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ABSTRACT

The present study was primarily undertaken to investigate
the feedback behaviour of Grade Eleven English teachers,
I was specifically made to find out how much of the class-
time is spent on the provision 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 Positive,
Negative and Miscellaneous Feedback was developed,

The study has shown that teachers on average spend
29.,2% of the cless—time on the provision of feedback. The
research has also identified 539 oecurrences of Positive
Feedback and 336 of Negative Feedback. The most frequently
used types of Positive Feedback were Simple Praise Confirmation
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 Ioop;
and they showed much agreement in the use of Repetition 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 eliciting correct responses,

Based on the findings of the study it is emphatically
recommended that teachers need to reflect on their behaviour
-in order to promote impbovement on their current practices.



CHAPTER ONE

THE FROBLEM, PURPOSE, SIGNIFICANCE AND ORGANIZATION
: ~ oF meE stoY

1.1, Statement of the Problem

The provision of feedback is one among the different
kinds of verbél or non-verbal behaviours that teachers
display in classrooms, This behaviour is considered as
one of the means through which e student can scquire
information concerning the effectiveness of his behaviour

and gein some messure of control over his behaviour (Zahorik,

1970a:410) .

As has been found out by researchers, a significant
amount of the cless~time is taken up by evaluating students?
utterances, Flanders (1970:102) reports that on average -
dn Americen teacher spénds 42% of his talk by reacting to
the idea and feelings of studéntsoBellack (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 espects of the
nature of teacher feedback and its value (Zehorik 1970a,
1970b; H911ey end King 1971; Fanselow 1977; Cohen 1975;
Allurighﬁ 1975 as cited in Allwright 1988; Chaudron 1979;

Fanselow 1990).
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Studies done in Ethiopia, albeit’iimtfg&; at different
levels also show thet a substential proportion of the clﬁss-
time is spent on providing feedback, Abdulkadir Ali
(1983:44) has found out that teachers in Grade 9 in
Government Highschools of Addis Absba devote 53.75% of
their talk for the provision of feedback. Yoseph'é (1990)
finding indicetes that 54.8% of the teacher talk (which
constitutes 71.8% of the cléssroom language of the teacher)
in Junior Highscﬁools of Arsi is spent on providing feedback
in the form of re-eliciting questions which students are
not able to answer. In Tewolde's (1988) study it is egain
shown that a substantial-part of the class—time is alloted

for the provision of feedback,

Although, a8 has slready been noted, the provision of
feedback takes a sizeable proportion of the clase-time,
locally no research is done with the intention of bringing
to light the vaerious facets of it and their pedsgogical
implications (if any). Besides, the unaveilebility of
systematic inveatigationé into this behaviour notwithstanding,
none of the studies conducted abroad has been replicated
in our setting and es a ;esult it is not known what type
of feedback behaviour Ethiopian teschers exhibit in cless
and what implications the particular behaviours 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,



1.2, Purpose of the Study

The purpose of the present investigation is:

(a) To £ind 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 feedback highschool
English teachers (specificelly Grade 11 English

teachers) use;

(¢) To see if there exisis a regular pattern in the

reactions of these teachers; and

(d) To see if some speculetive suggestions 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 froms

1. The study made by Zahorik (1970a), Chaudron (19%7),
Fanselow (1977 and 1990), Alwright (1975) as cited in
Allwright (1988) and Ven Lier (1988).

2, The body of research accumulated in the field of
educational psychology which indicetes that the provision
of feedback has a bearing on the learning that occurs in
the classroom setting (Rosenfeld 1972; Raffini and Rosemier
1972; Davison 1972; Hammer 1972) and that it is a wor thwhile
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instructional practice (Pickup and Anthony 1968 as cited
by Hemmer 1972; Schunk 1982, 1983; Elawar end Corno 1985).

3. BSuggestions made by scholars based on studies
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 Kaasen_1988;
Klassen 1991, étc.). - -

[ Importance of the Studx

It has been and is still the contention of researchers
engagéd‘in the area of classroom observation that a study
of teacher talk (which this study is part of will enable
teachers to "undérstand, control and change what they do™.
As has been noted by Fanselow (1987:49) to prescribe cha&ge
without a clear idea of what we are doing and without
substituting an alternative that fille the function that the
normal rule does is, in any experience, a limited strategy.
The iamportance of such a study is not limited to the feacher
as is discussed by Lier succinetly.

It must be of interest to all people
involved in educetion in anyway (whether
a8 parents, learners, polisy makers or
researchers) to know more about what
goes in classrooms,_ not in order to
eavesdrop, check or compare, but in

order to understand and perhaps to
promote improvement if improvement is
desirable., (1984:11)



In eddition, it is the belief of the resecarcher 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 Geleta 1988; Tewolde G/Yohannes 1988; Yoseph
Mekonnen 1990) will be added, which should make our theories

in this ares less speculative.

14 Definition of Feedback

By feedback here is meant teachers' remarks or
expressions (verbal/non-verbal) about the adequacy or
inadequacy and the correctness or incorrectness of students?
statements solicited or initiated in the development of '

subject-matter,

15 Transcription Symbols Used

The following 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.

[ ] - overilap i.e., two apeakers or more speaking
simultaneously. The second bracket shows where

the overlapped speech ends.



// = Teacher's interruption
SS - Students (sub—group or the whole class)
? = rising, question intonation ‘

Blongated sound

a0
i

1.6, Organization of the Thesis

The current research is designed along the line of
investigating the nature of feedback provision in the
government highschools of Addis Ababa, A review of the
availeble literature on feedback is offered in Chapter Two.
To accomplish the aims slready set, the research procedyre
outlined in the third and fourth chapter includes:

(a) Collection of data based on recordings and

transcriptions of classroom discourse;

(b) Development of a system of analysis dealing with

the 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 end final chapter of the thesis.



CHAPTER TWO
REVIEW OF RELATED LITERATURE

The issue of feedback provision has largely been
discussed by researchers in the field of Educational
Psychology, by conversational analysts snd by those interested
in the classroom talk of teachers, Feedback provision could
well be thought of interms of two broad categories which
ere dubbed by many as Positive feedback (kinds of feedback
that confirm the eccuracy of previous coﬁmqnication) and
negative feedback (kinds of feedback which show rejéction
or which demand readjustment of previous communication),
Although there is a growing body of literature on the éubjeet,
negative féedback 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
Beedback,

2.1« The '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 conversation.
This is indicated by the following simple figure., (Dermot
1984:147) |



//////////'Measage\\\\\\\\\\*/

Speaker Hesrer

\\\\\\\\\FeEdback,/////////

Similar, though not identical, needs and procedures

Figure 1,

reside in the classroom. Feedback provision in the classroom
has gargely been attached to the provision of information as

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

term used to describe informative cﬁaractér of the consequences

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 bearing on learning,.

Lindgren and Suter (1985:379) say, "The principle that
learning is aided by feedback is well established™. Zahorick
(1970a:106) argues that teacher verbal feedback can have
a considerablg effect on the student's leerning and system
control. According to him, from a téacher's verbal feedback
a pupil can acquire information about the éffectiveness of
his behavioral output, adjust and chenge his future output,

and gain some measure of control over his behavior (Loc.Cit,)
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Vigil and Oller (1976) and Selinker and Lameﬁdella
(1979), upholding the notion that feedback is "the primaery
factor controlling the development of iearner érammar (ox
interlanguage), ‘assert that it could be predicted that
learner's gramma%ical system will continue to develop as
long as corrective feedback (which is not excessive) is
there to encourage the learner to go on modifying aftempts
to express himself in the taerget language. Conversely, if
the corrective feedback plummets below some minimal level
or disappears altogether, the grammar or the rules no longer

attended, will tend to fossilize,

Capitalizing on the functions of feedback Blair el al
(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. Every reaction of a teacher
in response to a gstudent's activdty is a kind
of feedback that has potential for both these
funetionss,

As reported by Clifford (1981:3¢1) an extensive review
of litersture on the effects of feedback or performance led

Ammons (1956) to make the following observations:
1¢ Feedback generally increases motivation,

2. Feeldback usually improves subsequent performances,

3. Generally, the more specific the knowledge of
performance the more rapidly
(performance improves. However, excessively detailed

feedback on early trails of complex tasks may prove
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to be confusing and deterimental,

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 is better or worse.

Although many accept the need for the provision of
feedback 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 correction
is not a very reliable tool in helping students overcome
errors for it could be 'immensely fruatraeting'. Krashen and
Terrell (1983:177) and Krashen (1982:74) also‘assért'that
error correction (i.e. correction of form as against content)
hes the immediate effect of putting the student on the
defensive. It is thought to encouresge a strategy in which
the student will try to avoid mistakes, avoid constructiéns,
focus less on meaning and more on form. The claim of these

scholars is firmly based on the belief that while acquisition



of language is @ sub-conscious process,error porrection and
grammatical explanations ere not.@orbet (1974) as cited
by Cohen (1975:418) sheres a similer view: 7

It is not uncommon for students to adjust

or even to asbandon what they want to say

in en effort to say it correctly, or to the
teacher's satisfaction. 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

elimihated enfirely in communicative-type activities,

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 & negetive feedback and
studies made to investigate if stgdents prefered feedback
than no feedbavk at all.

In addition to what Vigil & Oller (1976), Selinker
~and Lemendells (1979) said (es discussed previously),
Zydatiss (1974:234) asserts that ™a pedagogically orientated
description of the learner's 1angﬁage must consider notions

like ™reconstruction® of dévietion."

As ggain argued by Rod Ellis (1984), Dermot (1984) end
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Theo Van Els et al (1984), it is impossible to avoid
correction altogethér even during commgnicative activities,
As well put by Dermot (Op.Cit) there are times when learners
meke an error of fluenéy— When they are not handling turn-
taking appropriestely, when they are not giving the speaker
feedback which is evident if lesrners in a group do not
understand the specker, and fail to say so. It becomes
essential then thei the teacher might provideAfeedback to
errors of this kind.

Moreover, research works in the field of Educetional
Psychology have basically indicated that the provision of
feedback improves learning or performance (Rosenfeld 1972;
Woolfolk 1982) and that the provision of feedback has a more
positive result then progiding students with no feedback
at all (Raffini and Rosemier 1972; Sassenrath and Gaverick
1965 as cited by Lindgren and Suter 1985; Page 1958 as cited
by Blair et al 1968; Hammer 1972).

If has also been found out that from the learner's
perspective the provision of feedback is expected. Aé cited
by Hendrickson (1978) and Nunan (1989) the investigation
of Catchart and Olsen (1976) which surveyed 149 learnera
of English indicated a strong preference for error correction,
As reported by Numan Willing's Study (1988) of learning preferences
also showed that error correction is the second most highly
regarded classroom activity after practicing the sounds and
pronunciation of English. Besides, Allan (1991:61) reports
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that "meny adult students feel that the teacher is not

ﬁoing‘his or her job properly if correction is not provided",

=

Although students® expectations in themselves are not
evidence of feedback béing *necessary', they indicate that
the practice is highly demaﬁded by students and without
it students feel that it would be difficult to proceed on
what they learn, Sinclekr and Coulthard also note this

point:

Usually when we ask a question we don*'t know
the answer; almost invariably the teacher

does know the answer and children can get

quite annoyed if he doesn't - after all that's
his job, This fact ensbles us to explain why
feedback is an essential element in an exchiange
inside the classroom. Having given their reply
children wint to know whether it was the right
one. So important is feedback that if it does
not occur we feel confident that the teacher haa
deliberately withheld it for some strategic
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 obvious source of what she terms "negative input®
and [. regards it as one of the necessafy and sufficient
characteristics of input such that if it is missing language

learning may not take place.
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2.2, gge Provision of Feedback in Classroonms.

As noted earlier, the two main feedback types that ebe
identified by 8cholars and researchers are pesitive feedback
and negative fleedback., In providing positive feedback, teachers
aeknowledge the 'correctness . of students' utterances in
variéus ways. When teachers also use negétive feedback
they provide information to the learner which may indicate
that his utterance wam in some way unacceptable or deviant
ta the teacher, i.e. that it was not understandsble, was
not grammaticaelly correct, was not situationally appropriate,
etc. These two classes of féedback 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 encourege increased use of correct

behavior,

Buth Clark (1975:295) citing Anett (1969), identifies
the two functions of this type of fPeedback. These functions
are that of providing reward to motivate action and that of
providing information as to the adequacy of an action,
Behavioral psychologists have given much attention to the
motivating function. Although a great deal of information
¢n this function is aveilable in what are termed as ‘aperant

condjtioning' and ‘cotiguity 1earning'(1earning theories



in the field of educational psychology) it is suggested
that "learning does not always need to be motivated by
exterhally applied rewards . ... It certainly does depend
on the feedback of information about the correctness of
rasponse® (Clark:OpeCit.: 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 reinforcement techniques indicated that the addition of
reinforcements to a reguler 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 increased. swareness of mistakes provides more
motivatioh to improve performance than an incressed awareness

of successes. (Clifford 1984)

According to the propoments of reinforcement learning
theory positive reinforcement of carrect responses is
necessary for effective language behaviour. Ruth Clark

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

as follows:

1f a child responds correctly to a spoken
stimulus he will be reinforced, if he
responds incorrectly he will not be
reinforced, In this way edult utterances
will become diseriminating 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,



According to this theory, children learn language

because their parents and other people in their environment

reinforce it. (Klein 1987:347) The tenets of the theory
believe that apért from what are termed as primary reinforcers
(basic biological rewards such as food or the cesssation

of pain), Secondary reinforcers or verbal stimuli (Fox
instance., words and phrases, such as *good', 'welyhdne'

and 'that's right') can be used by parénts fo éatablish"

new habits (Clark: Loc.Cit.).

Although the use of reinforcement has not totally been
disregarded, this theory has mainly been critigized and
rejected for an over—emphasis on the role of reinforcement,
The_psycholbnguiatic 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 reviard 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 grammaticelly
accurate language is difficult to explain in terms of the
theory.

3. Socisl reinforcement is not a criticel determinant
of langusge acquisition. (K&ein 1087:345-6).

Among the various weys of providing positive feedback
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the most common is the use of words like 'good',!very good!
and 'ok'. This seems more so in natured conversational ﬁ
settingé. According to Fanselow (1987:270) "the rule to

say 'very good' or 'ok' after another persénaperforms is
learhed very eérly.’ Aﬁart 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:'éition (Loc. Cite)

2,2.2., _The provision 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
(Nunen 1989:25) has included the investigation of feedback
provision end more specifically of error correction as
teachers' methodological practice or pedagogic strategy
(Malamah'- Thomas 1987:69; Cohen 1975:414). AReccordinkly,
the litereture here under specifically relates to negative
feedback which henceforth will be referred to as error
correction. The theories, research and practical suggestions

on the subject are reviewed.

2.,2.2.1. The Geg@is of Error Correction: An Overview

Tracing the historicel change that has occured in the

f£ield of error correction may bring us to the unavoidable
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conclusion that & change in the attitude of educators to
terrors'! hss necessitated a change in the approach to error
correction (Hendrickson 1978; Van Lier 1988; and Johanna

Klassen 1991).

In the gremmer-transletion 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 19503,énd 19608, errors were
regarded as sins aend it was strongly recommended that
#}ike sin, error is to.avoided and its influence overcome"
(Nelson Brooks (1960) as cited by Hendrickson (1978:387)).
According to Hendrickson (Loce Cit.) many foreign lenguage
educators never questionea_the validity of this mechanistic
approach to error prevention and error correction as a result
of which the practice has continued to be used even in

present day classrooms.

with tﬁe beginning in the late 1960s of "a trend away
from sudiolingualism and toward making languaée teaching
more humanistic end less mechanistic "there arose a realization
that errors were perhaps not, just abérratipns, admissions
of guilt or inadequacies, or failures in the pedagogic system,
but might be evidence of the learners! creative efforﬁs to
build a new linguistic structure, in similar ways to children
learning their first language (Lier 1988:181), This new
area of investigation has been identified as Error Analysis.

Following this new development several investigations were
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made to identify the types of learner errors which are most
or least indicative of learning (oxr *progress'), and the
ways in which eryors are or should bé selecti%ely treated
by the classroom teacher., Describing the current trend
Klassen asserfs that the field of error correction es mn
interactive process has in recent years been receiving

infreasing attention from LQ researchers (Klassen 1991)

2.2.2.2, The Nature snd Organization of Error Correction

in Classrooms

As pointed out by Sinclair and Coulthard (1975) feedback
in classrooms is observed as an essential element in the
structure of elicit. The latter category includes all
exchangesdesigned to obtain verbal contributions from

students.

According to Chaudron (1977) the basic procedures
involved in error correction could be indicated in the
followingstructure which he developed for describing corrective
reactions in reletion to learners' errors. The structure is
basically a synthesis of the descfiptive syafem developed
by Sinclair and Coultherd (1975), and of Allwrights™ (1975)
suggestions for the basic options open to the teaehér in

corrective resctions.
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Sinclair and Coulthard?s Discursive
Moves and Acts Options

Opening Move :

(Teacher) "elicitation" (EliciFation)

|
!

A ri M : ¥
nswering Move: (ERROR)
(Student) "reply" - N

N\

(Possibly .opening move containinc ,/’, AN

N

to ignore completely

error) & i

[;_ to treat
e b=

' Follow-up Move: 7 5
(Teacher) "accept" \\\§

n 1" -
N zz;lnzitf ; . (treatment)
: g
P \\\\\
7~
S ~
, A 3
Opening Move: to transfer not to transfer
treatment
(Teacher) "elicitation" trertment l
' |
' |
v Fnother |
individual
to call upon or ]
permit, another ' I
; a sub—-grou
learner(s) to provide P I
treatment l
the whole class l
Answering Move |
" n -
(student) "reply . Keenlich (approbative '
reply follow-up I
Follow=up Move treatment)
(Teacher) "accept" I
"evaluate" : g
"comment" - ¢

to test for efficacy of treatment

Opening Move:
(Teacher) "elicitation" ?
g - ? 1 — Legend:
to return to original error maker Optional — — —
Mandatory ———

Figure = 2
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A8 could be noticed from the above figure a simple
provision of negative fleedback can involve three moves

after the student's error.

