse1f or is it on 
some. ody ? 
On somebody 

On somebody 
To impose some'ody 
To impose 

. Some'ody. 
Some_ody. Now, what's imposition? 
Forci~ others to do somethi~. 
Yes, imposition means · forciug others to do 
somethilllt unwill ingly. WlI.en·'iYe are forced to 
do something we don't like there is imposition. 

Extract 42 

Now let's come back to here. DOmination, yes? 
An Authority 
Eh ••• domination, well, there is some kind 
of authority 
Being powerful. 
And? Not only 'lte ill8 powerful. lut 
xx: 
Yes. Now, yes. 

Extract 43 

Which one is more in nwnier ? 
The non-whites 
The non-whites are more in numler than the 
whites. And who is eontrolling the country? 
The whites . 
The whites. And who is powerful. ? 
The whites 
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1.5/2.2 T. The whites are .more powerf~ t han the what? 
The non-whites. Now how can we say this? 

S. The whites have got more weapons than the 
non-whites 

1.1/1.5/2.2 T. Yes, the whites have ' weapons, everything. 
Are the non-whites ••• are they dominating 
or are they eeing dominated? Yes 

S. Being dominated 
1.1/1.5/2.1 T. Yes, they are Deing dominated • . And who is 

dominating ? 

S. The white. 
1.5 T. The white. 

T. 
SSe 

1.1/1.5 T. 
S. 

8.2/10.3 T. 
SSe 

1.1/11. 1 T. 

Extract 44 

The fifth one. Is it migrant or immigrant ? 
Mig:rant 
Yes, alright, /Mligrant. Yes? 
To m~e from one place to another. 
To mo~e from one place to another. Is it ? 
No . 
No. That's it has a different spelling for 
that one 

S. One.who move s from one place to another 
1.1/1.5/2.2 T. Yes, it isa parson who moves from one place 

to another. So what do yo~ say this is ? 
Is it a noun or an adjective ? 

S. Adje ctive 
1.5 T. It is an adjective 

Bxtract 45 

T. Ato Girma is eh an Bthiopian migrant. What 
does it tells us ? 

S. His nationality is an Bthiopian 
1.1/16.2 T. Yes. He has come from another co~try 

Bxtract 46 

T. The non-whites we said they are not allowed 
to do what ? 

S. They are not allowed to mOTe from one place 
to another 
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1.1/1.5 T. Yes, they are not allowed to move from one 
pla ce to another. 

T. 

ixtract 1#7 
I . 

After they are engaged are th~a11owed to 
come .ack and live with their family ? 

.S. They are foraidden 
1.5/2.1~hey are for.idden to come aack to their place. 

s. 

For how long have they to stay in the area 
where they are ? 
For a fixed day 

1.5/2.1 T. For a fixed day 
migrants? 

••• so are these people truly 

S. No, they are not 
2.1 T. "Why ? 

S. Because that is their country 
1.1/1.5 T. Yes, because they're living in their country. 

, 1 
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Appendix IV 

Rxtracts From the Classroom Talk of T~ 

Text 

Rxtract · 48 

T. Nwnier 1. Why did the old ius i reakdown on 
the hill ? 

S. The old ius ireak donn on the hill since the 
roads was . up and down 

10.3 T. I s this ••• Is the question in present tense 
or in past tense ? 

SSe Past tense 
T. The answer must be given in past tense 
S. Since the road was worn out the old bus broke 

down on the hill 
T. Broken? Any other ? 
S. Since the road was worn out the old bUB broken 

down on the hill 
9.1 T. Again, please 

S. Since the road was worn out the old bus broken 
down on the hill 

12 T. Sissy 
S. Since the road worked for a long time break 

down on the hill 

8.4 T. (Silence) yes 
S. Since the road was up and down the old bus 

break down on the hill 
10.3 T. Break or broke ? 

SSe Broke 
14 T. 

SSe 

Since the road was up and down the old bus 
Broke down 

1.5/l.~2.2 T. Broke down. Yes, that's better.fhe old bus 
broke down since the road was up and down. 
You can bring the adverbial clause a'\' the 
beginning of the sentence.Who can bring? Yes? 

S. Since the road was up and down, the old bus 
break down 

9.3 T. Break down ? 
SS e Broke down 



-118-

1.5/1.1/2.1 T. Broke down. yes. Where should I put t he 
comma? 

S. The ,road was up , and down. 
T. Yes, up and down. 

Extract 49 

T. Why ,does Mintwab weep? Is this question in 
present tense or in past tense ? 

SSe - Present tense , 
1.5/2.2 T. Present tense; Your answer mu.st be given in 

Present tense. 8h ••• Nigussu 
S. Since hers father was ••• since hers father 

dies Mintwab weeps 
8.1 T. No. Yes? 

S. Mintwab weeps since her father is dead 
8.4 T. (Silence) 

S. Why does ••• Mintwab weep? Since her father 
died she was weep 

9.3/8.1/15/10.3 T. She was weep ' ? No. Mintwab weeps since she 
is very Sick. And you can give other reasons. 
Now who can bring the adverbial cal use at the 
beginning o~ the sentence. 

6 

6 

9.6 

1.5/4.1 

11.2 

11.2 

S. 
T 

S. 
T. 

T. 
S. 
T. 
S. 
T. 
S. 

T. 
S. 
T. 

Since she is married 

M1ntwab (2) was~ 
JSince 

answer on BB) 

Extract 20 

Mintwab (writes the 

Why did you feel dizzy? -Nhy? Yes? 
I felt dizzy since I \1aS sick 
I felt (2) dizzy since 
I was sick 
I felt dizzy since I was Sick. Yes, another? 
Since I were (x2 ) live in Gondar 
Since? 
Since (x2) I were live in Gondar, I felt dizzy 
Since? 
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S. I were live in Gondar 
8.4 T. (Silence) 

S. 
o T. 

You did feel dizzy since' II . 
fNo. % felt dizzy 

Since the weather was bad (x2). I felt dizzy 
since I didn't take cof~e. I felt dizzy since 
I ate much. So many reasons. 

Extract 51 

T. The next one, why did the crew members revolt 
a&ainst their captain? 

S. 

1.5/1.1/4.1 T. 
S. 

The crew members revolted against their cap 
captain since he was very bad leader. 
Since he was very bad, yes. Any otker ? 
The crew members revolt against since (x2) 
their (x2) leader was bad 

••• 

11.2 T. The crew members 
S. The crew (x2) members revolt since their 

leader was bad 
8.4 T. (Silence) Hh. yes. 

12 

6 

6 

6 

S. XX 
T. 
S. 
T. 

S. 
T. 
S. 
T. 

Yes 
The crew members revolted a&ains~ . 

1/ yes, revolted. 
The crew members revolted against? 
Thus captains since the1r~ 

1/ Thus captains ? 

ThWW 
ITheir or thus? 

S. Their captain since the ship waS XX 
8.4 T. (Silence) Yes? 

S. The crew members revolted 
9.6 T. 

S. 
6 T. 

Please read your answer loudly, please 
The crew (Pron: K Y" I : w . ) members revolte~ 

Y'The 
crew 

S. The crew members revolted against their captain 
wince he was bad person 

1.5 T. The crew members revolted aga~t their captain 
since he was bad person. 



11.2 

8.4-

12 

8.1 

6 

9.4-

T. 
S. 
T. 
S. 

T. 
S. 
T. 
S. 
T. 
S. 
T. 
S. 

T. 
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Rxtract 52 

Why she insists on playing the piano? Yes? 
Since she was free to work she .is XX 
Since she 

! 