1. The teacher can react in an initiel follow-up
Move which consists of some sort of treatment that optionally,
accepts, evaluates and/or comments on the error. Ignorifig

an error, or “exiting“; may simultaneously occur.

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

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

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

Correct replies may optionally be followed by two further
moves: (a) a teacher Follow-Up Move offering espprobation
(again accepting; evaluating, and/or commenting, although
positively 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 efficéncy" or
Wreturn to original error maker®) (Chaudron 1977:33-5).

To use Sinclair end Coulthard's terms, the basic
series of Moves described sbove woﬁld constitute a correcting
Exchange; the cyclic series of which would meke up a
Transaction (Chaudron: Op. Cit.) Based on this lay out
Chaudron was abde ito develop = syétem of analysis for
corrective reactions in the classroom. The sbove considerations

will also be heeded in identifying the various exchhnges



between sample teachers and students in the current study

which involve the provision of feedback.

2.2.2.3, Fundamental Questions in Error Correction

Pieces of research conducted and theories fofwarded
in the area of negative feedback or error treatment address
one O moxre pf'the following five fundamental questions.
(2) Should learner errors be corrected ? (v) Which errors.
to correct ? (c) When should learner: errors be corrected ?
(d) Who should correct? (e) How should learner errors

be corrected 7

The answer to the first question may be obfeined from

the discussion under 2.1 and needs no further comment here,

With regard to the second question, a taxonomy of the
xinds of errors learners make has been given by many; and
amongst the different kinds of errors many agree that
global errors (i.e., errors that effect undersanding 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 (errofs 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; errors that have stigmatizing effeet

on the hearer and errors thet are rekevant to pedagogic
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focus should follow suit (Holley and King 1971; Cohen

1975; Hendrickson 1980: Gower and Walters 1983; Norrish

1983; Clark 1987; Edge 1989; Klassen 1991) There appears

to be & consensus among many ianguage educatbrs that
correcting the first three types of errors could be essential

to second language learners,

dia cAram on LASL

= The diegram on pag:é 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 Norrish (1983:107) for describing the types. of
errors related with global/local and stigmatizing errors.
It is modified by the researcher to accomodate the other

types of errors identified.

Many gcholars who dwell on the subject of *when to
correct errors*' agree that an over—emphasis on éorrection
would not beneiit 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 (1978)
suggests thqt error correction be 1imited to "manipulatiee
srammar practice" and that more errors may be tolerated
during communicaiive practice. Relating his experience
Hyland (1990) also says. "I have found that error correction
only improves the proficiehcy of I, learners if I correct
selectively™.
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Is the form acceptable ?

l

!

_Does the error block comprehension?

Yes Marginal ﬁo
ERROR
j?
Does ;t.rezglt ;n listene )
No ritation
| Yes
— Is the error relevant to
Pedagogic focus ? '
What is its level
tien— High
TP of generality ? — g
Tiomy What is its occurence High
| or frequency ?
Few | How large is the number Many
of students affected ?

No treatment immediately

needed

PRIORITY 3

Figure 3.

Lower Grade Errors

|

Yes

PRIORITY 1

Lower Priority of treatment

PRIORITY

2
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As might be imagined, educators slso suggest that the
provision of feedback should not be expected to come only
from the teacher in charge. Expressing this view succinctly
Hendrickson (1978) says, "while few language educators would
deny the teacher an active role in correcting errors, it
hes been suggested that he or she should not dominate the
correction procedures", Dermot (1984:149-50) argues that
learners will need to‘givé feedback to each 6£her, end to
talk to everyone in the group, rather than each behaving,
when their turn comeé to speak, as if they were having a

private conversation with the teacher.

In a similar demand, Birdsong and Kassen (1988%1)
recommend that teachers and learners should jointly venture
into the business of error treatment for such a procedure
could contribute to the lowering of individual and group
anxietly levéls in the foreign language classroom, (lark
(1987:218) asserts that such a procedure "notivates, improves
the monitoring capacity of students and allows them to
learn from each other"., (Cathnart and Olsen (1976) as cited
in Hendrickson (1978); Holley and King (1971);and Zahorik
(1970a) have pointed out the usefulness of the learner(s)
awareness of and productive involvement in the Corrective
Exchange /Transaction.” Chaudron (1977P44~5) asserts that
far from Being a manipulative process with the teacher
direeting and reinforcing students® "gqutomatic® responses,
the corrective discourse usually déménds an ac%ive concentration

by the learner and sometimes grout-dependent cooperation. It



is also the belief of Chaudron (0p.Cit:45) that learners
could be sensitized to the typeé'of'ﬁeacher corrective
reactions, to the function they fulfiil, éh@ to what each
type expects them in return. Chaudron maiﬁtains that such
an approach could take much of the guesswork out of teaching

and learning,

How should learner errors be corrected ? This is ene
amongst several critical questions: that could be raised
under error correction. For some it may suggest the
existence a priori of watértight preqﬁiiptionﬁ as to how all
teachers should correct their students' errors, This is,
however, an undesirable goal for "expe;ience suggests thet
what works effectively for one teacher may not necessarily
be equally effective for anothex" (He;ﬁrickson 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 stages involved
in the process of error correction are given by Gower &

Walters (1983:143).

(a) 1Indicate that an error has been made

In so doing teachersare advised not to diseourage
students for this could reduce students' desire to try out

the language(Dulsy, Burt & Hrashen 198?} Krashen 1982; Krashen -
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& Tebrell 1983»Gorbet (1974) as cited by Cohen 1975).
Caxrroll (1973), ag cited by ‘Hendrickson (1980:217), ‘gtates
that willingness to use a foreign language - and to make
errors - is one characteristic of a successful langusge
learner. The implication of this suggestion, accordingg
to Handrickson, is that teachers should create a healthiex
1eafning environment in which students recognize that

making errors is a natural, indeed, a necessary phenomenon

in language learning.

It is slso suggested that teachers should not interrifipt

the student in mid-sentencej i.e., they should allow a
étudent to complete his statement, albeit incorrect, without
interruption (Holley and King 1971; Allwright 1975 as cited
by Allwright 1988;Walters & Gowler 1983; Norrish 1983;
Dermot 1984; Cheﬁ%éth and others 1954).

(b) Show the student where the error is

Thachers are required to isolate for the students. the

part of the utterance that contains the error.
(¢) Indicate what sort of error it is

Ay order to avoid confusion students need to know
whether the problem is grammatical (e.g. wrong tense),
syntactic (e.ge. a missing work) or phonological (e.g. @

wrongly-stressed word)
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.(d) Get the student to try again end get it »ight.
If teachers fail to do so (e.g. by providing clues) it is
probably because the student does not know how toe So they
are expected to get other student(s) to help out.

(¢) 1If there is still s failure, the teacher must
assume that either the student has not understood 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 &t 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
of:%;;; of error. They are rather considered as fundamental
practices which could serve as guidelines in the correction

of errors.

2.3. The Provision of Feedback in Natural Conversational

Settings and qulications for the Language Classroom

Apsxrt from research conducted in classrooms we find
studies made on the provision of feedback in natural
conversafional settingds., The focus of these studies has,
however, been mainly on how people provide feedback when

communication breakdowns: occur.



Among the earliest works cited are Jefferson's (1972)
and Schegloff, Jefferson, and Sacks (1971). The iatter
work is specially considered as a pioneer stu&y, a product
which has made substantisl contribution in the field of

conversatioﬁfanalysia (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,
thezthhee sociologists set out to examine hew an organization
of repair opergtes in conversation addressed to recurrent
problems in sreaking, 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-
coryection over other—correction, aend that there is also
a preference for self-initiated repair (e repair initiated
by the same speaker of a trouble source)(échegloff, Jefferson

and Sacks 1977).

The work of Schegloff, Jefferson and Secks has served
as a launching pad for other studies that followed. Gaskill
(1980) in his article, Correction in nature speaker—
nonnative speaker conveisation“, tried to see how far the
findings¥ of she three SOcioloéists are tnue. In his own
words, "Wore specifically I questioned whether given =
greaterxnumber of 1ingutstic errors and possibly also
problems of understending there might be a large number of

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

-

Geskill's findings concur with that of Schegloff,
Jefferson an& Sacks., He found out the infrequent 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.:s 136).

Another study which supplémented on Gaskill's work
wes mede by Chenoweth et al (1984). The latter, in studying
neorrective feedback in native-nonative discourse,™ have
mede en attempt to investigate into how native speékers
provide corrective feedback in response to non-netive:
speakers' 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 mey turn out to be ambiguous or
openko more than one interpretetion (off-record corrective
feedback)p that native speekers could use both kinds of
feedback; and that the eambiguous nature of off-record feed-
back creates a situation in whieh ‘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 stateamenis;

if it is given as a question, it takes the form of a .. .
confirmetion check.
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Schwartg(1980) in his study entitled "The Negotiaticn
for Meaning: Repair in conversations betweéh Second Iaenguage
Learners of English," describes the types of repair viork
which occur in conVefsations between second language learners
énd examines, in his own fashion, the use of extra-linguistic

features 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 1anguage speakers in conversations give the spesker

of a trouble 8ource repeated chances to repair his own speech.

(v) The teaching nature of repair work was noticeable
in conversations between second langusge speakers and
Schwartz contends that "8econd language Iearners cen learn

more from one another than they_think they can."

(¢) Schwartz 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 (Ioc.Cit.).

It has thus far been indicated that in either of
classroom or hatural conversational settings the need for
the provision of feedback is there. Of course, in both

cases speakers have their own distinct ways of providing

edhanl.
TS i @
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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 from the handling of feedback in natural conversational
settings. True, there is a clear difference between the
two settingé gince, es attested by Sinclair and Brazil
(1977:3), "the social setting is different, and the jobs
to be done are different™. However, "To say classroom
talk has its own Specifié character doesn®+t mean that it
cannot make use of the kinds of feedback in conversational
settings”Dermot 1984:149). Accordingly, many egree on the
following suggestions,

1. Teachers need to make use of what many call "wait
time"., This is the time given to a speaker to correc% his
ovn errors. As observed in natural conversational settings
speakers of a trouble-source are not usually interrupted
in miﬁw—stream. It is held that the delaying of correction
may offer an added opportunity for self-correction. WNany
educators favour this practice (Holley & King 1971;
Allwright 1988; Balters and Gowlef‘1933; Norrish 1983;
Chenoweth & others 1984; Edge 1989; etc.) This may indicate
t0o us a preference, but not neeessarily a frequent occurence,
in both settings of what Sacks, Jefferson & Schegloff call

Wgelf-correction."

2. The suggestion that comes out of the study made
in natural conversational settings and which could perhabs
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be given heed by classroom teachers may be £Ee gne which
pertains to the provision of modulated correction. It is
most often suggested that discoureging students openiy
might not have any relevance end could perhaps lead them

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

as scholars suggest, could sﬁrely discourage the student
from further attempits at communication, (Gorbet (1974) es
cited by Chhen “1975; Dulay, Burt and Krashen 1982; Krashen
1982; Krashen and Terrell 1983; Hendrickson 1978; et&.).

3, Many scholars point out that people make sliﬁ&
and errors in their native language, so such errors and
slips are to be expeeted even more in using a foreign
language and hence in classrooms) Teachers are advised to
have error tolerance and to not reprimand students for making
errors (Dermot 1984; Hendrickson 1978; Cohen 1975; Norrish
1983;etc;) Teachers need to understand that it is more

important to communicate successfully 'in a foreign lsnguage

rather than to communicate perfectly in it (emphasis addeq)
(Hendrickson 1980).

4, As is common with speakers in natural conversational
settingleearners 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 andklsssen 1088; Corder'1973'08 cited byfchaudron
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—questioha were set by

the researcher.

(a) What specific types of feedback prevail in Grade
11 English Classrooms %

(b) For what percent of the classiime 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 7

3.,1s Selection of Schools

Eight government comprehensive high schools in Addis
Ababa participated in the study, These schools were rendomly
selected out of the total number of 24 such schools,
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No. Name of the School

1. Kolfe Comprehensive Secondary School
2. Ethiopia Tikdem No. 1 " “m

3, Shimelis Habte " "
4. FKefitegna 23 (S.048).

5e ﬁenelik II " "

6. Yekatit 12 " "
= 7. Bole ;- ;,

8. Kokebe Tsibah ’ "

3 ele The Cor Eus

In each school a teacher was chosen randomly from a
1ist of English teechers through the use of a teble of
random numbers. All teachers selected, agreed to allow the
researcher and the camera-man 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 en analysis of the feedback behaviour
of the 8 teachers who were not made aware of the main purpose
of the research. The teachers were given the impression
that their students were the observation-interest, the

camera-man being necessary %o "record the kinds of contributions

made.®

~
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Teachers were not ftold or given the types of lessons
they teach. They were 1eft 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 Recording of Lessons

The nature of the study deemed it necessary that for
neatching" teacher-student interaction there be @ video~
camera and a tape recorder. The Video-tamera was primarily

needed to focus on non—verbaltfeedback.

The allotted class—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 and 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 minﬁtes 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 vefore. Since it was
the last period he could not compensate for the time loste.

The latter is 8 fairly typical occurence in our high schools.

There were 21s0 teachers who exceeded the normsl class-

time taking 15-20 minutes additionally. On an average the
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eight teachers used 40 minutes of the class time. Accordingly,
a recording of lessona of .320 minutes has been made. This

has provided the working ground for the current study.

3.4, Criteria for Identifying Feedback Types

Formal teaching is most often considered to have a
copmon exchange, The structure of this exchange, according

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

(student) - Follow-up (teacher)s Although a consideration
of the i - R_structure"served as a basis for classifying
and anslysing the follow-up structure (a@s indicated in the
appendices) the main focus of the current study rested on

the Follow-up structure.

Teachers could provide feedback to their students in
different circumstances. For example, feedback could be
provided while the teacher.is directing or checking (Op.Cit:
50 & 53). However, feedback in classrooms is basically
observed as an essential element in the structure of an
elieite.; The latter category includes all exchinges designed
to ;obtain verbal contributions from students. It was
meinly in the context of this structure in which feedback

is compulsory that the current investigation focused.

3.5 Model of Description

One task of the research has been to develop a model

of deseription which would help achieve the purpose of the
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study. This task has at times been a frustrating one for

it was not possible to obtein a detailed system of analysis
which handles both positive and negative feedback. The only
aid in this regard was Zahorik's (1970a) model. The
problem is partly the result of most of the resesrchers ih
the field being interested in negative feedback only. To
solve the problem, a descriptive system which combines the
best of both Zehorik'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;
Tafesse 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
tdentifying negative feedback.

The current system identifies 14 elements of positive
feedback which will henceforth be known es cless 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 mede. Some categories have been throughly
revised; some have been rejected; few have been added and
nore 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
oY 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,

3¢5¢1s Positive Feedback

As noted earlier the classificetion for positive feed-
back has been msde based on Zehorik®'s (1970a) model which
better handles positive feedback than negative feedback.

Ll

Zahorik's model has two broad classifications: direct
feedback and indirect feedback., Direct feedback is defined
as "Oral remarks that have a majof purpose of conveying
information to the pupil about the value of his behavior®
and indirect feedback is defined as "orel questions and _
statements that have a primary purpoée other than providing
feedback, but questions and statements from which the child
can infer the value of his behavior" (Zahorik:1970a) As a
result of this classification both ﬁositive and negative
feedback could be found under either of the two broad
classifications, TFor the purpose of this study this

classffication has been avoided.

out of the total 26 categories in Zsghorik's model 13
categories handle positive response. All of tﬁese categories

have been maintained with some slight modifications. FPive

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

comé under it show a student that his answer is directly
acknowledged, A new category (Non-verbal Acceptance) is
2dded to this sub-class. Since Zahorik's model was developed
to handle verbal treatments only it didfnot incorporate

this feature. What Zahorik called 'Positive Answer' has
peen termed 'Positive Repetition! for the latter term clearly

defines the &ategory.

The three typés of reproof denial in Zghorik*s model
(simple reproof denial, elaborate giroof and elaborate
denidl) are used under class IT categories in the current
system of analysis. Chaudron's (1977) single category
which is alone made to handlé_the feature of negation is

rejected in favour of the above relatively detailed categories

of Zahorike.

gahorik's two categories (Miscellaneous feedback;and
praise confirmation and reproof denial) are put under class
III categories in the gystem of analysis developed for the
current study. This is basically done because thefe
categories cannot be put either under positive feedback or

negative feedback in view of the function each performs.

There wre five categories of Zahorik which have
altogether been dropped. Tﬁ?e are negative answer repetition,
response improvement statement, one answer solicitation

without clues, one-—answer solicitetion with clues; and



positive answer and negative answer., MNost 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 Systemrof analysis for negetive 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 meintained. Two categories (explanation
and complex explanation) gre reduced to one category (i.c.
eiplanation) because of the sahe function they perform.

Asm: 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 eategofy

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. Tt is included besed on the belief that the
system of analysis must havé another dimension %o 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 asnalysis (1970)
whose tenth category is dubbed as 'Confusion'. Categofy 1641
is put under this class for it appéars diffiéult' 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 and Treatment Types

Sinclair and Coulthard (1975) classify exchanges into
boundary and teaching exchange. The function of boundary
exchange is to signal the beginning ox . 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 étudy is
the teaching exchange, This exchange cénsists of the
individual steps by which the lesson progresses. Sinclair
and Coulthard (Ope. Cite) further divide boundary exchange
into 11 sub-categories six of which are free exchanges and
the remaining five are bound exchanges., The six types of
free exchanges are Teacher inform, Teacher direct, Teacher
elicit, Ppupil elicit, Pupil inform and Check. Among these
Teacher elicit is the subject of the current study since
it is the only exchange which includes all exchanges designed
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) ﬁhen the structure of the
exchange between the teacher and student/s is 1-R-FP
Initiation (teacher) — Response (student) - Follow;&p teacher)
The first elicitation could involve various moves (which
involve either positive pr negative feedback or still the
combination of both) before it‘ends with the teacher&s remark
about the adequacy/inadequacy of students! stetementé
pertaining to it (i.e. the elicitation made first) The
boundaries of the various extractis 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
samplé lessons care has been taken to avoid double~counting.
A single word, shrase or sentence offered as feedback in a
single utterance was not counted more than once unless it
has a different function. However, a single utterance of
the teacher could have two or more types of feedback., This
would mean that a teacher could use the various categories
in combination. Thus the data collected indicate that while
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 contaihing feedback. Category numbers

which 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 transcriptioh (without observation of end
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 with 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.
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Class I Categories: Feedback types that confirm the accuracy of previous communications

e w——

Sub=class Category No. & type Description Example of Exponent of Expression
I. DIRECT - 1.1. Simple Braise Teacher (T) confirms the accuracy °§ previous Se. Senayit is so sincere as Martha
Confirmation communication by using words like 'Ies'; Y
ACCEFTANGE 'allright'; 'yeah', 'correct', etc. T, tes
1.2, Hlaborate Teacher's elaborate praise of the student(s) by  Bg. That's very good thinking
) _—. using 'very good! 'exactly' or extended

confirmation. The praise is most often directed
at the student.

- 1.3 Elaborate T offers elaborate confirmation about the S. Old tradition has deprived some
Confirmation correctness of the sentence, The focus is on people of teir rihts to eat meat.

the sentence. T, Old tradition has depried some people

of their rights to eat meat. That's

it.
1e4. DNon-verbal T indicates 'Yes' by using non-verbal signals
Acceptance (Bg. Shaking head up and down)
~1.5. Positive T repeats S's utterance positively to indicate @, By the same %oken you cen contrzot
Repetition its being accepted ' this

(optional expansion
& Reduction)

SS Oughtn't
T, Oughtn't
1.6. Positive T elaborates on or explains why the answer Se didn't
Explanation given by S is correct T, didn't,fes. The second Part of the

sentence should be 'however he didn’+
Exactly, Yes.

T
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S———

Sub=class Category No. & type Description Example of Exonent of Expression
II, RESPONSE 2.1. Response development T further extends S's response T, What is the difference we made here 7
. EXTENSIONS gsolicitation without without providng clues
TEVELOPMENT. clues e Hob WSk moze
T. Why ?
- 2.2, Response development T furthwr extends S's response T, And the farmers are to be given what 7
,solicitation with by providing clues S. Land
clues, T. They are going to be given land ... Todo

this to give them the land has to come
from whexe *

2.3« Response development T completes S's response by adding

Statement another information
III. RESPONSE 3.1. Response Improvement T demands the S to complete the "Great what ?" after pupil responds with
EXTENSION: solicitation correct response the S5 has already "Great" to question concerning what couniry
IMPROVEMENT without clues began without providing clue princes Margaret is from)
Source*® Zahorik 19%0a
32+ Response Improvement: T demands the S to complete the correct "Great what ? It's another name . for
Solicitation response the S has began by providing clue England." (after pupil responds with
with eclues "Great" to question concerningwhat country

princess Margaret is from
(Source: Zahorik 1970a)

e e
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Sub=class Category No., and Type

Description

L aiiiatiat]

Example of Exponent of Expression

IV. SOLICITATION 4.1 Several Answers
I TION solicitation
" without clues

442, Several Answers

Solicitation
with clues
V. LESSON 5¢ Lesson
PROGRESSION Progression:

different topic

T asks several questions without providing
clues after a S has given correct answer for
previous question.

T asks several questions with clues after
a S has given correct answer for previous
question

T asks or talks about a different topic after
a S's correct response

T.
S.
T.

T.
Se

Te

Se
T.

- —

What's the meaning of install

establish
What else 7

Don't retreat you should
Resist the enemy

And with ought to'

This Ih:ﬁiis what kind of clauge 7

Adverb c%pae of mammer
The nurse acts as though
werea doctor.

Is he a dodor ?

he




Class II Categories:

Feedback types that show rejection or demand
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adjustment of student's

response.
Sub - class Category No. & Type Description Example of Exponent ofExpession
6. Interrupt 6. Interrupt T interrupts S utterance following error or
before 5 has completed
7. Accept 7. Accept Simple approving or accepting word as a sing S. Whether to fight for the welfare
of accepting content of utterance or usually as (Brons.. ) of the oppressed
a sign of reception of utterence but T may masses or not is a matter of
immediately correct a linguistic erroxr. doctrine.
T. Yes Welfare (Pron: )e
Welfare is the right pronunciation
of the word.
8. Negation 8.1+Simple T shows rejection by saying 'no' 'uh uh', T. Who can tell us the meaning of
BReproof denial 'not exactly! offsprings ?
Se Individual
Te No
8.2, Elaborate T shows rejectien by verbally 'attacKing Se (Makes mistake related with the use
Reproof the S ' of ‘ought to'
T, Should I go to a goldsmith and mels

8.3, Elaborate denial

T Shows rejection by using elaborate phrase
or sentence

8+4. Nonverbal Bgection T indicates 'no' by using non-verbal signals
(Bg. Sheling head sideways, shaking fingersetc,)

a necklace where there is 'ought tof
on it and put it on your neck ?




-y -

Sub=slass

Category Noe & Type

R

Description Examples of Exponent of Expressio:

9. REPETITION

10,

QUESTIONS

9¢1e Repeat

9.2 Repesition with
NO CHANGE
(Optional Expansion

and Reduction)

9¢3¢ Repetition with
- NO CHANGE

except - in EMPHASIS

(Opte EXP. & RED.)

9.4, Repetition with
GHANGE
(Optional EXP. & RED, )

9¢5 Repetition with
CHANGE and
EMPHASIS

(Option EXP. & RED.)

9+6. Loop

10¢1. Original question
10.2+ Albered question

10e 3¢ Question 3
(Opte REDy EXP; EMP-
HASIS)

T requests S to repeat utterance with
intent to have S self=correct

T repeats S utterance with no change of error,
or omission of error

T repeats S utterance with no change of
error, but emphasis locates fact of error

Usually T simply adds correction and continues
to other topics

T adds emphasis to stress location of error
and its correot formulation

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

T repeats the original guestion that lead to
response

T alters original question syntactically but
not semantically

Numerous waye of asking for response, often
with CLUES etce

Te lligrant ese YO8 7

Se To move from one place o
another.

Te To move from one place %o
anotheres Is it 7

Se They help us tomorrow
Te They help us ?

S. World people to safeguard
" AIDS
Te World people should be
agitated to safeguard
themselves and their
children from AIDS

Se¢ You use an electrical
(Pronzeliktrikol) pump
to rise the water
Te I%'s not electric/eliktrik
It's electric /r’@rtrikol/

AT T T B



Sub=Class

Category No. and Type

Description

———T

Example of Exponent of Expression

11. Negative
explanation

prompt &
clue

11.1. Explanation -

11.2. Prompt

11 .3. Clue

12, Transfer

13. Return

14. Verification

T Provides information as tocause or type of
~ error

T uses a lead-in cue to lead S to weguired response

T reaction provides S with the nature of immediate
correction, without providing correction

T asks another S or several, or class 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 is implicit or made more
explicit,.

————

S. English is less harder than Maths
Te English is less 7

T, Why did te old bus break down on
the hill ?

Se The old bus break down on the hill
since the moads was up & down

T, The mswer must be given in past tense.

15. Provide

T Prwides correct answer when S has been unable
to answer

B



- 5] =

Class III Categories: Miscellaneous Feedback

Category No, and Type

Description

Example of Exponent of Expression

16e1e Undecided

16.2 o Other

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

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




CHAPTER FOUR
PRESENTATION AND DISCUSSION OF DATA

4.1. Introduction

As previously noted, the pbrpose of this investigation
was to find out how Grade 11 English teachers behave when
they offer feedback to their students. The analysis of
of results obtained will be done in two phases. First the
presentation and discussion of quantitative data is made,
then follows the presentation and discussion of descriptive
data. This procedure was chosen mainly because, s might
be imagined, simple categorization and tallying may obscure
some necessary pieces of information. Moreover, there is
the pfoblem of ;éducing into tables some realizations and

ingights which have come out of the observations mede.

4.2, Presentation and Discussion of Quantiative Data

4.2.1, Time Spent on Providing Feedback

Data analyses for this study focused on three major
questions, The first question concerns the amount of time
teachers spend in providing feedback in English clssses,
The data in the following tsble go towards answering thet

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

Duration of Time Spent on the Provision

Recorded of Feedback

Leanon In minute Percentage
T, 20 6.2 31
T2 55 1.3 2.4
T3 60 23.5 29,2
T4 25 T 28
T5 40 15.4 38.5
T6 40 12,2 30.5
T? 40 143 35.7
Tg 40 13.6 34

Total 320 93.5 29,2

The result in the sbove teble indicates that the research
has, among other things, confirmed the assexrtion that teachers
spend a good deal of the cless~time on the provision of
feedback, The 8 sample teachers on aversge spent 26,2 of
the cless-time on the provision of feedback. However, there
is a clear difference between the sample teachers. This
difference may be ascribed to different vafiables like the
class~time each of them used, the nature of the lesson or the
type of studegts' responses, If the lesson is @ kind which
demands verbal responses from students an increase in class-
time may mesn a situation where more fsedback provision is
noted. This is evidenced in the clsssroom talk of %g,!g?

T, and T, when compared with T, and x4, If the lesson is

5
the kind which does not involve esking questions the featwe

we noted above will completely change, T2, for
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instance, was conducting @ reeding lesson whose method of
presentation (i.e. first esking a student to resd a é?agraph
aloud followed by the teacher's reading the same text

aloud) did not allow for the occurence of the verious feed-

back types.

4,2,2, Types of Feedback Teachers Used

The second and the mein question that this reséareh
sought to answer wes the identification of the verious types
of feedback English teachers use in clﬁasrooms. The various
types of feedback used, their frequeacy and success ratio
is shown in the tables that follow and then discussed.
First we examine the ways in which teachers dealt with

correct answers., The discussion that follows the table is

made by sub-classs



Table 2.

= 55 =

Frequency of . Teacher Feedback Behaviour In Class I Categories

T

T,

T

T4.

TOTAL

Sub-
Class

Category Cate.
Name

Numd Freg. Perc, Freq. Perc. Freq. Perc, Freq. Perc. Freq. Perc., Freq. Perc. Freqg. Perc, Freq. Perc.

Freq. Perc.

I
Direct
Acceptance

Simple

Praise

Confirma
tion

1.1

6.4 2 1.4

45

" 32,1

6.4

16

11.4

12

8.6

140

Elaborate

Praise 1,2

13

65

15

20

Elaborate
Confirma

i 3
tion 2

50

50

Non-
Verbal
Accpt.

1.4

Positive

Repetiti. St

12

5.1 4 1.7

69

29,5

l. 3.8

51

21.8

21

23

19.2

234

LA

Positive
Explana-
tion

1.6

- 10

15

10

35

20

IT.
Response
Extension:
Develop-
ment

_Response
Dev. Soli-
ciation
without
clues

2,1

843

20

33.3

13.3

23

38.3

60
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T

T

T

3

T ‘Total

4 5 g Tg

T7

Tg

Sub--
Class

Category Cates
Name Numbexr

Freqe Perc, FregePerc.

Freq. Perc, Freq. Perc. Freq, Perc. Freq. Perc. Freqg.Perc. Freg.Perc. Freq. Perc.

Response
Development:
Solicitation
with clues,

2.2 1

3.8

v20

76,9 1

3.8 3 115 1 3.8 26

—t—

Response
Development

243
Statement

1 100 1

III1.Respo

se
Extension
Improve=-

Response
Improvement
Solicitation
without clues

301

— ), Scxtme

100 1

IV. Soli=-

Response
Improvement
Solcitation
with clues

3e2 -

citation
Repetiti
on

Several answer
solicitation

441
without clues

10

3547 2

T.2 14 50 1 36

Several answer
solicitation
with clues
Lesson

42 2

50

m50

Progression 5

Total . Frequency and
Percentage of
Positive Feedback

33

6e1 T

1.3

16

9 313

20 3.7 121 22,4 38 T 57 10.6 93 17.3
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462.2¢1e Direct Acceptance

The six categories identified in this sub-class accounted
for 418 cases or 77.5% of the total positive feedback types
used by the sample tethers. Among the five sub-classes
identified it was possible to observe that teachers showed

a high preference for this sub-elass.

mable 2 indicates that amongst the categories in sub-

class I, the most frequently used are repeating pupil's
response positively (1.5) @nd simple praise confirmation (1.1)
which have g frequendy of 234 and 14€ respectively. All of the
sample teachers used these categories while reacting to correct
student responses. Teachers' behaviour in the use of these two
categories most frequently is §ndicetive of the fact that after
obtaining correct snswer from a student they prefer to go onto
their next task rather than to allow students to build an their

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

Next to the above two categories in the same sub-class
§ome 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 usuaslly eccurs 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 basically used
to either directly state to the cless why a student's response
is correct (Extract 102, 109, 110, 150) or to further elaborate
the correct answer (Extract 64, 144, 145, 159) This category
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does not, in almost all cases, appear alone,

A1l of the semple teachers reacted to the correct responses
of students verbally. Unlike the provision of negative feedback
no non-verbal acknowledgement or praise was detected when used
alone. Of course, hon-verbal acknowledgements like showing

egreement by moving the head up and down accompanied the verbal
treatments.

The least number of occurrence in this sub-class was
observed in the use of elaborste confirmation. This may partly

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

4.2.2.2. Response extensions development

The three categories under this sub-cless totally account
for 87 cases or 16.1% of the total frequency computed for
positive feedbacke ‘ :

In this sub-class one category (i.ee 2.3) was used only
onee, 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 mind while considering the rare or the small number
of occurrence for the other class 1 categories) or by the type
of students' responses which did not require response development
statement, Teachers prefer to nominate others to provide
edditional answers (as seen in the use of categories 2,1, 2.2,
4.1 and 4.2) or to reject .pltogether 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 end it alone accounts for 11.1% of the
total frequency computed for Class I categories, ‘This category
was basically used to help students refleet on what

they said after correct answers (see Extract 23, 27,
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47 and T7), to lead students to a specific answer 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)+ Ingther cases it is used to
further esk students what is demanded by the text, The
following example may illustrate the point, It is picked

from Extract 142,

T Wﬁat does it mean ? Tear oneself away from ...
S. Depart from |
T. Depart from. Can you make a sentence using depart

from ¢

There are several instances where this category is used

for this purpose specially by T5, TG and T?'

When compared with response development: solicitation
without 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 deachers further develop students® responses by
soliciting. In the 20 instances noted, cateéory 2.2, wWas
used to genuihely develop correct answers (see Extract 26,
29, 37, 40, 43) or to lead students to a single answer the
teacher seeks to ebtain (See Extract 32, 34, 38, 76)

The latter practice may indicate that there are teachers
who prefer to look for specific answers which they have in
mind rather than developing or using the correct answers

or the contribution of students as it is. This may develop



a feeling in the student that whatever he wants to say in
the foreign language there is only one way of doing so,

4.2¢2.3« Response extension: Improvement

il

The single occurrence and the absence zf#ﬂ&ogether

of response improvement solkcitation without eluesf (Category
3.,1) and with clues (3;2) should be analysed in light with
the nature of students' responses and largely of teaéhers®
solioiiations.‘ The océurrence of category 3.1 highly depénds
on the existence in students' responses of partly correct
answers: which need further elicitation by the teacher for
their completion, Sample teachers sirictly followed the
procedure of asking questions fromfhhe book the provision

of whose answers required the memorization of certain patterns
and vocabulary mesnings. As a result of this, students®
responses were most frequently judged as 'correct' or F
*incorrect's Accordingly, the treatments'that_foilowed
tended to make use of other categories that indicate

*correctness' or 'incorrectness' than response extension

with or withbut ciues.

442.2.4. Solicitation Repetition

The use of several answers solicitation without clues
(4.1) and several answers eolicitation with clues (4.2)
accounts for 5.,9% of the total frequency counted for class I

- catefiories., Teachers have shown the preference of using



several enswers solicitation without clues than with clues.
Five teachers have used category 4.1 It is consistently
observed in the data that teachers as much ss possible
avoid the use of clues. Category 4.2 is used only in 4

instences and it is used only by two teachers,

4.2,2,5. Lesson Progression

Only one of the teachers (who only used it once) used
category 5 (Lesson Progreasioni different topic). This
indicates that teachers most often prefer to react to
students® correct responses by making use of the eother
categories and do not go on discussing other topics before

doing so.

Thus fer, an attempt has been made to see the various
typea of positive feedback. We now eamine how the sample

teachers handle incorrect utterances.