Since she was ~ee to work (x2) she insisted on 
playing the piano. 
(Silence) yes? 
She insisted on playing the piano since tAe XX 
Anyother ? 
She insisted on playing the piano since XX 
No 

Since/l . 
fNo. 

She insis ted on playing the piano since she is 
great interest on it 
Since she has great interest on it (x2) She 
insisted (X2) on playing hie pi'ano. Any other, 
any other r ,eason .? 

S. She insisted on playing piano. She didn't play 
·piano. 

12 T. (mominates another student) 
S. Since she was interes ted she is interested on 

playing (x2) .• Ae piano 
8.1/15 T. No, insis ted. Past form 

12 

6 

Rxtract..2.3 

T. Why can't they help us tomorrow? Why? 
S. 
T. 
S. 

T. 

They can't help 
(Nominates) 
Since they (x2) 

S. They want to 

us tomorrow since they were busy 

went to I. 
s~nce 

12 T. Nigussu. First stand properly. Since 
S. Since they want to play foot ball they can't 

helped uS tomorrow 
11.2 T. Since 

S. Since they want to play foot ball they can't 
helped us tomorrow 

12 T. Hm Iss(nomination) 

6 
s. 
T. 

They help us tomorrow since'f 
/1 They help us ? 
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5. They 
T. It is negative wh7.:man't they help us tomorrow '1 

Why ? 

5. They can't help us tomorrow since they are 
busy 

9.2 T. Since they are busy . 

6 

8.1/15 

S. 
T. 

Since they were busy 

S. Were busy 

the¥ 
~ since they ? 

T. No. Since they have their own problem. 

Extract 54 

T. Why did Kelemwa asked' for (x2) breakfast. This 
one is simple ,question. 

S. Since I will ••• since I was hunery Ke1emwa 
asked for breakfast 

9.2 T. Since you were hunery (laughs together with 55). 

1.5/1.1/14 

1.5/1.1 

11.2 

Yes, Elias . , 

S. She asked for her breakfast since Ke1emwa was 
hungry. 

T. Since she was hungry. Yeah. She asked for her 
breakfast since she was ? 

S. Hungry , 
T. Hungry, yes. 

Bxtract 22 

T. Why do you want to sea a doctor? Why? 

S. I want to see a doctor since. I was sick. 
T. Since? 
S. I was sick 

10.3 T. Is he correct 
SSe No 

10.3 T. Is he right ? 
SSe No, no. 
S. (Another student) since I was very sick I want 

to see a doctor 
10.1/15 T. Why do you want to see a doctor? Since I am 



6 

6 

6 

T. 
S. 

T. 
S. 
T. 
S. 
T. 
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, 

very sick, I want t o se e a doctor. The 
present tense . 

Bxtract 56 
Why did they postpone the picnic? Why? 
They postponed the picnic (Pron: PI: S 
since there wasJ.{ 

IIBh? What? Picnic? 
Has postponed (x2) II 

/I The picnic 
The picnic since cannot ~ 

II Cannot ? ••• Bm ::, 

) 

S. They posponed the:. :picnic since they XX break­
fast 

15 T. They postpone d ( completes the answer on BB) 

Extract 57 

T. Why di d t he studentsla~? 
S. Since the teacher was laughing the s tudents 

laugh 
1.5/4.1 T. Since the te a c!,er was laughing the s tudents, 

l augh. A~ other reason ? 

1.5/1.1 

S. Si nce the teacher told them a story the 
s tudent s l a ughed 

T. Since the teacher told them a story the 
students l a uehed, yes. 
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Appendix V 

Extracts from the ClasstDom Talk of ~5 

Text 

llxtract 58 

T. What's the meaning of doctrine? 
s. Beliefs and teachings of a political party 

1.1/1.5 T. YeaA, beliefs and teachings of a political. 
party 

llxtract 59 

T. What's policy 
S. Plan of action formulated and issued by a 

political ·llarty 
1.1/1.5 T. ~es, policy we mean plan of action formulated 

and issued by a politica~ party. 

Extract 60 

T. Racial means what ? 

S. Antagonise 
1.1/1.5 T. Yes, racial meails antagonistic attitude lrll.etweoo 

different races. 

Extract 61 

T. Number four, domination 
S. Dominating or being dominated 

1.1/1.5 T' Yes, domination means dominating or being 
dominated 

T. 
s. 

1. 1/1.5 T. 

llxtract '2 
Number five, migrant means 
One . who moves from one place to another. 
Yes , .migrant mefms (.x3) one who moves from 
') :'r' ~· · .-



10.2 

1.1/4.1 

1.5/1.1/4.1 

'-. '" 
1.1/1.5/4.1 

1.5/1.6 

1.5/4.1 

1.5/2.1 

1.5/1.1/4.1 
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one place to another 

Extract '.1 

f. What's antagonistic mean ? 
S. Bnsm,y " 
T. Antagonistic? 
S. Enemy , 
T. inllm,y, ok. ' Antagonistic. When we say 

antagonistic idea, what does tkat mean ? 
Antagonistic idea, yes 

s. To be against' 
T. To be against, right. 

T. 

s. 

T. 
s. 

T. 

s. 

T. 
s. 
T. 

T. 
s. 
f. 
s. 
f. 
s. 
T. 

Extract 64 

How do you use the wort impose in a sentence? 
Imposed, yes 
Good leaders 'impose their interests upon t he 
pe op1e I,;-'!cn;i;:c.: 

,~ 

Right. , What . else ? 
The government of Ethiopia imposes the income , 
tax on the workers. 
The government of :sthiop~.a imposes , lLigh tax 
on the people, alright, tes, impose 
I mWJt . perform '~ (x2) task tltat has been 
imposed, upon me , 
Alright, imposed upon me, possible. Yes? 
Buropeans im~e African people XX 
Tlte Buropeans are imposiIl,! ••• the European 
people are imposing Africa that means they are 
makiIl,! pressOrs upon our se1Yes 

Bxtract 65 

What's the meaniIl,! of to safe!:uard. Yea 
Protection 
Protection or yes ? 
Defend , ' 
Defend. How do you use it in a sentence ? 
The parents must to safeguard th'-ir children 
Parents have the ob1i&ation to safe!:uard their 

~. -- .... --~.,--~ .,. --
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children ••• To safeguard, yes 
S. We have to safeguard our forests 

1.5/1.1/4.1 T. We have to safeguard our forests, right. 
O.k. 

S. World people to safeguard from AIDS 
9.4 T. World people should be agitated to safeguard 

themselTes and their chi1«ren from AIDS, yes? 
S. We have to safeguard our country from enemies 

1.1/1.5 T. Yes, We -have to safeguard our country from 
enemies. 

!xtract 66 

T. Number 3, ruthless, yes 
S. Cruel _ 

1.5/1.1/4.1 T. Cruel, right, yes? 
S. Unkind _ 

1.5/1.1/4.1 T. Unkind, right, yes? 
S. Showing no mercy 

1.5/1.1/1.2/4.1 T. Ihowing -no mercy, right. Good. Good 
explanation, yes ? 