4.2.3. Iypes of Feedback Teachers Used: (Class IX Categories.

Teachers' feedback behaviour in class II categories
was also idenﬁified and the frequency of the various types
of treatment used was computed. The following teble summarizes

the result,
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Table 3, Frequency (F) of Teacher Feedback Behaviour in Class IiCategories

. T, Ty Ts A Ts T Ty Tg TOTAL
, Sub- Sub-olass Cate, F % F % F % F % F % FF % F % F % F
WL Interrupt : % 14 27.4 . 4 T.8 31 608 2 3.9 51
_VII. Accept / S T 2 15 e g
VIII. Simple BeproofDenial 8e1 43 9e7 5 1641 5 16a1 3 9.7 1 342 14 4542 .31
Hago  Elaborate Reproof 8,2 2 40 1 20 2 40 5
#lation Elaborate Denial 8e3
. Non=verbal BEiection 8.4 6 25.1 20 76.9 26
IX. Re Repeat 9e1 3 13 1 4¢3 16 69.6 3 13 23
petitionRepetition with no change 9.2 1 33.3 2 66,7 - 3
Reps with no change except in
emphasis D3 1 20 3 60 1 20 5
Repetition with change 9¢4 1 25 2 50 1 25 4
Rep, with change & emphasis 9e5 5. & 3 25 2 16,7 4 33,3 12
, Loop 9,6 1 245 2 5 31 27,5 8 5 3 7.9 2 5 5 12,5 14 35 40
%Y. Que~Original question 1041 : 120 2 40 - 2% 40 5
gtions Alteredquestion 10,2 1 3343 2 66,7 . 3
o aestion 3 1063 1 5¢3  15s3 7. 368 5 26,33 15,8 2 10.5 il 19
p2 Explanation 111 4 23.5 159 T 41.2 .5 ©29.4
Prompt and 112 6 20 8 26,6 6 20 1 33 1 3.3 4 13.3 4 13.3 30
, Clue 113 4 22,2 2 1141 5 919 9 50 1 5.5 18
XII Transfer 12 2 12,5 T 43.7 1 662 c 6 37,5 16
XIII. Return { 13
¥IV. Verification 14 1 9.1 218,2 2 18,22 1842 1 941 2 1842 11
XX, Provide 15 2 13,3 4 26.6 4 264,61 BT 4 26.6 15
Total Frequency and Percentage 32 9,5 5 1.5 53 15.6 62 1844 23 6.8 11 3.3 118 35.1 33 9.8 336

of Negative Feedback
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Table three gives the array of the various reactions to
students' 'incorrect® utterances. In this cless teachers
used most 6f the treétments identified., There is only one
category (category 13) which was not used by any of the

sample teachers.

4.2+3.1s Interrupt

Against the expectation of the researcher, only half
of the sample téachers used category 7 (Interrupt). Although
the frequency of this category ranks frist snd covers:
15,2% of the total number of treatments in Class II
cateéories, it wes highly used by one teacher (i.es T7) who
used it in 31 instences out of the total 51. |

Interruption in mid-sentence was basically used for
three purposes: to pin-point aerea of students' errors (see .
Extract 53, 56 and 96); to ask. . for replay of insudible
student utterances (Extraet 112, 116, 118); and to
acknowledge the correctness of part of an unfinished sentence
(See Extract 51, 89 and 17)

P also used this category in 14 instances. This

teache: only taught for twenty-five minutes of the class-time.
Consicdering this it may be said that the teacher has a
preference for the category. TS and Ts used the category

in only 4 and 2 instances respectively. It could, therefore,
be said that only two teachers (E7 and T4) showed a high

preference in using this category.
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4¢2.3.2, Accept

We have only two teachers who used the category of
accept in three instences. The words used by the teachers
resemble the words they commbnly use while offering simple
praise confirmation - words like 'Ye8, 'alright', etc,
However, ih this category the words ére'used either as a
8ign 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: WAlfesr)

of the oppressed masses or not is 8 matter of doctrine.

T. Yes ... Welfare (Pron: Welfear), welfare ié 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
the student's utterance is correct inierms of content but
has linguistic errors they only focus on the latter and do
not want 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, ete.) rather than in the content of whet students

say.

4.2.3-3- Negation

' Direct rejection of students' incorrect utterances as
designated by the sub-elass 'negation' ié the third 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 types of
negation identified, the sample teachers used simple reproof
denial (8.1) in 31-instences and to0ld students their mistakes
by frequently using the word 'no'. The collected data -
reveals that reactions which ﬁse—'noi are as rare after
errors as 'good' and 'ok' or repe%ition of the correct
answer areucommén aftér éorrect responses, One reason for
this might be that teachers may feel the practice would be

discouraginge.

Next to simple reproof denial teachers used a non-
verbal signal (8.4) to indicate ‘incorrectness!., The most
frequently used‘non—verbal signal is perlongéd silence which
is most often followed by nomination (See Extract 111, 112,
114, 121, 124, etc.) 1In only one instance did a teacher use
grimesce as a sign of disapproval (Extract 117){Non—verbal
signaiﬁ wére used only py two teachers (T4 and T7)- The other
teachers preferred to react verbally. Although the non-verbal
signals that were 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 wiere only five instances of using elsborate
reproof. Most of them have & complaining nature, Here is

an example:

Te You didn't follow: What have I told you ? ‘ousht?
nust be followed by the full infinitive 'ought to'., Then



You write 'ought' plus *to' and '*they's Should I go to a
goldsmith and make a nacklace where there is 'ought to' on

it end put it on your neck ?
(Extract 11)

The small occurence of this category may not only be
the result of teachers' preference for the other categorles.
The presence of the researcher together with the video-camera-
man may have prevenf#ed teachers from using it. This at least
suggests that teachers realise its being a poor method of
feedback,

4.2¢3040 Repetitions

The six types of repetitions used by teachers cover
almost 25.9% of the total reaction of teachers in class IT
categories, This sub-class ranks firs€ in terms of the
total frequency computed for the six types of repetitions.
Among the six types of repetition, foop (9.6) was used 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 repetibion with no chahge (9.2)

by two teachers respectively,

Loop (category 9.6) was mainly used to ask students to
repeat inaudible utterances, Although done differently,
this category is the only "normal" repetition that is used

outside class,



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 teachefs most often used this category with 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
helpful ( ee Extragt 122, 124, 130, 132, etes).. 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 seenms
better in serving the latter purpose, Teachers used rising
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 ¢
5. He were a teacher

Te He were a teacher %
[{Extract 144)

Repetition with change (Category 9.4) was used only
in four instances, Teachers modeled incorreet student

response, substituting grammaetically correct forms where
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hecessary 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 languege (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,

4.203050 Question é

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 explanatioh
on the nature of students® errors and offers some clues on
the nature of their immediate correction it seems helpful
in eliciting correct responses  (See Extract 10, 23, 40,
48)., 1In 5 instances teachers simply repeated the questions
they previously asked with no additional information, clué
or explanation. Added to this altered question (Category
10.2) waqs also used in 3 instences. In function and pattern

category 10.2 resembles category 9.1.

4.24346, Clue, Prompt and Explanation

Teachers also provided explenations and clues indicating
the cause or type of error end the nature of its immediate

formulation, and also used prompts whose purpose was 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 (pfompt); This category slso has the fourth largest
‘oecurrence out 6f the 23 categories identified., Seven
teachers used this technique. They frequently reduced
students' utterqnces 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 explanetion were also
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 essertions 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 expianations

given focus on grammar.



442.3.7« Other Categories

The remaining categories (category 12-15) were used

in 42 instances., v

Teachers used category 14 (verification) to assure
understanding of correction by students. A new elicitation
was frequently noted., This category was specially used after
pronunciation errors by students (See Extract 1, 77, 79).
Teachers corrected pronuncistion 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 qQuestions 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 g0 on looking for answers

from the students themselves than providing it

The data in cless 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 téacher. 'This observation,
coupled with repeated view of the video, has led the
researcher to attempt to see which among the most frequently

used categories in (lass II led students to correct responses,

The main immediete measurement of effectiveness of any type



of corrective reaction would be a frequency count of the
studentts correct responses following each type (Chaudron
1977). ‘This was computed as follows:

Number of Successes
Number of Occurrence

Success Ratio

It must, however, be noted that since students® discovery
of correct answers cannot only be ettributed to the‘kind of
category used, the computation in Table 4 basically serves
to establish an“associative 1ink” between the kind of category
used and its muccess in eliciting correct responses. (0p.Cit)

14 categories were identified based on their frequency,
Five of these were dropped bacause they demand little or nox
effort on the pert of the student to do what is expected of
him, These categories are loop (9.6), repetition with
CHANGE and EMPHASIS (9.5), Verificetion (14); and Provide
(15) which is excluded because no student réaponse comes
after its provision. Accordingly, the following computation

was made for 9 categories.
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Table 4, Success Ratio of the Most Frequently Used
Clsss II Categories ‘ :

Categories Identified 4 Occurrence # Successes ls?aug::?:n%) -
Question 3 (10.3) . 19 12 €3.1
Clue (11.3) 18 5 27.8
Repeat (9.1) 23 5 21.7
Prompt (11.2) 30 [ 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 TeT
Transfer 16 1 6525

The figures in Table 4 are suggestive of a positive

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

the needed responses from the students,

The high success ratio of Question 3 (Category 10.3)
may be attributed to the fact that it incorporates the features

—of clue and explanation (Rf. The diseussion under 3.2,3.5).

Next to Question 3 (10.3), the use ;r elue hes provided
students with a better chance of offering correct responses,
The success of clues, as noted earlier, obviously depends
on the kind of information they contain, For instance, clues
such as 'you mispronounced this word' (Extract 14) msy not
help theistudent to get the answer right. Clues offered when
students are not observing directions are effective in setting

students on the right trace. (See Xtract 26, 124, ete.).

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

prompt may be the result of its being more clear and direect



in telling the student that there is a mistake in his/her
utterance. This category seems more successful in eliciting
correct responses when used together with explanation and
clue (See Extract 11 and Extract 135) than when used alone
(Extract 13, 111,112, 113, etcs).

Prompt is also unsuccessful when used alone (Extract 16,
28, 51,52, 53, 114, etc.). It may have a better shance when
it is not highly reduced (Exfract 104, 138) or when used
together with explanation and clue (Extract 16).

Transfer is not a good strategy in eliciting correct
responses, This is eVenfhhen it is preceded by other
categories like simple reproof denigl (8.1) (See Extract
49, 91, 103, 110, 113, 115, etc.) and non-verbal rejection
(8.4) (Extradt 48, 50, 52, 111, 125, 434, etc).

From the greatest number of interruptions, simple
reproof denial and non-verbal rejection and yet the low
'success rate these categories exhibit, it could be concluded
that they may not be helpful in eliciting correct responses,

This seems true of transfer salso.

4.2.4, Teacher Feedback Behaviour in Class III Categories

The fregumcy of teachers' feedback behaviour in iwo

of class III categories was cémputed. The result is given

hereunder.



Table 5. Teachers' Feedback Behaviour in Class III Categories

T T 5 S T

1 2 3 4 5 ’6 - Tosal
Category Freq Per Freq Per Freq Per Freq Per Freq Per PFreq Per Freq Per Ferq Per
Number : \ : .
1641 - - 1 100 - - - - - - - = - - - - 1
16.2 - - 2 28,6 = - - - 2 28.6 = - 1 14,3 2 28.6 T
Potal - - 3 375 - - - = 2 25 - - 1T 12,5 2 25 8




This class contains only two categories one of which
indicates the undecided mature of teachers while they offex
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 resctions which could
not be grouped due to fnaudible utterances of students and
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,

42+5.. . Computed Mean and Standard Devietion for Class I

and Class II Categories

Computations of Mean (X) and Stendard deviation (8)
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 among the teachers in using these categories,

The results are given in the subsequent two tables,

The mean wes basically computed to show the arithemetic
average of the feedback type the sample teachers used., I%

must be noted that the figures have in some cases been affected



76

by the wide difference (range) we find between the highest
and the lowest figure., For instence, if we take category
1.5 (Positive repetition) the range is 65, and for simple

praise confirmation (category 1.1) the range is 43,

Table 6. Mean and Standard Deviation Computed

for Class I Categofies

P e Ve bt

Category No, Mean SD
1e14 174 11.9
1.2, 2.5 3.76
1.3. 0.5 0.75
1.4, - -
1.5 29.2 21.%
1460 2.5 2.2
2.1, T«5 T.5
2.2, 3.4 6
2.3, 0.12 0.13
3.4. 0.12 0.3
3e2. - -
3.1, 3,50 4,6
4.2, 0.5 0.83
5 b 0.12 0.3

In handling correct responses, the eight sample teachers
on average ysed simple praise confirmation (1.1) and positive

repetition (1.5) seventeen and twenty-nine times respectively.
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Positive explanetion (1.6) was used by six teachers and on
average sample teachers used it 2.5 times, Response develop-
ment solicitation without clues (2:2), and several answers
soliéitation without clues (4.1) have a mean frequency of
3¢4 and 3.5 respeectively, These categories were used by
five teachers. Elaborate praise (1.2) has a mean frequency
of 2,5, The other categories which have @ mean frequency
below 1 (Elaborate confirmstion and Several answers
solicitation with clues) were used only by two teachers; and
a single teacher used response development statement (2.3)

and response improvement solicitation without clues (3.1)

The standard deviation computed in general indicates
that teachers do not vary among themselves in the use of
response development statement (2.3), response improvement
solicitation without clues (3.1), Lesson Progression (5),
elaborate confirmation (1.3), several answers solicitation
with clues (4.2) and positive explanation (1,6). A
significent difference among teachers was seen in the use
of positive repetition (1.5) and simple praise confirmation
(1.1)s With regard to these categories teachers bvear
resemblance with each other only in that they @1l used them.

From the 14 categg!ies identified for Class I, it was
possible to observe that teachers reacted most fréquantly
by using simple praise confirmation (1e1), positive
repetition (1.5), pesitive explanation (1.6), respense

development soliciation with eluee (2.2) and several answers



solicitation 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
several answers solicitation without clues (4.1) and response

development solicitation with clues (2.2). '

Similar computations were also made for class II

categories. The results are indicated in the table below.

Table 7. MWean and Standard Deviation Computed for
Class II Categories, -

_ Name of Category gg:gﬁgry Mean gzg%g:;gn
Interrupt 6 6.4 =~ 9.3
Accept | 37 «62
Simple Reproof denial 8.1 3.9 3.8
Elaborate reproof 8.2 0.62 0.7
Elaborete denial 8.3 - -
Non-verbal rejection 8.4 3.2 6
Repeat 9.1 2.9 4.7
Repetition with NO CHANGE 9.2 0.37 0.6
Repetition with NO CHANGE - -
except in EMPHASIS 9.3 0.62 0.9
Repetition with CHANGE 9.4 065 0.59
Repetition with CHANGE and _

EMPHASIS 9.5 165 1.2
Loop 9.6 5 4.5
Original Question 10.1 0.62 0.7
Altered question 10.2 0.37 0.6
Question 3 10.3 2.4 2.9
Explanstion 11.1 2.1 2.1
Prompt 1162 3.7 2.3
Clue 113 2.2 2.5
Transfer 12 2 2.3
Return 13 - =
Verification 14 1.4 0.49
Provide i5 1.9 1e32




s

No computation was made for category 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,

Most of the sample teachers preferred to offer negative
feedback by frequently using categorys 9.6, 11.2, 3{3 94
o and 9-1, Among these categories teachers showed strong
similarity in the use of category 14, 15, and 11.2.
Although they ere used by @ 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,
9ely 946, 8.1, 10,3 and 11.3. These categories are
idiesyncratic to teachers and perhaps signs of different

styles and methods,

4.3, Presentation snd Discussion of Deseriptive 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 triad cycle in teachers' talk - Question - Answer -
Comment — was done in en environment which teachers strictly
defined. Almost all of the qQuestions or elicitations were

made from the Grade 11 ENE text book. Answers to questions



4¢3.1. (Claess 1 Categories

When teachers react to students® correct responses

of students; communication, Although not pointed out in
the numericél tables, thesge two categories were repeatedly

used together, The following exchange is g typheal eXample
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of the data collected.

T. What's the meaning of doctrine 9

Se Beliéfs and teachings of a political party

s ‘Yeah, beliefs and teachings of a politicael party
(Extract 58)

Category 11,48 rarely coded occuring alone although
this is not always the case for category 1.5. This
combination is common for the other categories élso.
Categories in cless I generally are used in combination

more than we see for class II categories

Words like 'Yes', 'alright®' and 'good' which serve the
function of simpie pfaiée confiimatioﬁ weré also used to
indicate to the students that the teacher is ready for
another person to perform (coded as transfer) or that he has
accepted content while inmédiately providing correction on
linguistic errors (category 7).

Teachers' preferences for category 1.1 end 1.5; and,
next to these, for 2,1 and 4.1 may partly be the result of
their being easy to manipulate. Categories which specially
involve clueg (2.2 & 4.2) seem more demanding, It has been
possible to observe that teachers do not want to_develop
students' positive statement except that of confirming its
correetnéss. They develop students' positive statements
usually when this is required by the textbook. Teachers

have also shown preference in using categories like 2.1 aend
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4.1 which involve no clues than categories which incorporate

the feature of clue.

Apert from the fact that Some categories are easy to
manipulaete 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 nature 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 24 who only
used 20-25 minutes of the nor@al class-time have g total
of 33 and 20 occurrences of class I categories in their
reactions respectively - small figﬁres compared to the other

teachers,

The only teacher who used only 3 categories (this
teacher has been observed consietently using the lesst number
of feedback types identified for the study) is Tpe He wes
conducting a reading lesson and followed a procedure of
esking students to read aloud, followed by the teacher's
reading aloud the same text and expleining the gist of.the
various paregraphs and the mesnings of words in the pessage,
The teacher himself frequently offered explanations to the
meanings of words rather then elieiting responses from
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students. This strategy left no room for asking students
questions and for further observation by the researcher of

the teachert's resction.

£ =

The sum total of positive feedback is 539. This
exceeds the occurrence of negative feedback by 203. This
would obviously mean that in the semple classes more collect

responses were noted than incorrect ones.

4¢3¢2. (Class II Categories

Since most lessons were teaching gremmar patterns or
vocabulery end meaning, there was little or no tolerance
of errors, Toleraence of grammatical errors was only observed
in the case of Ts and Tg in itwo or three instences When
they were reacting to responses after asking students to
construet sentences based on words given. The long chains
of elicitation and reelicitations in the course of the lessons
were made to correct simple grammatical errors which were
not relevant to understanding between the teacher and the
learner. Teachers' assistance was not in general geared
toward enabling the students to express content within
-speeified limits but towards accurecy of response (See.

Extract 24, 28, 34, 126, ete.)

After errors of pronunciation, short repetition cycles

were demanded by the sample teachers (seeeXtract 11, 14,
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77, 79, 153, etc.) Some eleven pronunciation errors appeared
in the data, These errors were not tolerated and were rether
the causes for the use of interruption., Students were

required to repeat correct models efter the teacher,

The data and the observation made strongly suggest
that "the major goal of these lessons seemed to be to have
studeﬁts anmwer questions end use patterns in a way the
teacher had plenned - with no variation allowed" (Fanselow
1990:586 )« This seems: true not only for situetions in which
students provided correct answera but also even when students

gave correct answers, Extract 34 provides a typical example,

At times teachers begin to give corrections on individuasl
words and immediately €0 on correcting the full utterance
thus confusing students as to what teachers expect them 4o
do (See Extract 111),

Concurrent with the trends seen in Fanselow's findines
(Op.Citg 587-5)5many cycles in the sample classes contained
instances of repeated errors due in part, perhsps, to the
fact that the teackers often did not indicate either that
an error had occurred or where it had occurred. Exchanges

in Extract 48, 52, 124, 36 ete. reveal this,



CHAPTER FIVE

CONCLUSIONS AND RECOMMENDATIONS

v

This paper has attenpted to address the significance

of feedback provision in languaege clessrooms,

True, the most commoen type of comnunication in the
clessroom involves a teacher's elicitation and a student's
response which is followed bé the reaction of the teacher
(Bellack 1969; Sinclair and Couthard 1977). As attested by
Bellack (1969) "if this sequence does indeed define g gencral
pattern of elaséroom disecourse, it would seem %o be important
to investigete this Sequence of moves in greater detail®

the current research was conducted in this spirit,

To achieve the aim of the study eight experienced EFL
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 te classify, analyse
and objectively talk about the feedback beheviour of the

sample teachers,
5.1 Conclusions

We have touched on three Questions that h81d significent
factors for achieving the mein purpose of the study., These

Weres
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(2) How much of the class~time is spent on the
provision of feedback %

(b)' What types of feedback do teachers use 9

(e¢) Does there exist a regular pattern in the reactions

of teaehera 2

From the analyses and observations made based on the afore-
mentioned questions, it wes possible to arrive at the

following conslusions,

5¢1e1s The current research has, among other things,
clearly shown that teachers spend a great deal of the clasg—
time for the provision of feedback. It has been found out
that 29.2% of the elass time (or almost 12.4 minutes) is
spent for this purpose, Although teachers spend a gfeat
proportion of the elags-time for the provision of feedback
their strategies Ao not seenm successful, Teachers do net
encourege students to expand on their replies. Sometimes
teachers distort the contribution of students in their demand
to £it students' responses to teachers' frame of reference.
Most of teacheré' treatments fail to sérve a8 a means of

clarifying meanings and increasing understanding,

5¢142. The results: of this research indicate that
teachera' feedback behaviour is g rigid behaviour. In both
classes I and class II categories a limited number of feedback

types opeur comparatively more frequently than othera.
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These are simple praise confirmation (1.1), positive
repetition (1.5), response development solicitation without
clues (2.1)7and several answers solicitation without clues
(441) from clsss I; end interrupt (6), simple reproof
denial (8.1), Loop (9¢6), Prompt (11.2) and non-verbal
rejection from class II_categorieé. This does not necessarily
mean that teachers showed agreement between themselves in
the use of these categories. From the standard deviation
computed it was: possible to note that teachers showed much
agreement between themselves in the use of positive
explanation (1.6), several answers solieitation without
clues (4.1) and response development solicitation with
clues2.2) in class I; and repetition with no change except
in emphasis: (9.3), repetition with no change (9.2), altered
question (10.2), accept (7) and elaborate reproof (8.2) in
class II categories (See Table 2, 3, 6 and 7).

5e¢1¢3¢ The most frequently used categories are not
necessarily the most successful ones, Computation of success
ratio for some of the most frequently used clsss II categories
supports this conclusion. It was possible to note positive
relationship between success and the use of Question 3 (16.3),
clue (11.3) repeat (9.1), prompt and explanation in eliciting
correct responses, The use of clues, questions (10.3) and

‘explanation has a better chance in elieiting correct

anawers not only when these categories are used slone but
also when they sre used together end when they supplement
other eategories like repeat (9.1), prompt and transfer.



5e1¢4s Teachers strictly defined the environment in
which students should operate, They also preferred to put
stringent demands on gremmatical accuracy and pronunciation.
As a result of this practice long chains of elieitation amd
reelicitation in the course of the lessons were noted which
were no% relevant to understanding between teachers and
students, This clearly indicates that teachers are most
interested in the form of the languege than in what students

saye.

5¢1¢5¢ Teachers provided feedback by using verbal and
non-verbal signals, Non-verbal signals usually accompanied
other categories in both classes, In class II, however, they
were primarily used to indicate to the student theat his:
utterances are not correet. However, this strategy is not
effective in eliciting correct response. It has one of the

least success-ratio_. cemputed (see Tgble 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 encouraging practice compared with other
findings which 4indicated that teachers frequently cut-off
student responses before completion when they thought that
the responses are incorrect (Holley and King 1971; Chaudron

1977) »

5¢1.7. Students generally receive 1little or no help

from teachers in their attempt to provide correct utterances,
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Teachers spend most of the class-fime due to this strategy.

In this regard the current finding does not concur with

the findings of Fanselow (1977), Chaudron (1977) and Holley
and King (1971) who reported that providing correct. enswers
was the most popular treatment in their date. The strateagy
used by the sample teachers is what McHoul (1996) calls:

"the strategy of indicating unacceptable student answers:
without providing direct corrections as such."™ The ﬁractice
of the sample teachers resembles what Hicks (i983:245) has

found out about Tanzenian teachers:

They (the teachers] are simply putting
pressure on the clasgs to give an answer
by using silence, repetition of the
question, urging or renominating, or as s
final sign of the failure of elicitation
process telling them what to say.

This practice may be common due to linguistic inadequacies:
on the part of the teachers (rather than pedagogic ignorance)
a8 Suggested by Hicks (Loc. Cit.) and Yoseph (1990) or
teachers may think that the other categories are time -
Consuming. Another reason may be that the above categories

afe easy to manipulate.

5¢1.8. The results of the . - relmearch further revealed
that teechers' feedback behaviour is complex behaviour.
Teachers feedback behaviour is related to teacheys' preference,
the time evailable, the type of lesson in progression, the

type of students' responses ete.
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5.2. Recommendationsa

Conducted primarily as a descriptive study, this
research did not intend to devise methods of incressing
the effectiveness and effieiency of teachers' reactions,
Nor did it venture to offer hard and fast prescriptions as
to what particular direction the provision of feedback should
take, However, going through the data and based @n the
observations made it is believed that a few speculative
suggestions could be generated for teaching, learning and
teacher training. It is in this context that the following

recommendations sre made.

5¢201¢ One general suggestion that could be made is
that teachers need to avoid using a narrow range of feedbgck
types end are rather edvised to use a wide vartety of options

gvailable to then,

5.2¢2. Teachers need to minimize their siringent
demands for gremmatical asccurecy which were the causes for
many of the unsuccessful chains of exchanges between teachers
and students, As slso found out by others (Holley & King
1971; and Hendrickson 1978) the avoidance of such e practice
bears good results in helping learners communicate with the
language more confidently end in producing greater participation

and intersction between teachers and students.

5.2¢3¢ Although the provision of feedback takes up a
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sizeable proportion of the class«time the kinds of class II
categories - . do not seem effective in eliciting correct
regponses, Hence teachers need to reflect on their bhh#?iour
so as to meke some ad justments. Together with the need for
using a wide variety of feedback types, teachers need to maKe
suffieient use of feedbaek types like clue, explanation,

and questions (10.3) which may be helpful in leading students

to discover the correct answers for themselves.

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 encoureged to
ask questions after any task or question they do not

understand,

5¢2.6¢ The implications of research works which
concentrate on teacher-téz}k should be given important place
and their utilization should be sought by teacher training
institutea which aim at inoreasing the effectiveness of
teachers. In this regard this researdéh suggests that a
systemstic approach to feedback provision would be more

effective than random feedback provision.

However, there remains much to be dgRe in this srea.
This research may be considered as an initial probe inte
the nature of the feedback behaviour of English teachers,
Further investigations are warrsnied in the same srea, As
suceinetly put by Fans@low (1987) our task should be "to

explore not te coné'lnde,“
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Appendix I

Extracts From the Classroom Talk of Tl

Categories Poxt
Identified
7 Extract 1 7
Te oo who could give me an answer 9
: : S. Adverb clause of reason. ;
1.1/1.6 T. Yeah, Because, you know this is an adverb,
Extract 2
T, So this is ome pattern used to form an adverb
clause of result., Can you produce a sent-
ence in which this pattern is used,
Se He is so #1d that he won't live long.
1.1/1.5 P, Alright, He is so o0ld that he won't ? he
- won't what ¢ '
Se ILive long, _ _
T He won't live long, alright,.
Extract 3
Te Iet me give you ons more examples (writes on
BB) what's that ? She has grown so quickly.
_ What's this ?
Se Adverb
1.5 T It is an adverb,
Bxtract 4
T, Use *'that', 'as’, '‘adjective' and then use
'such ..o a' and then produce your sentences,
Ok, try. You can talk of something expensive
to buy.
Se ‘This is such an expensive shoe that I couldn't
buyo
1.5 T. This is such an expensive (writes: shoe that

I couldn't buy)



T,
Se
9.6 T,

. Se
1l.5/1.1 2.

I,

. S8
1.3 T,

T.

. Se
9.3/11.1/1.5 7.

I.
SSe
l.5 T.

T.
SS.
b 8

T.

: Se
1l =,
Se
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Extract 2
What's the result of the car being expensive ?
Yes ?
XX
Yes ?
He can't buy it.
He can't buy it, right,

Extract 6

I ought to write to him, What is the modal
auxiliary ?

Ought .

Ough‘!: °

Bxtract 7

Can anyone tell me what they are ? What are the
two types of infinitives ¢

Infinitives and non-infinitives,

Infinitives and non-infinitives ? We are talk-
ing about infinitives, and there is no non-infini-
tive. Yes, infinitives are divided into two:

full infinitives and bare infinitives.

Bxtract 8 o
I had better go, What kind of infinitive it is ¢
Bars, _
It's bare infinitlve. An infinitive without to,
o Extract 2
ese What does it raefer to
Fu.tureo ]
It refers to the future, an obligation to be:

performed in the future,

Extract 10 B
Instead of 'ought' who can use *should’ e
instead of *ought!

I should to write to him,
I should %
I should to write to him,




801/11./11.3/10.3

1.5

7/9.5/14
Te272:1
15/ 2. 2

9.1

8¢2/11.1/941

1.2

2.1

T.

Se
T.

T,
Se
T,

3
T.
Se
Te

Se
T.
So
T.

2.

T.

I.

Se

I.
Se
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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 by the in-
finitive without *o', So can you improve
your answer ? I should ...

Write
Write
Bxtract 11
Who can answer the first one ? You'll raad

the question and you'll answer the question,
Yes, please, Speak loudly,

We develop (Pron:dive/esF ) new products
everyday.

Yeah, develop (Pron:d’s'velsp) 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 'ought to ' So, answer the
same question uSing_'ought to?

We ought develop new products everyday.
Again
We ought develop to new products everyday

You didn't follow ¢{ What have I told you 7
'ought' must be followed by the full infini-
tive 'ought to's, Then you write 'ought® plus
*Yo' and 'they's. Should I go to a goldsmith
and make a necklace where there is fought to°
on it and put it on your neck ? Say it again.

We ought ... we ought to develop nsw products
every day

Very good.

BExtract 12

The second question, Who will try the second
one ? You read the question and you answer
the question

(Reads) They apply Mathematics in many diff-
erent activities,

You answer

They should apply Mathematics in different
activities, They ought to apply Mathematics
in different activities.
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191 e T. Good.

Extract 13
T. Who can try number three ? You need the
question,
S. You use an electric (Pron: electrik )

pump to reises the water,

9.1 L Again

S. You use an electrical (Pron: eliktrikal )
pump to rise the water.

8.2/9.5/2.1 T. Do not read what's not written. It is not
electric (Pron: eliktrik) It's electrie
(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.

8.5 T. To raise
5S. Raise
l.1 T. Raise, Raise means teke off

Extract 14

T. Who can try number two ? Yes, you reaé the
question and answer the question yourself,.

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

113 T, The question has already been answered.
The next question.
S Don't (x3) retreat. You resist the enenmy.
Don't resist you should resist the enemy.
Don't xetreat you ought to reist the enemy.

11«3 T« You mispronounced this word
S. (Pron: ritait)
15 T. Retreat
S Retreat
1.1/2.1 T, Good., Now, have you answered the questions?
S. Don't retreat you should resist the enemy
8.1 P, ©Oh, no.

gggract 15
T What is the short form of cennot ?
SS. Can't



1.5/4.2 7,
SS.
lel/2.3 T,
Se

101/105 T.
T, .

Se

11.2 7.
Se

11.2 =,

Se
8,1/11,2 T,
S,

11.1/11.3/11.2 7,

Se

l.2 T,
Se

1i.2 T,
Se

l.2 T,
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Can't, By the same tegken you can contract
this
Oughtn'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

BExtract 16

Now, let's go back to that question
Don't retreat you shouldn' resist the enemy,.

- Don't rebxeat

Don't retreat you (x2) ought eee you oughin't

- regist the enemy

Don*t retreat you should
To oughtn't resist the eneay
No, no. You should ,,, Don't retreat

Don't retreat. You should ... You shouldn't
reésist the enemy. -

Aha, you make it negative, Make it positive ...
Non't retreat you should

Resist the enemy,

And with 'ought tot

Don't retreat you ought (x3) you ought to
Resist

Resist the enemy

Excellent,



Appendix II

Extracte From the Classroom Talk of T2

Categorises Text
Identified
Rxtract 17
T, Apartheid ..e Do you know the mesaning ? ...
Se XX '
9,6 T, 6eh ?
S. Discrimination
1.1/1.5 T, Ok, now, it's a discrimination among the
- whites and the non-white people.
Extract 18

Te A faerenji (tr: a white person) woman and an
Ethiorian or a blackman they marry each other,
The son or the child between them is not either
ferenji or a black person, ok ? He is a
person of mixed Blood (x2) ... How do we call
it in Amharic this person ? ILulseged :

Se <er  (tr: mixed) '

1.5/4.1 T, <2% and % '

Se &4 (tr: hybrid)

8,2 P, nArL&HPAF (teacher curses the student)
Bxtract 19

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

T. Now our person said it is., When you read
this, you shouldn't read it as it is ... it's,
ok ? Ait's short, ok ? So as it is written
like that. :

Exgract 20

T Now, they don't have right, we said, What
do we mean by that ¢

S Freedom '

9,6 T, eh ¢
S. Freedom,
105/ 1.1 Te Freedom’ yese



T.
De
Se
1:5 =,

=104~
‘Bxtract 21

What do we mean by that ? Assembly ? Yes
anaa  (trs  congregation)

Can we say that ? Another common word (x2)
in English, Assembly, Yas

Collection
Gathering, eollecting, meeti (x3) There

will be meetﬁ T S
gathering, t's also possible, ’
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Appendix III

Extracts From the Classroom Talk of T3

Categories

Text
Identified
Extract 22
P, We can say the same see¢ 6R oo the same mean-
ing in how many different ways 7 .
5. Pour '
1.5/1.1 T. 1In four, alright.
Extract 23
P, Are we showing the difference between two
things 7
S. No '
1.5/1.1/2,1 T, No, yes. We are doing what ?
S, We are doing the same thing
11.2 P, We are showing 7
S. The same meaninge
8.1/10.3 T, No. They have the same meaning, but when we
are comparing the two things, are we saying
that one is better and the other one is less ?
Yes, please, Yas ' ‘
S. Noe.
9,6 T, Yes ?
Se No
1.1/1.5/2.1 T. Yes, no, What are the same ?
S, They are not the same '
3.1 To With ¢
S. White
1.1 T, Yes,
Extract 24
P, What do we mean by sincere 7
S. Honest ‘
1.,1/1.5/4.1 T, Yes, honest, And not only honest, but

Towvine 2 atralisht mannar,
having a seralgavy ia ’



L5/ 2 052
9.6
9.240.3

12

8.1/11,%

9.6

T.
S.
T,
s-
T.
Se
T,
S.
7.

Se
T.
Se
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Straight manner, alright. A person who
bear (Pron: bir)

eh ? )

bear (Pron: bir)

beer ? What's beer ?

Bb~8=g=-1r

Yes %

Sincere

No, Yes, you ,.. you're associating sincere
in write letters., Yes, there, but not that
0ne e

Obey
eh
oksy

1.5/1.1/T.0bey, alright, So, sincere means honest ... R cee
2.1

1.5/2.1

- 1.5/1.1

1,1/1.5/2.1

1.5/2.1

Le1 /145

1l.3

ons who never tell ... tell what ? 6h ¢ee One who

never tell

S Lie : %

Te A lie, What is the spelling of lie ?
Se L=4i-28

T,

T,

Se
T.

s.
T,
S.
T.