S. Have no-huma.ni ty 
1.5/2.1 T. No humanity, right. Or a bru~ ••• b'i~ 

ruthless or he is a ruthless man means he is 
brutual, unkind and merciless. Use it in a 
sentence 

S. He is so ruthless that he didn't forgive us 
1.1/1.5/4.1 T. Yes, he is so -ruthless that he didn't forgive 

us. Ruthless, yes 
S. The sedond world war Hitler follows a ruthless 

policy 
9.4 T. The second wor1d war Hitler was following a 

ruthless policy 

Extract 61 

T. Yes, brutality, brutality, yes 
S. Cru.e1 (hon: k t""11 well.o ) 
T. Alright, he said? 
S. Cru.e1 

1.1/2.1 T. Alright, How do you. use it in a sentence? 
S. The fascists treated their people brutally 

- - ----_.-_.- -
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I . 
1/'/\ 

1.1/1.5/2.2 T. Yes,·the · fascists treated the ir pe ople 
brutally. The Apartheid policy ••• Apartheid 
policy 

S. Treats 
2.3 T. Treats the nOD-whites brutally. Tke Apartheid 

policy treats the black people or the non­
whites brutally. That means they are treati~ 
them as sub-humanly. They don't consider tham 
as humanly 

Bxtract 68 

T. Alright, to undermine (x3) yes. 
S. 

1.5/1.1/2.1 T. 
Weaken gradually. 
Weaken gradually, o.k. How do you use in a 
sentence (X2) 

S. The enemy force XX in undermini~ the unity of 
the revolutionary army 

9.6 T. Say it very l ead. Laud. Come on 
S. Bnemy force never stops XX to undermine the 

unity of the .reve1utionary army 
1.1/4.1 T. Alright, o.k. yes, yes 

S. 
1.1/4.1 T. 

S. 

1.1/1.5 T. 

Hussein.was .undermine d by me 
Alright, yes 
Teachers shouldn't undermine the effect of 
their students 
Alright, teachers shouldn't undermine the 
effect of their students 

Bxtract 6~ 

T. What's the meaning of to foster 
S. To help the growth and development of 

1.1 T. Alright 
S. War fosters poverty and disease 

1.1/1.5 T. Alright, ~ (x2) fosters poverty and disease 

Extract 70 

T. Which is the right word that fills jhe given 
dash, yes:.: 

S. Most colonizers said that the purpose of their 
coming to Africa was to help the Africans, but 
this was not true. It was only a pretext. 

1.5 T. It was only a pretext 



f , . 

-12'7'" 

Extract 71 

T. Right, number 2 
S. Thewhihs and the non-whites in sOl1th Africa 

do:o.not live in the same area. Bach lives in 
its own reservations 

1.5/1.1 T. In its own reservation, right. 

Bxtract 72 
T. Number 3 
S. In Yekatit 1966, there emerged a great mass 

. uprising. This sovereignty Aklilu Habtewold, 
the then Prime "Minister, and his C~nst 
Ministers to resign. 

10.3 T. Is this the word to be filled in that place ? 
Is it sovereignty or aQf word? yes 

S. In yekatit 1966, there emerged a great mass 
uprisirl!. This compelled Aklilu Habtewold, 
the then Prime Minister and his oabinet 
Ministers to resign 

lQl/1.5 T. Right, compelled. 

Bxtract 73 

T. How do you make sentence number one? yes 
loudly 

S. The foreign minister made a long speech on 
foreign policy of the country •• 

1.1/1.5 T. Yes, the foreign minister made a lont a~ech 
on the foreign policy of the country. 

!xtract 7f 

T. Number 2 " 
S. If you want to safeguard the gains of the 

revolution, you have to install the right 
people in the right place 

1.1/1.5/2.1 T. Right, the right people ••• you haye to install .. 
the right people in the right place. What's 
the meaning of install ? 

S. Bstablish 
1.5/4.1 T. istablish. What else ? 

S. Appoint 
9.' T. Eh? 

S. Appoint (x 2) 



-12!-

9. 6 T. To? 
S. To appoint . 

1.5/4.2 T. To appoint. According to the given 
sentence . what else ? 

S. Fix ·a machine . 
1.1/1.5 T. Yeah, i O' fix for all elect rical things, 

f or ' example, 
Pl~ and so and so forth. We can i~tall 
in a studie: 

Extract 75 

T. Number 3 
S. It is true that racial discrimination 

is practical in many parts of Africa 
1.5 T. It is true that racial discrimination is 

practiced in many part of Africa 

Extract 76 

T. O.k. Number 4 
S. Food scaroity is always used as a pretext for 

the increasing of food prices 

1.1/2.2 T. Right. What's the meaning of scarcity? 
Scare and scarcity (x2) Walia Ibex is a 
scare animal in Ethiopia and in allover 
the world. Scare is 

1.5/2.2 
S. Rare 
T. Scare means rare. How about items of food? 

What about items of food? Interms of food, 
eh 

S. Shortage . 
1.5/1.1 T. Shortage, right. Short~e. Lack of avail­

ability is again shortage. 

7/9.5/14 

Hxtract 77 

T. Now, number five 
S. We are determined (Pron: d,ce,.. .... "" "d ) to 

fight against the enemy of reactionary social 
customs . 

f. Alright, we are determined (Pron:d't3: M '''4) 
Everybody determined 

SSe Determined 
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1.5/2.1 T. Alright, we are de t er mined to fight againet 
domination of r eactionary social customs. 
What do we maan reactionary social customs ? 
What are s ome of the reactionary social 
cll-stoms ? 

S. Opposing social customs. Opposing 

2.1/15 T. In what sense ? (gives answer) 

10.3 

12 

9.5/1-4 

T. 

s. 

T. 
SSe 
T. 
S. 

Bxtract 78 

Now, let's go to the sixth exercise. Number 6, 
yes 
Whether to fight for the oppressed masses or 
not is .a .matter of selfishness 
It is ••• Is it a matter of selfishness? 
No 
Bh 
Whether to fiaht for the welfare (Pron: ) 
of the oppressed masses or not is or matter of 
doctrine 

T. Yes, selfishness and welfare (Prons ) 
Welfare (X2) is the right pronu.nciation of the 
given word. Alright, whether to fight for the 
welfare of the oppressed masses or not is a 
matter of doctrine 

Bxtract 79 

T. Ntlmber 7 
S. The soverigntl ·· (Pron: s!)variti 

cou.ntry is . tlnquestionab1e 
T. Soverignty. Bverybody soverignty 

SSe Soverignty 

) of the 

1.1/2.1 T. Alt!ght. What do we mean by the word 
soverignty 

S. Unity 
1.5 T. Unity or integrity is our sovereignty, our 

oneness 

Bxtract 80 

T. O.k. ntlmaer 8 
3. The patient can't endure the pain. You must 

get him a pain killer 
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1.5 T. The patient can't endure the pain. You must 

1.1/1.5 

1.5 

, 

1.1/1.5 

1.1/1.5 

ge t him a pain killer 

Extract 81 

T. Number 9 
S. They had andergone much suffering before they 

t old the truth 
T. Yes, they had undergone much suffering before 

they told the truth 

Bxtract 82 

T. Ten and the last one, yes 
S. Peace and hard work foster the progress of a 

nation 
T. Peace and hard work foster the progress of a 

nation 

Extract 83 

T. Who can answer queetion number 1 
S. The ~hites and the non-whites do not go to 

the same school; this is Decause the law 
forbids.them to do so 

T. Alright, this is because the law forbids them 
to do so 

Bxtract 84 

T. Number 2 

S. The non-whites do not move from one region to 
another region; this is because the law 
forbids them to do so. 

T. Yes, this is because the law forbids them to 
do so. 

Extract 85 

T. Number 3 • . Yes 
S. In a socialist society man does not exploit 

man; this is because the law forbids them to do 
so. 
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1.5 T. The law for1i>ids them to do so 

1.1/1.5 

1.5 

Rxtract 86 

T. Number 4. Yes 
S. In south Africa, a non-white South ' African 

cannot marry a white South African. This is 
because , the law forbids them to do so. 