T,

Se
Te
S,

L - 4i=-2e, ye3, And ons who never cheats we
call him he is sinceras,

Extract 25

Now, out of these persons, Who is sincere 7
Or more sincere., Yes, ;

Martha is more sincerse

Yas, Martha is more sincere than Senayit., Now
we Rave used which one 7

More

eh ? More, adjective, sincere, eh
Than

Yas, than,

Extract 26

Use one of the structures in here (x2) Yes,
please,

Senayit is more sincere than Martha.
No we shouldn't repseat
Senayit is less sincere than Martha,



1.1/1.5 T.
1.1/1.5/2,2 %,

Se
1,1/2.1 T,

S.
1.5/1.1 9¢

T.

. S .
l.1/2,2 7o,

Se

1.1/2.1 7T,

Se

105/1.1/106/2.1 T.

Se
1:5/1:1/2:1 %,

S5S.
1-5/101/40 2 T

Se
1.2 T,
Se
1l.2 T,
Se

1.1/1.5/11,1 T,

-] QT

Yes, Senayit is less sincere than Martha.

Senayit is not as sincere as Wartha ... S6nayit
is not as sincere as Martha

Yas, Senayit is not (2) as sincere as Martha,
Now, let's give Them the same kind of ¢eo 6h oos
ability here. eh ..e (tr: ok)

Senayit is so sincere as Martha

Yes, Or

Senayit is as sincere as Martha,

Senayit is as sincere as Martha, alright,

Extract 27

Now, let's take question number four (x2)
English is not so hard as Mabhs ...

Maths is harder than English

Eh, yes. Now there is a change in companison
hera, What is the difference we made hers ?
Yes, please

Not use more
Yes, Why ?
Bacause hard is one syllable

One syllable, ¥es, With one syllable words
instead of more or less we add what ? *er' and
in the superlative degrae ? -

€ = 8 =t ~

We add e = 8 = t , alright, But after it we
have what ?

Than

Than, alright., Maths is harder than English,
alright ? Now we are going to have England.
6h cee ‘Al (‘br: Ok.)

Bnglish is less harder than Maths
English is less 7

Harder than Maths

Is less ?

English is less hard than Maths

Yes, English is less hard, Not ... you don't
8ay harder, ,
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Extract 28

To Iat us say that they are both hard (2). Yes,
please

Se English is ¢2) not so hard as Maths
11,2 T. BEnglish is
Se JBnglish is so hard as Maths

10.3 T. Well, Yes, yoursentence is correct, but what
I said was what ? ... Iet us say that both are
she same ,,, They are equally hard

: Se BEnglish is not as hard as Maths
1l.2 To ZEnglish is
Se not as hard as Maths

82 T, You are saying the same thing what she is
saying. Yes, please,

: Se Bnglish is as hard as Maths
l.1/1.5/4.1 T, Yes, English is as hard as Maths or ?
| Se Maths is so hard as English
1.1/1.5 T. Yes, Maths is so hard as BEnglish

Extract 29

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 and teaching of a
Political Party ... What do you understand when
we say the beliafs and teachings of a Political
Paxrty 7

Se It's a Political principle that a political
party X

9,6 T, I couwldn't hear

S It's a Political principle that a political
party follows or pursued

l.1/2.2 T, Alright., Can we give examples as how a polit-
ical party uses the doctrine ?

S. XX
9.6 T' eh ?
Se Propaganda

2.1/15 T, And what's that Propaganda ? You have to
elaborats what it means (offers the answer by
giving extended examples)



T.

SS5e
lel/1s5 T,

T,
S.
1ed/1s5 2

T
Se
lo 5/2.2 TO

Se

Se
5 B

T.
Se
9.6 T.
Se
1.5 T.
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Extract 30

Do you think these farmers will support this
party ?

Yes
Yes, Will support the party

Bxtract 31

What's policy ? (x2) Yes

A plan of action made in a political party
Yes, a plan of action formulated and issued
by zwrites on BB) a plan of action formulated

meaning has formula (x2) and issued, given by
a political panfy.

Extract 32

And the farmers are going to be given whatt 9
Land

They are going t0 be given land where thsy
can produce eh .., what ever they like, To
do this ... to produce, eh, whatevery they
like. To do this (x2) to give them the land
has to come from where ? (x2)

The land has to come from the government

Eh, well, if it is a feudalist country the
land is already

It must be expropriated from the bourgeousds

If it is a feudoburgeoisie, it is with the
land ewners, Then the land will be taken
from the land owners and distributed among
the what ? The farmers, alright ?

Extract 33

Alright., So, shall we go to the third one T
cee First let's see your example ... your
answer, Yes, please

X
No, I didn't hear
Antagonistic attitudes betwaen different races

Attitudes between (finishes the sentence by
writing on BB)



T
| . B
1.1/1,5/2.1 T

. S
1.5/2.1 1.

55
1.5/2.1 2
: , Se
4.,5/2.2 T.

. S
8.1/11.1/10.2/11.3 T,

Se
801/1101/.11'2 T.

. Se
l.52.2 Te

, Se
le5/4e1 To
Se

105/401 T‘
‘ Se
l6.1 T.
Se
1,5/1.1/4.1 T.
Se

=110~

Extract 34

Now, racial. Is it noun, verb or an adjective ?
It's an adjective '

Yes, it's an adjective. Now, what's the noun
form of racial ? _

Race.

Race, R =~ a - ¢c - 8, Race, 5o, when we Say
racial, it means of what ? It means of

Race . o g e
A race. What's'race ? Yes
Mankind

Bm ..o Mankind, Well, mankind is a race, of
courses But let's narrow it, let's bring it
very XX - SN

Competition between two groups

Em ... It is not a com 3:3: What we are saying
i8 ... W8 have not discussed racial, Now, what
do we mean by race ? Now, for instance, such

"kind of people are this race ? Alright ? How

do you group people as in a race or put them in
a race 7 '

XX

No, no. That's ... discrimination is differ-
ent, alright ? The people, alrighte.

People who have different origine

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 ? Eh ... in
order to differentiate one race from the other
cee il ('br: O.ko) ‘

Calture and language

Culture s.,, 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

Tha attitude of different people

The attitudes, may be, yes, MNore or less
the same

Raligion.
Religion, yes, And there is one more
State of development
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9.6 Te Yes 7 .
S. State of development

1.5/4:1 T. State of development also. There is one moré
important thing

: . Be. Society. -
1.5/1.1 T, Society, alright. Eh
S Culture }

11,1 T, Well we have already said culture
Se Their type. . : s g
12 T, . %A (trs o.k.) Yes
: S, Sex
11.2 T, Now there is one thing is their geographical <..

- gl

S, Situation .

1.1/1.5/14 %4~ Yos, the situation. Now, what is the equiva~
. lent for race in Amharic ?

: S, XX
9.6 T, Eh ? o
Se ‘mhdsougon (tr: running contest)

8.1/11,140.1 T. No. That is ... racing is M AL EIEIO (trs
running contest ) But we are not talking
about this one, Race in Amharic is

S, HE (tr: race)

8.1 T, Not ' H&G ' bBut yes
S X ... _ .
I§ Te BEm .., well it could be, but 7oy (tr:
tribe ) is much better,
Extract 35
®., So let's take two people here, two races, Yes
S, XX

9.6 T, Yes, Yes ?
S. The Gurages and the Oromos.

1.5/141/2.,2 T, The Gurages and the Oromos, right. But, eh,
alright, let's take them, alright ? But they
are most of the time they live peacefullye.
But why not take two races that are most of
the time at war in our country, If you go to
Harrar, there ars some races that are always
see 6h 2138

. S 1Isas
9,6 T, Yes ?
S. Isas



1.5/8.1

1.5/1.1

1.5/2.2

16,2

10.3
1.572.2
9.6

1.57/22

I F

T,
SSe
T.

.
Se

T.

P
Se
T,
Se
T,

Se
T,
Se
T.

Se

T,

T.
S
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The Isas and the ¢
The Afars. ’
The Afars, alright.

Extract 36

S0 antagonistic is what ?
Conflict

It is a conflict, They don't agree. So they -
have antagonistic feelings (x2), alright. Now,
if you have read this in your book, there is
an antagonistic feeling with who ?

Apartheid - %
Eh ? Apartheid is n :::

Extract 37 7

What's apartheid ..., Is apartheid a doctrine
or a policy ?

Policy
Is it a policy ?
Doctrine

It is a doctrine ,.. what are ths Policy eh
for apartheid ?

Racial segregations
Eh ?
Racial segregation

The racial segregation between the whites and
the blacks, the non-whites., Now, apartheid
is a policy ee.. the doctrine and the policy
are the different ways of putting eh the
discrimination, How do they do it ?

The non - whites are not allowed to participate
in any political party.

Yes, the non - whites are not allowed to
participate in any political party.

Extrgct_38

The non - whites should show

The non = whites shouldn't go from one place
to another




l. 5/2.2 T.

Se
15/14 T,

SS.
1.5 Te.

Ty
_ . SS.
1.5/2.2 T.

- S%.
1.5 T,

P,

Se
1.,5/0,2 ¥,

Ss.
1.5/2.2 %o

Se
10.3 T.

Se
1.1/1.5/2.2 T.

. S8,
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From one area to another, "If thay do, what
do they have to show 7 A pas® ...

They have to show a

A pass Book meaning he is ... now, if we take

Addis Ababa if you want to go to Merkato
ou'll have to carry with you something.
ave to have

Pass book
You ‘sl

You

BExtract 39

So this is what ?
Policy. :

This is their policy. A white or non-white
person is not allowed to travel with a white
person in the bus, This is what again

Policy
It is policy (x2)

Extract 40

There is a racial or antagonistic feeling
between the non-whites and the whites, Now,
what ,.. which countries

South Africa

It is South Africa, Does this mean that
there is no discrimination in any other
country 7

No

Bh... There is discrimination, Do we have
any discimination in our country ?

No, we don't.

We don't have any discrimination ?
is maome kind of discrimination

e e There

Racial discrimination

Yes, We have from ons race to another there
is some discrimination, Some people are
engaged in making pots, You look at them
as in what form ? Not equal with

Others ,
The other people, alright,

have to show the passkook to the poliwm,
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Extract 41

What's the meaning of domination 7
To control

To contol, yes, In control., Not only control-
ling but

HaMing force

Having force on (2) on yourself ox is it on
somekody ?

On somebody
On somebody

To impose somebody

To impose

Somebody. B .
Somekody, Now, what's imposition ?
Foreing others to do something.

Yes, imposition means forcing others to do
something unwillingly. When we are forced to
do something we don't like there is imposition.

Extract 42

Now let's come back to here. Domination, yes 7
An Authority ) .

Eh ... dominstion, well, there is some kind
of authority

Being powerful

And ? Not only ®eing powerful but
XX

Yas. Now, yes.

Extract 43

Which one is more in number 7
The non-whites

The non-whites are more in number than the
whites, And who is sontrolling the country 7

The whites.
The whites. And who is powerful ?
The whites
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The whites are.more powerful than the what ?
The non-whites, Now how can we say this 7

The whites have got more weapons than the
non-whites _

Yes, the whites have weapons, everything,
Are the non-whites .,. are they dominating
or are they being dominated ? Yes

Being dominated

Yes, they are bkeing dominated. And who is
dominating ?

The white.
The white,

Extract 44

The fifth one, 1Is it migrant or immigrant ?
Migrant .

Yes, alright, Migrant, Yes ?

To mowe from one place to another.

To mowe from one place to another, Is it ?
No.

No. That's it has a different spelling for
that one

One who moves from one place to another

Yes, it is a psrson who moves from one place
to another., $So what do you say this is ¢
Is it a noun or an adjective ?

Adjective
It is an adjective

Extract 45

Ato Girma is eh an Ethiopian migrant, What
does it tells us ?

His nationality is an Ethiopian
Yes, He has come from another country

Extract 46

The non-whites we said they are not allowed
to do what ?

They are not allowed to move from one place
to another
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Yes, they are not allowed to move from one
place to anothar,

Extract %7

After they are engaged are they allowed to
comé back and live with their family %

They are forbidden .

1.5/2.1 TThey are forbidden to come back to their place,

1.5/2.1

2.1

1.2/15

Se

Se
T.
Se
T.

For how long have they to stay in the area
where they are ?

For a fixed day

For a fixed day ... SO0 are these people truly
migrants ?

No, they are not

My 7

Because that is their country
Yes, because they're living in their country.
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Appendix IV

Extracts From the Classroom Talk of T4

Categories Poxt
Identified
Extract 48
P, Number 1, Why did the old bus breakdown on
 _  +the hill ? o
S. The o0ld Bus break down on the hill since the
roads was. up and down
1063 T I8 this ... Is the question in present tense
. or in past tense 7
SS, Past tense
11.3 T, The answer must be given in past tense
S, Since the road was worn out the old bus broke
~ down on the hill
9.3 T, Broken ? Any other ?
S. Since the road was worn out the old bus 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, Sisay
S. Since the road worked for a long time break
down on the hill
'8.4 P, (Silence) yes
S. Since the road was up and down the old bus
break down on the hill
10.3 T, Break or broke ?
SS. Broks
14 T, Since the road was up and down the old bus
SS. Broke down

1.51.1/2:2 T

Se

9.3 T.
83,

Broke down, Yes, that's better,¥he old bus
broke down since the road was up and down,

You can bring the adverbial clause a¥ the
beginning of the sentence.Wwho can bring ? Yes ?

Since the road was up and down, the old bus
break down

Break down 7
Broke down
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Broke down, yes, Where should I put the
conma, 7

The .road was ap and down,.
Yes, up and down,

BExtract 49

Why does NMintwab weep ? Is this question in
present tense or in past tense ?

Prasent tense.

Eresent tense, Your answer must be given in
Present tense. Eh ... Nigussu

Since hers father was ... since hers father
dies Mintwab weeps

No. Yss ? o
Mintwab weeps since her father is dead
(Silenca) . .

Why does ... Mintwab weep ? Since her father
died she was weep .

ohe was weep 7 No. Mintwab weeps since she
is very sick., And you can give other regsons.
Now who can bring the adveérbial caluse at the
beginning of the sentence.

Since she is married éj/ﬁ
' Fes.

Mantwab (2) was

//8ince Mintwab (writes the
answer on BB)

Extract 50

Why did you feel dizzy ? Why ? Yes ?

I felt dizzy since I was sick

I felt (2) dizzy since

I was sick . ,

I falt dizzy since I was sick. Yes, another 7
Since I were (x2) live in Gondar

Since ? ;

Since (x2) I were live in Gondar, I felt dizzy
Since ?
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I were live in Gondar
(Silence) ,
You did feel dizzy since;/ :

' ' /;o.l

‘felt dizzy
Since the weather was bad (x2)., I felt dizzy
since I didn't take cofSe., I felt dizzy since
I ate much, S0 many reasons.

Extract 51

The next one, why did the crew members revolt
against their captain ?

The crew members revolted against their cap «..
captain since he was very bad leader.

Since he was very bad, yes. Any other ?

The crew members revolt against since (x2)
their (x2) leader was bad

The crew members

The crew (x2) members revolt since their
leader was bad

(Silence) Eh, yes.
XX
Yes
The crew members revolted against
A%yyes, revolted,

The crew members revolted against?

Thus captains since thelr
Thus captains ?

Th
t?gheir or thus ?
Their captain since the ship was XX
(Silence) Yes ?
The crew members revolted
Please read your answer loudly, please
The crew (Pron: Ky | :w. ) members revolted/

The
crew .

The crew members revolted against their captain
wince he was bad person

The crew members revolted agéimst their captain
since he was bad person.
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Extract 52

Why she insists on playing the piano 7?7 Yes ?
Since she was free to work she is XX
Since she

Since she was fped to work (x2) she insisted on
playing the pianoe

(Silence) yes ?

She insisted on playing the piano since the XX
Anyother ?

She insisted on playing the piano since XX

No

Since i
/NO.

She insisted on playing the piano since she is
great interest on it

Since she has great interest on it (x2) She
insisted (x2) on playing the plano. Any other,
any other reason. ?

She insisted on playing piano., ©She didn't play

‘pianoe.

(Rominates another student)

Since she was interested she is interested on
playing (x2) %he piano
No, insisted, DPast form

Extract 53

Why can't they help us tomorrow ? Why ?
They can't help us tomorrow since they were busy
(Nominates)

Since they (x2) went t?/y
since

They went to
Nigussu, First stand properly. Since

Since they want to play foot ball they can't
helped us tomorrow

Since

Since they want to play foot ball they can't
helped us tomorrow

Em :3:(nomination)

They help us tomorrow sinci/
They help us ¢
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_ Se They .
11.3/10,1 T, It is negative whyynan't they help us tomorrow 7
Why 7
S, They can't help us tomorrow since they are
busy

9,2 T. BSince they are busy.
Se Since they were busy thi%y
since they ?

5. Were busy _
' 8.,1/15 T, No., Since they have their own problem,

Extract 54

T. Why did Kelemwa asked for (x2) breakfast., This
- one is simple.quesiion.

S, Since I will ... since I was hungry Kelemws
asked for breakfast

9.2 T. Since you were hungry (laughs together with SS).
Yes, Klias

Se ©She gsked for her breakfast since Kelamwa was
hungry.

1.5/1.1/14 T. Since she was hungry- Yeah, She asked for hsr
breakxfast since she was 7

S. Hungry.
1.5/1.1 T. Hungry, yes.

Bxtract 55

T. Why do you want to ses a doctor ? Why ?

S¢ I want to see a doctor since, I was sick,
11,2 T Since 7

Se I was sick

10.3 T. Is he correct

S5 No
10,3 T. I8 he right ?

55 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
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very sick, I want to see a doctores The
present tense,

Extract 56
Why did they postpone the picnic ? Why %

They postponed the picnic (Pron: pPl:s )

since there wai%y
Eh ? What ? Picnic ?