T. Alright, In South Africa, anon-white South 
African cannot marry a white South African 
This is because the law forbids them to do so. 

Rxtract 87 

T. Number 5. , Yes , 
S. In Rthiopia, people (x2) cannot own extra-

houses; this is because the law forhids them 
to do so. 

T. This is because the law forbids them to do so 

Rxtract 88 

T. Number' 
S. In Rthiopia, people cannot sell land; because 

o~the law forbids them to do so 
1.5 T. This is because the law forbids them to do so 

Rxtract 8~ 

T. Number 8. Yes 
S. In maQY parts of the world, men cannot sell 

their o~fsprings because of this law forbids. 
So ••• to do so 

9.1 T. 

S. 

6 T. 
S. 

1.1/1.5 T. 

Say it again 
In maQY parts of the world, men cannot sell 
their offspring~ 

1/ ih-huh 
This is because the law forbids them to do so 
Yes, the law. 
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Rxtract 90 

T. Who can do number 9. Question number 9. Yes, 
yourself. 

s. You cannot make hashish in Ethiopia; this is 
because the law forbids them to do so. 

1.5 T. You cannot make hashish in Ethiopia; this is 
because the law forbids them to do so. 

li'xtract 91 

T. Number 10. Ten and the last. 
s. In our country we cannot : hIlnt as we like. 

This is because the law forbids us to do so 
1.1/1.5 T. Yes, this is because the law forbids us to do so. 

Extract 92 

T. Who can tell us the meaning of offsprings ? 
IJ:lll one 

s. Seasons 
10.2 T. Offsprings ? 

s. XX 

10.3 T. In what sense ? 

s. Being racial. 
8~ !lI. No. Yes ? 

s. Indbidual 
8.1 T. No 

s. Children 
8.1 T. Not exactly. Rh 

s. Give birth to 

1.1/1.5 T~ O.k. give birth. Eh, yes, anyone who can try 
s. Its own child 

16.2 T. Possible, but in its literal meaning it has ••• 
We can use it in two ways (Goes on explaining 
in detail) 
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Appendix VI 

Bxtracts from the Classroom Talk of To 

------ - .-------.-.----. ...... ~ .. -.~-... -
Gat efiI'ies 
Identified 

~.5/l. 3 

T. 
S. 

T. 

Text 

Bxtract 93 

Number 7 
Old tradition has deprived some people of their 
rights to eat meat 
Old tradition has dprived some peoples of their 

• 
»ights to .eat meat 
that's it. 

Bxtract 94 

T. Number 8 
S. The law has deprived the whites and the non­

whites of their right to go to the same school 
1.5 T. The law has deprived the whites and the non­

whites of their ri~lt to go to the same school 

Bxtract 95 

T. Nine ••• Yes, girl 
S. The law has deprived the capitalist co~ntries 

workers of their right to get according to their 
ability & q~ality of work 

1.5 T. The law has deprived the capitalist co~ntries 
workers of their right to get according to their 
ability and q~ality of work 

6 

T. 
S. 

Bxtract 96 

Number ten. The last one 
The law has deprived them of their right to 
p~sue (Pron: p r I 3 j IA )jI 

1/ to ? 
S. P~su. 



1.5/1.1 

1.1/1.5 
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T. Pursue, yes. 
S. Their studies 
T. Their studies 

Extract 97 

T. Apartheid safguardsthe interests of the non­
whites. Yes 

S. False 

T. False. Your evidence 
S. Paragraph 2 .. 

T. Yes, it's ••• the evidence is on paragraph 2 

Extract 98 

T. Has apartheid made life difficult for black 
South Africans? In complete sentence. Right, 
yes, girl. 

S. Apartheid made life difficult for black South 
Afri cans 

1.5 T. Apartheid made life difficult for black South 

1.1/1.5 

Africans 

Extract .99 

T. Now, foreigners on paragraph 4, for example, 
foreigners. Who can explain this ? 

S. A person who comes from another place. 
T. Yes, a person who comes from another place 

or country. 

Extract 100 

T. Is it true or false? Non~white Africans are 
citizens of all Bantustru~. Come on. Yes, boy. 

S. True 
9. 6 T. Bh? 

S. True 
10.3 T. Is it true? (x2) Non-White Africans are 

citizens of Bantusta.ns. Is it true? Non­
whi te Af ricans are cit i.l!'E!.ns Q.f Bantustans. Is 
this stat ement true or r~se y 



1.5/1-4 

1.1/1.5 

-. 
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Accoriing to the .reading passage. O.k. boy. 
S. False , . in paragraph four 
T. It ... ··the statement is false according to the 

paragrpph four. So the second one ••• it is 
SSe False . 

T. False. Evidence is 
encs on paragraph -4 

• •• 

Extract 101 

you can get your evid-

T. O.k. number 3. Is it true or false .? 

S. False. The evidence is on paragraph' 
T. Yes, sO ' it is false. The evidence is on para­

graph ••• 
SSe Four 

1.5 T. Four 

Extract 102 

T. O.k. Four ••• yes 
S. False . 

1.5/2.1 T. False. . Paragraph ? 
Paragraph seven . S. 

1.5/1.1/1.6 T. Paragraph seven. Yes, it's false. Evidence is 
on paragraph 7. Paragraph 7 sa;ys what? (OpelS 
textbook) there is no equal pa;y for equal 
qualification. So this statement is false. 

Extract 103 

T. O.k • . five. O.k. 
S. True, Paragraph 8 

10.3 T. Is it true? Is it ~ue ? 

1.5/2.1 

1.5/1.6 

SSe 
T. 

SSe 
S. 

Yes . 

Yes, it is[trueJ 
true 

Eight 

your ev idence is on paragraph? 

T. The last paragraph I think, eight. It sa;ys 
what? All peace loving countries (reads to 
textbook) so this statement is true. 



6 
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Extract 104 

T.· What are tribal reservations ? 
s. 

T. 

s. 
T. 

Tribal reservations are for the Africans there is no movement frony; . 
. 1/ Tribal reservations 

are 
There is no movement from oneil . 

. . 1/ No ,what are 
tribal reservations? You can see it on the book. Yes? 

S. They are forbidde n' to move from one place to another 
9. 6 T. Yes? 

S. They are forbidden to .ove from one place to another 
8.1 T. .0. Ok, boy. 

11.2 

1.1/1.5 

S. xx: 
T. Tribal reservation~ are places where 

can finish it? Yes. 
S. All .Bantustans live in 

••• who 

T. O.k. Yes, tribal reservations are place s reserved only for the black South African~ 

Extract 102 

T. What has the law on Bantustan citizenship deprived all black South Africans of ? 
S. The law on Bantustan citizenship deprived all South Africans to eo to the same school. 

1.1/1.5/4.1 T. Yes, to go ••• not ••• to go to the same school. Yes, now another answer. 
S. The law of Bantustan citizenship deprived all South Africans ·do not move from one region another region. 

1.1 T. Yes. 

Bxt:bact 106 

T. O.k. now, five. What was the main purpose of the Bantustar~? W~t was it? The main purpose of the Bantustan? Yes 



6 

1.1 

1.5 

s. 
T. 

The purpose of the Bant1. 
YThe Bantustans 

.. . 
.:- . . 
,, ' 

s. Was to promote tribal thinking and to 
uwlermine the unity of the African popu.lation 
in south Africa 

T. Good. 

Hxtract 107 

T. • •• what are they? Are they whites or non-
whites ? Ok. they are 

SSe Non-whites 
T. They are nOll-whites. 

lJxtract 108 

T. Why is the word 'white' in paragraph four 
put inside inVerted commas? Why is it ? 
Yea 

S. It does not really for whites 

1.5/1.3 T. It ' does not really mean whites. Yes, that's 
it. 



Categories 
Identified 

/; 
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Appendix VII 

Extracts from the Classroom Talk of T7 

Text 

Extract 109 

T. Who can anSwer this quesion-? Yes 
S. You shoUld have studied Very hard. YOQ ought 

have ••• you ought to have studied very hard, 
however, you studied very hard 

T. (Silence) I. 

S. You should have studied very hard. However, 
you didn't study 

1.1/1.2/1.6 T. Yes, Very ' good (x2) you shoUld have studied. 
Therefore, you have to change, ' right? , the 
first part of the V ,simple present tense, 
into the past tenaelbY ' usingwhat? You shoUld 
have studied very hard, however~ ; ' you didn't, 
alright? Therefore the first ••• the second 
part of the sentence to explain that the action 
did not occur. 

9.1 

1.1/1.2/1.6 

Hxtract 110 

T. O.k. What about the second one ? 
S. Everyone, ought to have done his share of work. 

However, no one did 
T. Again, again ' " 
S. Everyone ought .to have done his share of work. 

However, no one did. 
T. Yes, very good. The sentence says what ? 

Everyone ought to do his share of work. Yes, 
correct. Therefore, when you change 'ought' to, 
right, the past ' tense form you have to say 
everyone, right, ought ·to do ••• ought to have 
done his ahare of work, however, no one did 

Extract ill 

T. Number 3 



9.1 

6 

6 

8.1 

8.4 

.s. 

T. 

S. 
T. 

S. 
T. 
S. 

. ' 
T .• 

S. 

T. 
S. 

T. 

, " ,J>; , 
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The janitor ' shouldn't have (X2) ' lock t he door (x2) ••• before the doors ••• Howe~er (2) ~janitor didn't. 
Again, please. Look say after me, the janitor should lock the doors before he leaves 
The janitor should have lock II ' 

;,7 No. you say the statement. Pls3.se say the sentence first 
The janitor should lock the door// 

. lithe doors 1 
The doors before he le aves. The janitor should have locke d the door.;. the doors be fore he leaves • . However, the janitor didn't • 
No ,' no. Yes? 
Th..,; 'janitor shou.ld (x2) have locked the doors before he leaves. Hovl6ver, he didn't lock 
No. Yes? There is someth ing wrong. Yes? 
The janitor (X3) ' should have locked the door before he leaves. However (x2) the janitor didn't lock. 
(Silence) yes ? 

S. The janitor should lock the doors before he leaves • . However, he did not. 
8.4 T. (Silence) yes . ? 

6 

8.1/15/11.1 

S. 
T. 
5 •. 

T. 

S. 

The janitor should lock ;,/ 
II The janitor 

The janitor 'shouldn't have ' locked the doors before he laaves. However, he did ••• he didn't. 
No. The answer should be, right? , the janitor should have locked the doors before he left. Therefore, we did ffllat? Change simple present tense into what? Pas t tense form, yes. The 
janitor~shouldhavelocked · the doors before he left, however, eh ••• he ••• 
Didn't . 

1.5/1.1/1.6/1.2 T. Didn't, yes. The s econd part of the sentence should be however he didn't. 3zactly. Yes. 

6 

Bxtract 112 

T. Number 4 
s. 
T. 

You ought to have telled the traffic policr,/ 
I/Make your voice loud 
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. S. You ought to have tell the traffic police the 
truth about the accident but he didn' t tell 

T. 
S. 

T. 
S. 

Again, again 
You ought to tell ••• you ought to have tell · ••• 
you ought to have told the traffic police ' 
about the accident. However / . 

1/ No. Anyone? 
You ought to have told the traffic ' police the 
truth about the accident. However, he didn't 

.tell . 
8.4 T. (Silence) Yes? 

1. 2/1.1/1.6 

6 

6 

8.1/8.2/15 

S. You ought to have told the traffic ' police the 
t r uth about the accident •. However, you didn 't. 

T. Exactly. Very good~ Yes, you ought to !!!!(X2) 
therefore have told. 

T. 
S. 

T. 

S. 

Extract 113 
O.k. let's go to question five (x2) 
Amare sho~ld have submitted his ' application 
before the end of the semester~. However, 
didii't . (xay 

Again, again 
say it, say the answer. 

Amare should have suam1tted his application 
before the end . of the semester; hOwev~ 
She didn't eh ••• his work 
No. Why did you delete the word s~bmitted ? 
You have to say Amare should have submitted 
his application before the end of the semester; 
however he didn't 

lh:tract 11J 

T. Number 6 
S. I think you ought to have came at once. 

However, you didn't came 
9.1 T. Again, say it. 

S. I think ' Yo~ ought to have came at once. 
However, you didn't came 

11.3 T. Now, look. You ' ought (writes on BB) to have 
at once. First, you have to change the word 
think. Then you have to apply the rest of 
the sentence. Yes? Yes, you. 

S. I think you ought to (x2) have come at once ••• 
came at once. He didn't (x2) 



8.1 

9. 1 

8.2/11.1 

11.2 

6 

6 

8.1/8.2/9.1 

6 

6 

1.1/1.2/1.5 

\ I ' 
, , 
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T. No. Yes, anyone ? 
I thinJc you ?:r~ht (x2)t o have 
However, I d~ , 

s. came at once. 

T. Again, a,gain, a,gain 
S. I think 'you ought to have eame at once. However, I did 
T. Why don't you read the direction? The direction says first you hays to change the verb into past tense formand add another sentence to make that s ure that the action did not occur. This is the direction, right ? 

s. 

f. 
s. 
T. 
S. 
f. 

Why don't you do according to the direction? Yes 
I thought you ought ' to have came at once. However, you didn't. 
You ought to 
You ought to have CaJIle /I 

1/ you ought 
To have came at oncehi " 

)/not came. Yes. I tho~~ht you ought to have come at once (x2) However, you didn It. Alright? (x2) This is the first ••• the second part of the action indicates t~~t the action didn't occur. 

Bxtract ll,2 

T. Number 7 
s. 

T. 

s. 
!. 
s. 
T 

s. 

T. 

Zakarias should run out of the house. However, Ka ,didn't (x2) run out. 
No, no, no, why do you repeat (x2) Again say it Zakarias . 
Zakarias should have run out of the house hi' 

-fHowevEr 
However, he didn't run out oJJ' ' , 

~Ui1 stop. No, don't add any sentence after however he didn't. Yes s ay it once again. 
Zakariae shoul d have run out of the house. However, he didn't. 
Yes, eXactly. Zakarias should 'have run out of the house. However, he didn't. 



f r." .. 
I 
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li'xtract 116 

T. Let's go onto .question number 8 
s. We should have all learned how bread is made 

11.2 T. We should eh ? 

S. We should have all learned how . (x2) bread 
is made. However, you didn~(x2) l earn 

8.1 T. .0. Yes? 
S. We should have all learned how bread is made. 

However, we didn't 

8.~ T. (Silence) yes? 