Has postponed (xz)//
//;hﬂ Picnic

The picnic since oannot// cas
Cannot ? ... Em g3

They posponed the.picnic since they XX breake
fast = .

They postponed (completes the answer on BB)

Extract 57

Why did the students laugh ?

Since the teacher was laughing the students
laugh

Since the teacher was laughing the students,
laugh. Any other reason 9

Since the teacher told them a story the
students laughed

Since the teacher told them a story the
students laughed, yes.

~
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Appendix V

Extracts from the Clasefpom Talk of m5

Categories Pext
Identified

-thract 58

T. What's the éeaning of doctrine ?
S, Beliefs and teachings of a political party

1,1/1.5 Te Yeah, beliefs and teachings of a political
paxrty

Extract 59

T, What's policy

Se Plan of action formulated and issued by a
- political party

1,1/1.5 T, ¥es, policy we mean plan of action formulated
and issued by a political party.

Extract 60

T, Racial means what ?
S. Antagonise

1.1/1.5 T, Yes, racial means antagonistic attitude Whetween
different races,

Extract 61

P, Number four, domination
S, Dominating or being dominated

1.1/1.5 T. Yes, domination means dominating or being
dominated

Extract 62

P, Number five, migrant mesans
; S, One. who moves from one place to another,
1.1/1.5 T, Yes, migrant means {x3) one who moves from
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one place to another

Extract 63

What's antagonistic mean 7

Enemy . .

Antagonistic 7

Enemy . ‘ _ o

Enemy, ok, Antagonistic, When we say

antagonistic idea, what does that mean ?
Antagonistic idea, ye

To be against-
To be a.gainst, right.

BExtract 64

How do you use the wor® impose in a sentence %
Imposed, yes

Good leaders impose their interests upon the
People §aeple’ :

Right., What else ¢

The government of Ethiopia imposes the income ..
tax on the workers,

The government of Ethiopia imposes high tax
on the people, alright, yes, impose :

I must perform that (x2) task that has been
imposed upon me

Alright, imposed upon me, possible, Yes ?
Buropeans impe$€ African people XX

The Europeans are imposing ... the Ruropean
people are imposing Africa that means they are
making pressiire upon our selves

Extract 65
What's the meaning of to safeguard. Yes
Protection
Protection or yes ¢
Defend .-
Defend. How do you use it &n a sentence ?

The parents must to safesguard théir children
Parents have the obligation to safeguard their
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children ... To safeguard, yes
We have to safeguard our forests.

We have to safeguard our forests, right.
0.k,

World people to safeguard from AIDS

World people should be agitated to safeguard
themselves and their children from AIDS, yes 7

We have to safeguard our country from enemies

Yes, we have to safeguard our country from
enemies,

Extract 66

Numbker 3, ruthless, yes
Cruel. ,'

Cruel, right, yes ?
Unkind . )

Unkind, right, yes 7
Showing no mercy.

Showing no mercy, right. Good, Good
explanation, yes ?

Have no humanity

No humanity, right. Or a brut’ al... bding
ruthless or he is a ruthless man means he is
brutual, unkind and merciless, Use it in a
sentence

He is so ruthless that he didn't forgive us

Yes, he is so ruthless that he didn't forgive
us, Ruthless, yes

The sedond world war Hitler follows a ruthless
policy

The second world war Hitler was following a
ruthless policy

Extract 67

Yes, brutality, brutality, yes

Cruel (Pron: Kruwelle)

Alright, he said *?

Crusl

Alright, How do you use it in a sentence ?
The fascists treated their people brutally
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Yes, the fascists treated their peopls
brutally. The Apartheid policy .. Apartheid
policy

Treats . _

Treats the nom-whites brutally. The Apartheid
policy treats the black people or the non-
whites brutally. That means they are treating
them as sub-humanly. They don't consider tham
as humanly

BExtract 68

Alright, to undermine (x3) yes.

Weaken gradually,.

Weaken gradually, o.k, How do you use in a
sentence (x2)

The enemy force XX in undermining the unity of
the revolutionary army -

Say it very lemad, Iaud. Come on

Enemy force never stops XX to undermine the
unity of the . revelutionary army

Alright, o.k. Yyes, yes
Hussein was undermined by me
Alright, yes

Teachers shouldn't undermine the effect of
their students

Alright, teachers shouldn't undermine the

| effect of their students

BExtract 69

What's the meaning of to foster

To help the growth and development of
Alright

War fosters poverty and disease

Alright, war (x2) fosters poverty and disease

Extract 70

Which is the right word that fills ghe given
dash, yes:

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.

It was only a pretext
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Extract 71

Te Right, number 2

S. The whites and ths non-whites in south Africa
doinot live in the same area, EKach lives in
its own reservations _

1.5/1e1 To In its own reservation, right,

Extract 72

Te RNumber 3

Se In Yekatit 1966, there emerged a great mass
.Hprising. This sovereignty Aklilu Habtewold,
the then Prime Minister, and his Cakinet
Ministers to resign. '

10.3 T, Is this the word to be filled in that place %
. Is it sovereignty or any word ? yes

Se In ¥Yekatit 1966, there emerged a great mass
- uprising. This compellsd Aklilu Habtewold,
the then Prime Minister and his cabinet
Ministers to resign

101/1,5 T. Right, compelled.

Bxtract 73
T. How do you make sentence number ons ? yes
loudly ‘

Se The foreign minister made a long speech on
foreign policy of the country..

1.1/1.5 T. Yes, the foreign minister made a long spesch
on the foreign policy of the country,.

Extract 7§

Te Number 2.

S If you want to safeguard the gains of the
revolution, you have to install the right
people in the right place

l.1/1.5/2.1 Ts Right, the right people ... you have to install .
the right psople in the right place., What's
the meaning of install ¢

S. BEstablish
1.5/4.1 T, XEstablish, What else %
S. Appoint
9.6 T, Eh ?
S. Appoint (x2)
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To 7. ... -
To appoint.

To appoint. According to the given
sentence. what else ?

Fix g machine.

Yeah, %0 fix for all alectrical thinga,
for example,

Plug hnd so and so forth, We can inffall
in a studie:

Extract 75
Number 3

‘T4 is true that racial discrimination

is practical in many parts of Africa

It is true that racial discrimination is
practiced in many part of Africa

Extract 76

O.ke. Number 4

Food scarcity is always used as a pretext for
the increasing of food prices

Right, What's the meaning of scarcity ?
Scare and scarcity (x2) Walia Ibex is a
scare animal in Ethiopia and in all over
the world., Scare is

Rare

Scare means rare, How about items of food ?
What about items of food ? Interms of food,
eh

Shortage .

Shortage, right. Shortage. Iack of avail=
ability is again shortage.

BExtract 77

Now, number five

We are determined (Prons ditermaind ) to
fight against the ensmy of reactionary social
customs

Alright, we are determined (Pron: dit3:mind )
Everybody determined :

Determined
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Alright, we are determined to fight against
domination of reactionary social customs.
Whaet do we mean reactionary social customs 9
What are some of the reactionary social
customs 7 :

Opposing social customs. Opposing

In what sense ? (gives answer)

Exéract 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 18 see Is it a matter of selfishness 7

No

Eh

Whether to fight for the welfare (Pron:
of the oppressed masses or not is or matter of
doctrine

Yes, selfishness and welfare (Prons

Welfare (x2) is the right pronunciation of the
given word., Alright, whether to fight for the
welfare of the oppressed masses or not is a
matter of doctrine

Bxtract 79

Number 7
The soverignt¥ ' (Pron: spvariti ) of the

country is unquestionable
Soverignty. BEverybody soverignty
Soverignty

Al®%ght, What do we mean by the word
soverignty

Unity

Unity or integrity is our soversignty, our
onsness

Extract 80

O.ke number 8

The patient can't endure the pain., You must
&8t him a pain killer
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1.5 T. The patient can't endure the pain. ¥ou must
get him a pain killer

Extract 81

Te Number 9

Se They had andergons much suffering befors they
- told the truth

1.1/1.5 T, Yes, they had undergons much suffering before
they told the truth

Extract 82

T. Ten and the last ons, yes

Se Peace and hard work foster the progress of a
- nation

l.5 T. Peace and hard work foster the progress of a
nation

Extract 83

To Who can answer question number 1

S. The Whites and the non-whites do not go to
the same school; this is because the law
forbids them to do so

l.1/1.5 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.

1.1/1.5 T. Yes, this is because the law forbids them to
do S0.

Extract 85

T. Number 3, . Yes
S. 1In a socidlist society man does not exploit

man; this is because the law forbids them to do
80,
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Phe law forbids them to do 80

Extract 86

Number 4, Yes .

In south Africa, a non-white South African
cannot marry a white South African, This is
because  the law forbids them to do so.

Alright, In South Africa, a non-white South
African cannot marry a white South African
This is because the law forbids them to do so.

Extract 87

Number 5., Yes .

In Ethiopia, people (x2) cannot own extra-
houses; this is because the law forbids them
to do so,

This is because the law forbids them to do so

Extract 88

Number 6

In Ethiopia, people cannot sell land; because
ofe.the law forbids them to do so

This is because the law forbids them to do so

Extract 89

Namber 8., Yes

In many parts of the world, men cannot sell
their offsprings because of this law forbids.
S0 e to do soO

Say it again
In many parts of the world. méen cannot sell

their offspring
,//;h,huh

This is because the law forbids them to do so
Yes, the law,
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Extract 90

Who can do number 9, Question number 9, Yes,
yourself, ‘

You cannot make hashish in Ethiopia; this is
because the law forbids them to do so.

You cannot make hashish in Ethiopia; this is
bacause the law forbids them to do so.

Extract 91

Number 10, Ten and the last.

In our country we cannot :hant as we like,
This is because the law forbids us to do so

Yes, this is bacause the law forbids us to do s0.

Extract 92

Who can tell us the meaning of offsprings %
&nyt one

Seasons
Offsprings ¢

XX

In what sense ?
Baing racial,
No, Yes ?
Indgeidual

No

Children

Not exactiy. Eh

Give birth to

O.k, give birth. Eh, yes, anyone who can try
Its own child

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 |

Extracts from the Classroom Talk of Té

e e 758 N A B s BT R

Categgries Text
Identified
Extract 93
T Number T -
S. 0ld tradition has deprived some people of their
. . rights to eat meat
1.5/1.3 ~T. 014 tradition has dfrived some peoples of their
= ®ights to.eat meat
that's it,
Extract 94

T+ Number 8

Se The law has deprived the whites and the non-
whites of their right to go to the same school

1.5 Te The law has deprived the whites and the non-
whites of their right to go to the same school
Bxtract 95

T Nine ... Yes, girl .

Se The law has deprived the capitalist countries
workers of their right to get according to their
ability & quality of work

1.5 Te The law has deprived the capitalist countries
workers of their right to get according to their
ability and quality of work

Bxtract 96
T Number ten, The last one
3. The law has deprived them of their right to
- pursue (Pron: Pri:3Jju )/
6 T Ao ?

S.

Pursus



1:.5/1.1

1.5

1.5/241

1el/1e5

1.5

e 1/2a5

9.6

10.3

T,
Se
Te

Te
Se
T.
Se
T.

T.
Se

T,

T.

Se
T.

T,

Se
T.
Se
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Pursue, yes,

Thaeir studies
Their studises

Extract 97

Apartheid safguardsthe interests of the non-
whites, Yes

False

False, Your evidence
Paragraph 2. .
Yes, it's «.. the evidence is on paragraph 2

Extract 98

Has apartheid made life difficult for black
South Africans ? In complete sentence. Right,
yes, gird,

Apartheid made life difficult for black South
Africans

Apartheid made life difficult for black fouth
Africans

Bxtract 99

Now, foreigmners on paragraph 4, for example,
foreigners, Who can explain this ?

A person who comes from another place,

Yes, a person who comss from another place
or country.

Extract 100

Is it true or false ? Non-white Africans are
citizens of all Bantustans, Come on, Yes, boy.

True
Eh ?
Trua

Is it true ? (x2) Non-white Africans are
citizens of Bantustans. Is it true 7 None

white Africans are citizens %f Bantustans. I8
this stetement true or alse
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- According to the reading passage. 0.k, boy.

1.5/14 T,

S5
1.5 T'

Pe
. . Se
1.1/1.5 T,

S5,
1.5 &,

T.

S.

1.5/2.1 7T,

, S.
1.5/1.1/1.6 =,

T.
S,
10.3 T,
5S.
1.5/2.1 o,
Ss.
Se
1.5/1.6 &,

False,. in paragraph four

It ¢eo the statemant is false according to the
paragrgph four. So the second one ... it is

False .

False, BEvidence is ... you can get your evid-
ence on paragraph 4

Extract 101

Ocke number 3, Is it true or false ?
False. The evidence is on paragraph 6

Yes, s0'it is false, The evidence is on para-
graph eoe

Four

Four

Extract 102

Ocke Four eee yos
Falsse.

False, . Paragraph %
Paragraph seven.

Paragraph seven. Yes, it's false, Evidence is
on paragraph 7. Paragraph 7 says what ? (Opers
textbook) there is no equal pay for equal
qualification, So this statement is false.

Extract 103

O.k. five. 0.k,

Trus, Paragraph 8

Is it true ? Is it brue ¢

Yes

Yes, it is|true | your evidence is on paragraph ?
true]

Right

The last paragraph I think, eight, It says
what ? All peace loving countries (reads to
texthook) so this statement is true,



9.6
8.1
11.2

Led/ 25

1.1/1.5/4:1

Te

Se
T.

Se
Te

T.
Se

I,
Se

T..

Se
T,

Te
S.
T.

Se

T,

T,
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Extract 104

What are tribal reservations ?

Tribal reservations are for the Afribans
there is no movement fro§y

Tribal resservations
are

There is no movement from onj/ )

No, what are
tribal reservations ? You can sea it on the
book., Yes ? . _

They are forbiddenﬁ to move from one place to
anothsr

Yes ?

They are forbidden to move from one place %o
another

o, Ok, boyo
XX

Tribal reservations are places where ese Who
can finish it ? Yes,

All Bantustans live in

O.k. Yes, tribal reservations are places
reserved only for the bdack South Africans

Extract 105

What has the law on Bantustan citizenship
deprived all black South Africans of 9

The law on Bantustan citizénship deprived all
South Africans to go to the same school,

Yes, t0 20 sie not 400 t0 g0 to the same
schools Yes, now another answer,

The law of Bantustan citizenship deprived all
South Africans do not move from one region
another region.

Yes,

Extract 106

Ocke now, five., What was the msin purpose of
the Bantustans ? What was it ? The main
burpose of the Bantustan ? Yes



S

Se

.1 T,

T
ss.
1.5 T.

T,
‘ Se
1.5/1.3 T,
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The purpose of the Banti%y
/ The Bantustans

Was to promote tribal thinking and to
urdermine the unity of the African population
in south Africa

Good,.

Extract 107

.o What are they ? Are they whites or nom-
whites ? Ok, they are

Non-whites .
They are non-whites,

Extract 108

Why is the word 'white' in paragraph four
put inside inwerted commas ? Why is it ?
Yes _

It does not really for whites _

It does not really mean whites, Yes, that's
ite.
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Appendix VII

ﬁxtracta from the Classroom Talk of T7

Categories
Identified

Text

8.4

1.1/1.2/1.6

9.1

1.1/1.2/1.6

T,
\S.

I,
Se

T.

I,
Se

I,
Se

I,

T,

Extract 109

Who can answer this quesion ? Yes

You should have studied Wery hard. You ought
have ..+ you ought to have studied very hard,
however, you studied very hard

(Silence) ,

You should have studied very hard. However,
you didn't study

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 tenselby-using'what ? You should
have studied very hard, however , you didn't,
alright ? Therefore the first ... the second
part of the séntence to explain that the action
did not occur,.

Extract 110

Oeck. What about the second ons ?

Bveryone. ought to have done his share of work.
However, no one did

Again, again

BEveryone ought to have done his share of work,
However, no one dide.

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
averyons, right, ought to do .., ought to have
done his share of work, however, no one did

Extract 111

Number 3
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Se The janitor shouldn't have (x2) lock the
door (x2) .,, Defore the AOOTS .. Howae¥er (2)
e janitor didn't,

9.1 T, Again, please, Look say after me, the janitor
should lock the doors before he leaves

Se The janitor should have lock>%7 :
6 T ‘ ' Ko. you say the

statement, Please say the sentence first
S. The janitor should lock the door .
: Afihe doors ¢

S. The doors before he lesves. The Janitor should
have locked the door ... the doors befora he
leaves, However, the janitor didn't,

8.1 T« No-§ no., Yes ?

Se Tha' Janitor should (x2) have locked the doors
before he leaves, However, he didn't lock

8.1/11.3 T, No. Yes ? Thers is something wrong, Yes ?

Ss The janitor (x3) should have locked the door
before he leaves. However (x2) the janitor
. didn't lock,
8.4 Ts (Silence) yes 9
S The janitor should lock the doors before he
- leaves. However, he did not.
8.4 T. (Bilence) yes.?
S The janitor should 100%//
//;he Janitor

S. The janitor shouldn't have ‘locked the doors
before he lesves, However, he did ,.,. he didn't,

8.1/15/11.1 T, No. The answer should be, right ? , the janitor
should have lodked the doors before he left,
Therefore, wa did what 9 Change simple present
tense into what ? Past tense form, yes, The
Janitor ¥should have locked the doors before he
left, however, eh ..., he ,..

Se Didn't |

1.5/2:1/1:6/1:2 0, Didn't, yes. The second part of the sentence
should be however he didn'%. f¥actly. Yes,

Extract 112

Te Number 4
S. You ought to have telled the traffic poli;;’
6 s 4&&]{6

your voice loud
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B¢ You ought to have tell the traffic police the
. truth about the accident but he didn't tell

9,1 T. Again, again a5 E

5. You ought to tell,.. you ought to have tell ...
you ought to have told the traffic police g

‘ . about the accident. However ;
6 T, j/go. Anyone ?