6 

6 

S. 
T. 

S. 
T. 

We should have 

voice louder. 
We should have 

all learned II 
1/ please lDal<eyour 

Yes, we should all 
all learned how§' . 

§' Anyother, Yes, 
who can try. Yes 

S. We should have all learned how bread is made. 
However, We didn't 

15 T. The answer should be what? have(x2) learnt. 

6 

9.1 

6 

T. 
s. 

T. 
S. 

T. 
S. 

T. 

should all have learnt, eh ? ' We should ' all 
have learnt how bre ad is made. However, we 
didn't. 

Hxtract 117 

Number 9 
The baby sister Should have to take care of 
the sw.all childrenll 

II The baby sitter 
Sitter should have · to take care of the small 
children. However, he didn't 
Again 
Tha baby (x2) sitter ought ••• the baby sitter 
should have to take care of the small 
children ••• have to take/I 

II (grimace) Yes? 
S. The baby sitter should have taken care of the 

small children; however, they . didn't. 
9.6 T. Make your voice louder please. The baby-

sitter ••• yes 
S. The baby sitter should have taken care of the 

small children 



8.4 

6 

." .. ', .... ... .. . -, .. .. ' 

S. 

T. 
S. 
T. 
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However, they did , 
(Silence) Anyone, yes? The baby 
The baby sister should (X2);,r , 

1/ sitter (x2) 
S. The baby sister should have take care of 

small children, however, she didn't care. 

, 

9.1 T. Again (x2) say it. 

11.1/15 

6 

1.1/1.5 

1.1/16.2 

1.2/1.5 

S. The baby sitter should have take care of the 
small children. However, she didn't care. 

T. What's wrong with this sentence ? ' Yes? It 
has to be what ? ' 'have taken; yes. The baby -
sitter should have ' taken care ' o~ the small 
children. However, she didn't (x2) 

Hxtract 118 

T. Nwnber 10 

s. 
T. 

You ought to have stop • •• 

Yes, again. 

stoppe~ke your 

s. 
voice louder, 
You ought (x2) to have stopped smoking 

T. Yes, you ought to have stopped smoking 

Bxtract 11~ 

T. Now, the first one ••• yes? 
S. You ,shouldn't have studied very hard 
T. Yes, yes. Again, say it 
S. You shouldn't have studied very hard 
T. Bxactly. You shouldn't have studied very 

hard. 

Hxtract 120 

T. Go back to page 31 Yes ••• yes 
S. Bveryone ought to have to do his share of 

work 
9.6 T. Wkat? 

S. Bveryone ought to have to do his share of work 
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12 T. Yes? 
S. - Xveryone ought not to have done his share of work. 

1. 2/1.5 T. BXactly. Bveryone ought -not to have done his share of work, very good. 

Extract 121 
T. Question number 3 
S. The janitor should not (x2) lock the doors before he leaves 

9.6 T. Yes? Make _your voice louder 
S. The jaru. .~. the janitor shOuldn't (x2) have lock the doors before he leaves 

8.4 T. (Silence) yes? 
S. The janitor shouldn't have locked the door befor e ~e leaves 

11.3 T. Doors, it says, plural 
S. Door 

8.2 T. Why do you say door, yes? 
s. XX 

16.2 T. Read 1 
S. The janitor shouldn't have locked the doors before he leaves 

8.4 T. (Silence) Yes? 
S. The janitor shouldn't have locked the doors before };I.e left 
T. BXact17, the janitor shouldn't have locked the doors before he left 

Bxtract 122 

T. Number 4 
S. You ought not to have (x2) told ••• to have tell the t raffi c police about the accident 

9.1 T. Again 

11.3 

S. You ought not to have tell the traffic police the truth about the aCCident. 

-- ~ . - - - ........ T. Make -the word tell (writes on BB) change the word. you said what? 
S. They ought not to have tOl~ _ 
T. told, yes. 
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S. The traffic police the truth about the accident. 
1.1/1.5 T. Good. You ought to have told the traffic police the truth about the accident 

Hxtract 123 

T. Number 5 
S. Amare shouldn't have 'submitted his application before the end of the semister . 

1.1/1.5 T. Yes, Amare should~'t have s uamitted his ' application befor~he end of the semester. 

Hxtract l2! 

T. Number 6 
S. I think you Ought (x2) not to came at once. 

11.3 T. What? Number 6, I . think you ••• 
S. I think you ought to not came at onc,e 

8.4 T. (Silence) yes, anyone ? 
S. I think you ought to came at once. 

8.! T. (Silence) yes? 
S. I thought you ought not to have come at once 

9.1 T. Again 

9.5/11.1 

S. I thi~ you ought not to have came at once 
--T. I thOught (x2) you ought not to have come at once. Because it says change the verb. 

HJCtraet 125 
T. O.k. Number 7 
S. Zakarias shouldn't (x2) run out of the house 

9.1 T. Again 
S. Zakarias shouldn't run out of the house 

8.4 T. (Silence) Yes 
S. Zak ••• Zakarias shouldn't have run out of the (x2) house 



~. 2/~. 5/116 

6 

T. Exactly, 'Zakarias shouldn't have run out of 
the hoo.se. · -
lOll have ' t(l" ' ¢!lange the past tense ••• that 
is the correct way of doing the exercise 

Bxtract 126 

Number 8. . Yes . . 
We sho~dn' t have 

We sho~dn't a~ 
learned . 
(silence) . Yes? 

all learned how1j !bread is male 
II Gte shouldn tt; 

S';, We sho~dn't have learned how bread is made:l 
8.4 T. (Sllence) . Yes .? . 

S. We shollldn't have learned ~ (x2) bread, is 
made 

8~4 T. ($i1ence) yes? 
S. Wesho~d all learnt how bread is made 

8.4 T. (!i1ence) . yes ? 
S. We sho~dn' t have all le arnt how bread is made 

8.4 T. (Silence) .. 
S. You $ho~dntt have all learned how bread is 

made. 
8.4 T. (Silence) yes? 

S. You sho~dntt have learnt {X2) how bread is made 
1.1/1.5 T. Yes, you sho~dntt have le~nt how bread is made. 

Extract 127 

T. Number 10 ••• Nine 
S. You ought to (x2) have not stopped smoking 

8.1/11.3 T. No, number 9 
S. The baby (x2) sister shouldnt~ 

6 T. . . Not sister •• 
sitter 

S. Sitter should have take care of the small 
children 

8. 4 T. (Silence) yes ? 
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S. The baby sitter shouldn't have t ake care of 
the small children 

8.4 T. tSilence) yes? 

. 1.1/1.5 

9.1 

1.1/1.5 

8.1 

6 

S. The baby. sitter"shouldn't have taken care of 
the small children 

T. Exactly the baby sitter shouldn't have taken 
care of the small chldren 

Extract 128 

T. Nrumber 10, the last question 
8. You ought not to have stopped smoking. 

T. Exactly. You ought not to have stopped 
smoking 

Extract 129 

T. Nrumber one. You should stud¥ very hard. Yes 
S. Should you (x2) have studied very hard 
T. Yes, should you have studied very hard 

Extract 130 

T. Two 
S. Ought everyone have to do his share of work 
T. Again 
S. Ougl;lt everyone have done his share of work 
T. Yes, ought everyone have done his share of work 

Extract 131 

T. Nrumber 3 
S. Should (x2) the janitor lock the doors before 

he leaves 
T. No. Yes ? 
S. You have the janitor (x2) sho~d lock the dZ 
T. 

the example B , Again , 
5. Should the janitor ••• Saould have the janitor 



6 

6 
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Look the doors before he left 

1 2: T. Yes? 

6 

S'. Should the ' j a i:J.itor" have looked eh ••• the 
, doors be ••• , before . 

T'~ Not looked, say lo cked 

S. Locked. 
T. Locked. Say , i t once~ ,Yes 
S. Should the j anitor have looked (x2) the doors 

T. 
S'. 

before ,he le aves , 
Say locked, -not look , 
Should the j anitor have looked the door s 
before he:; 

-T. Not look, lock~ say i t. s tand ~p. 

T. 

S. 

T. 
S. 

loc)(.' say , 

The janitor:' ••• 

say it 

Should the janitor have locked~ 
hgain 

Should the janitor have locked the doors before 
he leaves 
Yes ? 
Should the janitor have locked the doors before 
he left. 
Exactly. Should the ' janitor have looked the 
doors before he left~ 

JBctract 132 

T. Ok. Number 4 
S. Ought not you tell tr..e police abou.t the 

accident? 

9"~'1 T. Again 

6 

S~ , Oueht not you (x2) told ••• have told the police1 
about , the accident , ? 

T. 

S. 

This is a question. It is a qu.estion simp~. 
Change the following sentences into negatives? 
Change into what ? Questions by looking the", 
examples. ,Yes 

ought not ••• ou.ght you. to ••• ~..1 (x2) you 
have to tell ••• told the traffiC"POIice the . 
abou.t the P' 

;f No, no, no, yes 
Ought you. have the traffic pollce the tr~ 

~~Il.~. you 
, " 



6 

6 

9.1 

1.5 

9.6 

1.1/1.5 
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S. HaV~ . 
T. .. To have 
s. OUc!ht to you have tOl~ 

ought you to have !r, told ••• Yes? 
S. The traffic police t he tru.th abou.t the 

accident, 
T. Again, say i t~ 
s. Ought ·you ·to have told the truth · about 

the accident 
1Y~ ought ·you ·to'have told the truth about 

the-accident, yes 

J1xtract 133 

~, Number 5 
S. Should Amare has . to submit .xx 
T • . Again, please. Make .your voice louder, please 
S. Should have Amare ••• Should Amare have 

submitted his application before the end of 
. the . semester. 

T. Yes, · should Amare have submitted his 
application before the end of the semester 

Bxtract 134 
T. Number 6 
S. Ought I think you to came at once 

9.6 T. What? 

12 

1.5/14 

1.2 

S. Ought (x3) I think you. to have came at 
once 

T. 
S. 
T~ 

S. 

T. 

Yes 
Ought I thought you to jlave came at once 
Ought I thou~ht you to have come at once(x~ 
Say it once {x2 again 
Ought I thought you to have come at once. 
Bxactly 

Bxtract 135 

T. Number 7. Yes 
S. Zakarias have run out of the hou.se . 



11~ 3/9.l T. Change it. Yes, again 
S. Should Zakarias run out of the house ? 1.5 T. Should Zakarias run out of the house? 

Extract J:12 
T. Number 8. Yes -
S. We should all learn how bread is made 11.3 T. What? It says change the following sentences into quesions, it says 
S. We . should all learn how bread is made 8.1 T. No, no, no. Yes? 
S. Should they all learned how bread is made 12. T. Yes 
S. Should we have all learned how bread is made 8.1 T. No, Yes. 

12 

6 

6 

8.4/8.1 

1.1/1.5 

S. Should we have all learned how bread is made-T. 
S. 
T. 
S. 

T. 

Yes 
Should (x2) we 

Should we have 

haviJ:" 
'/ Should we 

learnt// 
// All (x3) should we S. Should we have all learned how bread is made T. (moves head side ways) No. Yes? 

S. Should we have all ••• Should we all have learned how bread is made 
T. Yes. Shol.lld we all have learned how ••• learJt how bread is ma~e 

Extract l3!l 
T. Number 9 
S. Should the baby-sitter (x2) take care of the small children ? 

8.1 T. No. Yes 

1.1/1.5 

S. Should the baby- sitter have taken care of the small children 
T. Yes, should the baby~sitter have taken care of t he small children. 



T. 
S. 

8.1 T. 
S. 

9.1 T. 
S. 

11.2 T. 
S. 

1.1/1.5 T. 
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Bxtract 138 

NUJIlber 10 
Ought you have stopped smoking ? 
No. Yes 
Ought.you to have to stop smoking 
Again, yes 
Ought you have (x2) to .. stop .smoking 
Ought you to have. Say it , 
Oug~t you to have stopped smoking. 
Yes, ought you to have stopped smoking. 

If/ 



Categories 
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Appendix VIII _. . . -. 
Hxtracts from the Classroom Talk of Ta 

Text 

Rxtract 139 

T. What does the word heavy heart mean ? S. Becoming unhappy 
1.5/16.2 T. Becoming unhappy. Is he correct? 

SSe Yes 
T. Yes 

Hxtract 140 

· , . 

T. Ie there any other expres6ions we discussed last Hme 
S. XX 

9.6 T. Say loud 
S. Not sometimes 

9.6 T. Not? ••• Say loud 
S. Not some times 

9.6 T. Not? 
S. Sometimes 

9.6 T. S~ it again. The expressions we discussed 1~ time. Who can remember 
S. In tears . 

1.5/2.1 T. In tears. Say it please in tears 
SSe In tears 

2.1 T. So what does the word in tear means ? 

1.5/1.1 
S. Weeping . 
T. Weeping. In t8r means weeping correct. 

Bxtract 141 
T. Any other expressions we discussed la*t time S. Sobbing . 

1.5 T. Sobbing. That's the same t o weeping. 

I 

\ 



6 

1.5/1.1 

. -.~ - . - ,-, ., . ' ".,-... ,~.:, ... " ~ 

- 15} -

ixtr act 142 

T. What does it mean? Tear oneself away from 
S. To be separ.te 
T. To be 
S. Separate 
T. Or 

S. Depart froll. 
T. Depart from, good. Can YOll make a sentence 

llsing depart from -
S. The man depart from Addis (x2) 
T. A roan departed from 
S. Addis 
T. O.k. anyother 
s. 
T. 

Abebe is depart from~ . 
~bebe departed from 

S. The army. 
T. The arrooc· departed. O.k. yes, we can say the 

boy refused to depart from -his mother 

Extract 143 

T. The answer will be as though he were (x2) 
SSe In a hurry 

1.5 T. In a hurry. 

903/10.1 

1.5/1.6 

Extract 144 

T. Whi ch part is the adverb clallse of manner 
S. He were a teacher 
T. He were a teacher ? The adverV clause of 

manner. Yes 
S. As if he were a teacher _ 
T. As if he were a teacher~ This part we call 

them the adverb clause of manner 

Extract 145 

T. Can YOll tell me which part is the adverb 
c1at.lBe of manner 

S. As to which he were a doctor 

. /-.- . 
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9.6 T. Say loud 
S. As to which he were a doctor 

9.6 T. 
s. 

6 T. 
S. 

1.5/2.1 T. 

s. 
11.2 T. 

55. 

5 f. 

Igain. Say it loud 
As to which P 

d As though 
As though he were a doctor. 
As thoUgh he were a doctor. 
what kind of clause ? 
Adverb clause 
Adverb clause of 
Manner 
As though he wers a doctor; 
as though he were a doctor. 

55. No. 

This part is 

TheIiUrse acts 
Is he a doctor ? 

1~5/1.6 T. No, but the way he acts; the way hs treats the patient ·this is like a doctor but he . is not a ioctor 

1.5 

Bxtract 146 

T. Which part is the verb ? Yes 
S. Ate 
T. Ate is the verb 

Bxtract 141 

T. Nwnber 2 
S. XX 

T. Say loud 
S. Wrote 
T. Wrote 

ixtract 118 
T. Three. Sentence three 
S. Played (x2) 
T. Played 

B:xtract 112 

T. The adverb clauss ·of manner modifies here modifies the word. What does the word modif.1 mean 
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S. XI 
~6~ 2 T. In Bnglish. Modify means 

S. Sholf 
~.5/l.6 T. To show or qualify. I~ qualifies the verb. 

Bxtrao1! 150 

T. Can lfe say irtthis way? Subject and verb. Did they agree ? 
SSe No 

14 T. He. were a student-. can we say in this wa-:r ? 
SSe No, no. 

1~6 T. We don't say. -This is gr8Jllms:j;icallywrong-. 

1~5/1.6 

This is third person singular. Rather it should be he is -or was a student rather he was a student we say 

Extract 151 

T. Is ehe reall-:r hungry ? 
SSe No _ 
T. No. That's the way slse sats. We are t!i1king the way she eats, but she is not hungr-:r. 

Extract 152 

1'. Who can read this example? 
S. He read as I read 

9.6 T. Say it again 
S. He read as I read 

9.6 T. He read as 
S. I read 
T. He read as I read. O~k. Tell me the subordina~ 

C~ause 

S. As I read 
1~5/2~~ T. As I read. As I read is what kind of c~ause 

SSe Subordinat, clause 
16:~ 2 T. One by one, raise -:rour hand 

S. Subordinate Clause -
1.5/2.~ T. Subordinate c~ause. - Which one is the conjunction 

which introduces this clause? 
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S. The word as 
1~ 5 T. The word as 

T. 
s. 

IDU,ract 153 

Read . the whole sentence first , 
Do not (x2) trouble to change your shoes, come just ,asyou . are .. . . -.. 

I ' 

l!~ 5/2~1 T. As you ' are .~o -nottrouble ·to change your shoes; come 'just as you are, which part is the subbordinate clause ? 

9. 6 

1~5/2.1 

:I;~ 5/2. 1 

S. 
T. 
S. 
T. 

SSe 
T. 

As you are 
Say loud 
As (prOH. : C£S) you are , 
As (Prort: ~ 1-) you are. Say it a&ain. As 
As you _are. 
So as you are is subor dinate clause . Which one is the conjunction which introduces the clause 

S. As (Pron: ceS) 
9'.5 T. As (x2) say i t as 

SS e As 

li'xtract 154 

T. Number 2. Read loud 
S. The mechanic walks ~ (2) . if he were lame'; . 

1~ 5/2.1 T. The mechanic walks as if he were lame. O.k. Is he really lame ? 
SSe No 

2.1 T. Is he really lame ? 

1: 1/2~1 

1.5 

2.1 

9.5 

SSe No . 
T. No. But the way he acts. O.k. which part is the subo:!'dinate clause 
S. As if he were lame 
T. As if he were 

SSe Lame 

1'. And the conjunction 
S. As 
T. As •• '. not only as .... as if (x2) 
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Extract 122 

9~6 T. Read loud 

1.1/2.1 

1.5/1.1/2.1 

S. The dresser acts (x2) as if (x2) he were a doctor 
T. O.k. which part is the adverb clause of manner ? 
S. As if he were a doctor . 
T. As if he 'were adoctbr~ . Good, good. - o.k. 

which one is the conjunction which introduces the clause ? 
S. As if 
T. As if 

Extract 126 

T. Number 4 
S. He frowned as though (Pron: S u hungry 

) he were 

9.1 T. Say it again 

9.5/9.1 

1.1/1.5/2.1 

10.1 

1~ 5/2.1 

S. 

T. 
_ 0 

He froWned as though (Pron: s u : ) he were hungry. 
He frowned as: though he were hungry. Say it 
as though 

S. As though (l1ron: SO ) he were hungry 
T. Say it again 
S. As though (Pron: ~ ~ u ) . he were hungry 
T. Yeah. That · is he vrere hungry. As though he were hungry. What kind of clause 
S. As (x3) though 
T. What kind of clause 
S. AS (x2) Adverbial clause of manner. 
T. Adverb clause of 
S. !Ua.nner ' 
T. Manner. The conjunction ? 
S. As 

11.2 T. As 
S. As though 

1.5 T. As though 
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Bxtraot 151 

T. Number 5 
s. ThewoWnded (x2) soldier lay down as if he 

T. 
s. 
T. 
s. 
T~ 

s. 
T. 

were deaf 
O.k. ? 
As if he were dead 
Is ? 
As if he were dead _ 
Is -What kind of olause ? _ 
Adv ••• _Adverbial clause of manner. 
Adverb clause of manner. 

Bxtraot 158 

T. O.k. Six 
s. XX 

/ft, 

9~6 T. Say it again 
S. The woman spoke as though _she were an Amerioan 

2.1 T. Which part is the -adverb clause of manner 
S. As though she were an Americaa-

1.5/2.1 T. As though she were an American. The con­junotion ? 
S. As though _ 

1.5/2.1 T. As though. But is she an Amerioan ? 
S. 

1.5/1.6 T. 
No . 
No, but the way she pronounces is like an American 

~ract 159 

T. How did as teach (x3) The answer will be what? 
S. As if he were a teacher 

9.6 T. Say loud 

1.5/1.1/2.2 

1.5/1.1/2.1 

1.5/1.6 

S. As if he were a teacher. 
T. As if he were a teacher, correct . Can you ask of using how? (x2) Biruk 
S. How did he act ? 
T. How did he aot? Good. The answer wi~ be 
S. As though he- were a dootor -
T. As though he were a doctor. So, fIlDlD this we under stand (x2) t hat the adver~ ylause of manner answers the Question thow c 



1.5/1.2 

1.5/1.2 

1.1/1.5/2.1 

1.5/1.1 
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Rxtract 16.Q 

T. Which part do you think is the main clause and which one is subordinate clause 
s. The student taught ,main clause 
T. Tho student taught, very good. 
S. As if he were a teacher subordinate clause ' 
T. As if he were a teacher ' subordinate clause or adverb clause of manner. Very good 

Rxtract 162 

T. She is a / student (x2) Is this a sentence? 
SS . Yes , 

T. Yes. This is a sentence because (x2) it gives 
SSe Meaning , 
T. Meaning, yes. BeCause it gives complete meaning 

Rxtract 163 

T. Does it give complete meaning if I s~ as if he were a teacher? This part 
SSe No 

1.5 T. No 

Bxtract 164 

T. Which part is the main clause and which part is the suboriinate clause ? 
S. Aye1ech ate main clause. As though she were hungry subordinate clause 

1.~1.3/l.5 T. Very good. That's right. Ayelech ate this is main clause. As though she were hungry sub­ordinate clause 

Rxtract 165 

T. Two 

i 

S. Doncha wrote main clause. As (x2) i~he were in hurry subordinate clause 
T. That's right. Doncha wrote that's main clause'. As if he were in hurry that is subordinate clause. 
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Extract 166 

" .. 
. '. 

T. Last sentence. which pa~t is the main clause? 
S. Thanurse acts main clause • . As thoU8h he were 

a professional subordinate clause 
1.5 T. As though he . were .a professional that is 

subordinate olauser. 
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