Se You ought to have told the traffic-police the
truth about the accident., However, he didn't
tell - . ,

8.4 T, (Silence) Yes ? ,

S. You ought to have told the traffic police the
truth about the accident.. However, you didn't,

1.2/1.1/1.6 T, Exactly. Very good: Yes, you ought to tell(x2)
therefore have told,

: Extract 113
Te O.ke let's go to gquestion five (x2)

Se Amare should have submitted his application
before the end of the semesters. Howsver,

AidH'% (xa)/

Again, again
Say it, say the answers

Se Amare should have sukmitted his application
- before the end.of the semester; howeviﬁz
6 Te She didn't eh ... his work

8.1/8.2/15 ?. No, Why did you delete the word submitted ?
You have to say Amare should have submitted
his application before the end of the semester;
howsver he didn't

Bxtract 114

T, Number 6

S I think you ought to have came at once.
However, you didn't came

9.1 Te Again, say it.

S. I think you ought to have came at once.
Howsver, you didn't came

1l.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,

5. I think you ought to (x2) have come at once...
ceme at once, He didn't (x2)
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8.1 T. No. Yes, anyone ? . . _
S. I think you o;ght (x2)o0 have came at once.
, . However, I di .
9.1 T. Again, again, again .

Se I think you ought to have eeme st once,
However, I did

8.2/11.1 T. Why don't you read the direction 9 The
direction says first you have to change the
verb into past tanse formand add aenother
sentence to make that sure that the action
did not occur. This is the direction, right ¢

Why don't you do according to the direction ?
Yas :

Se I thought you 6ught'to have came at once,
However, you didn't,

11.2 P. You ought to ,
S. You ought to have cami%y

6 s _ You ought
S« To have came at onci/, - .

6 T, //;ot camé, Yes, I thought
gou ought to have come at once (x2) However,
you didn'¥., Alright ? (x2) This is the first...
the second part of the action indicates that the
action didn't occur.

Extract 115
T. Number 7

Se Zakarias should run out of the house., However,
He didn't (x2) run out.

8.1/8.2/9.1 T, No, no, no, why do you repeat (x2) Again say

it Zakarias.
Se Zakarias should have run out of the house
6 Te . eéggwever
Se However, he didn't run out o _
6 T 1 stope No, don't

add any sentence after however he didn't. Yes
say it once again,

S. Zakarias should hava run out of the houss,
Howgver, he didn't.

1.1/1.2/1.5 T, Yes, exactly. Zakarias should have run out of
: the house, However, he didn*t,
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Extract 116 -

Te Iet's go onto question number 8
; S. We should have all learned how bread is made
11,2 Te We should eh ?

S. We should have all learned how (x2) bread
is made. Howevsr, you didn'%t (x2) learn

8.1 T ¥o, Yes ¢

Se We should have all learned how bread is mades
However, we didn't

8.8 T. (Silence) yes ?
Se We should have all learnei%y
' ' ' please makeyour

6 .
- voice louder. Yss, we should all

Se We should have all learned hi;%y

6 T. Anyother, Yes,
who can try. Yes

S. We should have 3ll learnsd how bread is mads.
However, Wa didn't

15 T. The answer should be what ? have(x2) learnt.
should all have learnt, eh 7 "We should all
have learnt how brezd is made, However, we
didn't.

Bxtract 117

T, Number 9

3. The baby sister should have to take care of
the small childrey

The baby sitter

Se BSitter should have to take care of the smell
children, However, he didn't

9.1 T. Again

S. Tha baby (x2) sitter ought ... the baby sitter
should have to take care of the small
children ... have to tafj/

(grimace) Yes ?

Se 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-
gitter ... yes

S. The baby sitter should have taken care of the
small children
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- -

S. Howsver, they did.

8.4 T. (Silence) Anyone, yes? The baby
S. The baby sister should (124%7
6 ; itter (x2)

Se¢ The baby sister should have take care of"
small children, however, she didan't care,

91 Pe Again (x2) say it,

Se The baby sitter should have take care of the
small children. However, she didn't care.

11.1/15 T . What's wrong with this senteénce 92 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

Extract 118

T Number 10

S. You ought to have stop cee stoppi¢¢7
6 T. Make your

- voice louder. Yes, again.
S. You ought (x2) to have stopped smoking

Le1/145 Ts Yes, you ought to have stopped smoking

Extract 119

Te Now, the first one ... yes ¢

5. You shouldn't have studied very hard
Y.1/16,8 Ty Yes, yes, Again, say it

S. You shouldn't have studéed very hard

1s2/1:5 T. BExactly. You shouldn't have studied very
hard,

Bxtract 120

T. Go back to page 31 Yes ... yes

S Bveryone ought to have to do his share of
work

9.6 T, Weht ?
S, BEveryone ought to have to do his share of work
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Lo 2/145

9.6

11l.3
8.2
16,2
8e 4

102/105

9.1
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T,
Se

T.

T,
Se

L.
Se
:
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S.

T,
Se

T.

T,

S.
L.
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Yes ¢

-Bveryone ought not to have done his share of

worlk,

Exactly. BEveryone ought 'not to have done his
share of work, very good,

- Extract 121
Question number 3

The janitor should not (x2) lock the doors
before he leaves

Yes ? Make.your voice louder

The jani ... the janitor shouldn't (x2) have
lock the doors before ha leaves _

(Silence) yes ¢

The janitor shouldn't have locked the doop
before ke leaves

Doors, it says, plural
Door )

Why do you say door, yes ?
XX

Read |§

The janitor shouldn't have locked the doors
before he leaves

(Silence] Yes ?

The janitor shouldn't have locked the doors
before he left

Exactly, the janitor shouldn't have locked the
doors before he left

BExtract 122

Number 4

You ought not to have (x2) t0ld ... to have
tell the traffic police about the accident

Again

You ought not to have tell the traffic police
the truth about the accident,

Make the word tell (writes on BB) changs the

word, you said what 97

They ought not to have told ; :
//;old, yese



1-1/1.5

1.1/1.5

11.3
8.4
8;4
0.1

9¢5/11.1

9.1

8.4

Se

Te

T,
S.

I,

T,
Se
I.
Se
T,
Se
T.
Se
T.
SQ

T,
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The traffic police the truth about the
accident, ;

Good. You ought to have told the traffic
police the truth about the accident

Bxtract 123

Number 5

Amare shouldn't have submitted his application
before the end of the semister

Yes, Amare shouldn't have sukhitted his
application beforghhe end of the semester,

Extract 124

Number 6 : ,
I think you ought (x2) not to came at once,
What ? Number 6, I think Fou o0

I think you ought to not came at onee

- (Silence) yes, anyons %

I think you ought to came at once,

(Silence) yes ¢

I thought you ought not to have come at once
Again _

I think you ought not to have came at once

I thought (xzsryou ought not to have come at
onces Because it says change the verb,

Exbragh 125
Ocke Number 7
Zakarias shouldn't (x2) run out of the house
Kgain
Zakarias shouldn't run out of the house
(Silence) Yes
Zake.s Zakarias shouldn't have run out of the

(x2) house



1.2/1.5/116

&4
8.4

8.4
8.4
8.4
8.4

1.1/1.5

8.1/11.3

8.4

T,

T.
S,
T,
Se

I,
Se

T,
Se
e

T,
Do
T,
Se
T.

Se

I.

T 4

Exactly, Zakarias shouldn't have run out of
the hOllma. B

You have to change the past tense ... that
is the correct way of doing the exercise

Extract 126

Numbexr 8. Yes .

We shouldn't hgve all learned hoé/f read is male
[ye shouldn*t

Wh shouldn't all

learned . :

(silence) Yes ¢ | |

We shouldn't have lesrned how bread is made

(Silence) Yes 7.

We shouldn't have learnsd how (xz) bread is
made -

{Silence) yes %

We. should all learnt how bread is made
(Bilence) yes ?.

We shouldn't have all lesrnt how bread is made

(Silence)

You shouldn't have all lesrned how bread is
made.e

(Silence) yes 7
You, shouldn't have lesrnt (x2) how bread is made
Yes, you shouldn't have legrnt how bread is made.

BExtract 127

KNumber 10 eee Nine
You ought to (x2) have not stopped smoklng
No, number 9

The baby (x2) sister shouldn'iéj/

Not sister ..
sitter

Sitter should have take care of the small
children

(Silence) yes %
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Se The baby sitter shouldn't have take care of
the small children :

8e4 T. TSilence) yes 7

S The baby. sitter shouldn't have taken care of
the small children

1« 2/1s5 T, Exactly the baby sitter shouldn't have taken
care of the small chldren

Extract 128

Te Number 10, the last question , :
8. You ought not to havg_stopped smoking.

l.2/1.5 T. Exactly. You ought not to have stopped
smoking

._E;tract 129

T. Number one. You should study very hard. Yes
, S. Should you (x2) have studied very hard
s Lel/1e5 T, Yes, should you have studied very hard

Extract 130

T, Two
S. Ought everyone have to do his share of work
9.1 T, Again
: : S. Ought everyons have done his share of work
1.1/1.5 T, Yes, ought everyonse have done his share of work

Extract 131

T. Number 3

S« Should (x2) the janitor lock the doors before
he leaves

8.1 Ts No. Yes ?
S. You have the janitor (x2) should lock the di;2?¢
' éok

the examples, Again
Se Should the janitor ... Skould have the Janitor
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Look the doors before he left

Yes 7 o o : S
Should thé janitor have looked eh ... the
doors be ... before . - s .
Not looked, say locked

Locked. . _
Locked, Say. it oncef .Yes
Should the janitor have looked (x2) the doors
before he leaves .
Say locked, not look . L
Should the janitor have looked the doors
bafore ha: . L. - . :

. Not look, locke say ite stand ups
lockes sy = ... i i o
The Jjanitor: <.s Should the Janitor have locked

' /f:ain
say it .
Should the janitor have locked the doors before

he legves

Yes 7 :
Should the janitor have locked the doors before
he lefto S . L
Exactly. Should the janitor have looked the

doors before he lefts,

Bixtract 132

Oke Number 4

Ought not you tell the police about the
accident ?

Again

Ought not you (x2) told ... have told the police:

about the accident.?

This is a question, It is a question simply.
Change the following sentences into negatives %
Change into what ? Questions by looking tha:
eXamples, .Yes .

ought not .e.e ought you to ees ought (x2) you
have to telleee told ths tr;f%ie police the:

about t%;%y .
: , : No, nos no, yes

Ought you have the traffic police the trjggﬂ
5 ought' you



9.1

1.5
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1e1/1.5

9.6
12

1.5/14

1.2

Se
T,
i
S.
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He
v2%7¥° have

Ought to you have tOl?Z%?

ought you to have
told ... Yes ?

The traffic police the truth about the
accident,

Again, say iti

Ought you to have told the truth aboutb
the accident _

ought ‘you to‘'have told the truth about
the: accident, yes

Extract 133

Number 5 )
Should Amare has to submit xx i
Again, please, Make your voice louder, please

Should have Amare ... Should Amare have
submitted his application before the end of

" the semester,

Yes, should Amare have submitted his
application before the end of the semester

Extract 134

Number 6

Ought I think you to came at once

What ?

Ought (x3) I think you to have came at

once
Yes -
Ought I thought you to ave came at once

Ought I thought you to have come at once(x2)
Say it once %xz again

Ought I thought you to have come at once,.
Exactly

BExtract 135

Number 7. Yes
Zakarias have run out of the house.
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1.5

8e1
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12
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8.1
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Change it, Yes, again
Should Zakarias run out of the housse ?
Should Zakariss run out of the house ?

Bxtract 136

Number 8, Yes
We should all learn how bread is made

What ? It says change the following sentencas
into quesions, it says

We .should all learn how bread is made

No, no, no., Yes 9

Should they all learned how bread is made
Yes ‘

Should we have all learned how bread is made
No, Yas, _p

Should we have all learnad how bread is made-
Ye

<] )
Should (x2) we have
: A%Zhould we

Should we have lear?;%y

All (x3) should we
Should we have gl1l learned how bread is made
(moves head side ways) No, Yes 9

Should we have all ,.. Should we all have
learned how bread is made o

Yes. Should we all have learned how ... learmn
how bread is made

Extract 138

RNumber 9

Should the baby-sitter (x2) take care of the
small children %

No. Yes

Should the baby-sitter have taken care of the
small children

Yes, should the baby-sitter have taken care
of the small childran,
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9.1
1l.2

1l.1/1.5

T,
Se
T.
Se
T.
S.
T,
Se
T.

~- 151 -

Extract 138

Number 10 : _

Ought you have stopped smoking %

Noe. Yes

Ought you to have to stop smoking
Again, yes .

Ought you have (x2) to. stop.smoking
Ought you to have., Say it §

Ought you to have stopped smoking, .
Yes, ought you to have stopped smoking,
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Appendix VIII

Extracts from the Classroom Talk of TB

Categories
Identified

— .

Text

T.

Se

1.5/16.2 1T,
~ ss.
l.5 T,

I.

9.6 I,

Se
9.6 T,

Se
9.6 I,
| Se
9.6 T,

Bs

1.5/2.2 o,
Ss.

2.1 1T,

s Se
1.5/1.1 71,

l-l
\n
3

Extract 139

What does
Becoming
Becoming
Yas
Yes

bhe word heavy heart mean 9
unhappy. -
unhappy. Is he correct ?

Extract 140

Is thers
last time

XX

Say loud
Not somet
Not ? cue

any other expreséions we discussed

imes
Say loud

Not some times

Not ¢
Sometimag

Jop it again, The éxpressions we discussed last
time., Who can remember

In tears.
In tears,
In tears

Say it please in tears

S0 what does the word in tear megns ?

Weeping.
Weeping,

In tear means waeping correcte

BExtract 141

Any other expressions we discussed last time

Sobbing
SObDlngo

That®s the 3ams tec weepinge
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9.6 T,

. - S

4.1 T.

S.

1.5/1.1/2.1 T,

Se

9.4 T,

Se

1.1/4.1 T,
S.

6 T,

Se

1.5/1.1 T

T,
S5,

1.5 1.

T,
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9.3/10,1 T,

Se
105/106 : T.

T,

Se

= 153 =

Extract 142

What does it mean ? Tear oneself away from
To be separate

To be

Separate

Or

Depart from.

Depart from, good . Can you make a sentence
using depart from.

The man depart from Addis (x2)
A man daparted from
Addis

Ok. anyother

Abebe is depart from :
4¢Zbebe departed from
The army

The army departed. 0.k, yes, we can say the
boy refused to depart from his mother

Extract 143

The answer will be as though he were (x2)
In a hurry
In a hurry,

Extract 144

Which part is the adverb clause of manner
He were a teacher

He were a teacher ? The adverb clause of
manner, Yes

As if he were a teacher.

As if he were a teacher, This part we call
them the adverb clause of manner

Extract 145

Can you tell me which part is the adverb
clause of manner

As to which he were a doctor



Vag

- 154 =
S, As to_which he were a doctor

9.6 T. Zfgain. Say it loud

S As to whicﬁf%?
6 To . As though

S. As though he were g doctor,

1.5/2.1 T. As though he were a doctor, This part is
- what kind of clause %

, S Adverb clause
i W Te Adverb clause of

SS. Mannex .
5 T. As though he were g doetor, The nurse acts
- as though he were a doctor. Is he a doctor ?
88 No.

1.5/1.6 T, No, but the way he acts, the way he treats
the patient this is iike a doctor but he -
is not a éoctor

Extract 146

?, Which part is the verb ? Yes
: S. Ate .
1.5 Te Ate is the verb

Bxtract 147
T. Number 2
_ 5. XX
9.6 T, Say loud
S. Wrote
15 Te Wrote

Extract 148
To Three. Sentence three
: Se Played (x2)
1.5 T. Played

BExtract 149

T. The advarb clause of manner modifies here
modifies the word, What does the word modify

mean



1662

1.5/1.6

14

1'.6

1e5/1.6

946
946

Le5/241

X.5/241

16.2

1.5/2.1

Se
T,
Se
T,

Te

S5 e

Te

5SS,
I,

I,
o e
I,

Te
Se
T.
S-
T
S-
T,

Se
T.
SSe
T,
Se
T,

- 155 =

XX o o .
In English, Modify means

Show s . - )
To show or qualify. If qualifies the verb.

Extrack 150

Can we say in this way ? Subject and verb.
Did they agree ¢

No . : _
He were a student. Can we say in this way 7
No, noe. ; | g 8 e
Wa don't say, This is grammatically wrongs
This is third person singulars Rather it

should be he is or was a student rather he was
a student we say

Bxtract 151
Is she really hungry ¢

No.

No. That's the way she eats. We are talking
the way she ea®s, but she is not hangrye.

Extract 152

Who can read this example ?
He read as I read

Say it again

He read as I read

He read as

I read

He read as I reads Ocke Tell me the subordinate
Clause

As I read.

As I read, As I read is what kind of clause
Subordinate clause

One by one, raise your hand

Subordinate Clause.

Subordinate clause.. Which one is the conjunction
which introduces this clause 7



1e5

155/2.,1

946
1.5/2.1

1.5/2.1

95

1.5/2.1
2.1

i 9
1.5
2,1

9e¢5

Se
T.

I,
Se

Te

e
T,
S-
T.
SSe
T,

T
S5

T.
Se
T

5SS,
T.
5SS,
T.

Se
T,
S
T.
Se
T,

- 156 -

The word as
The word as

BExtract 153

Read.the whole sentence first

Do not (x2) +trouble to change your shoes,
come just asyou are .. ... . .

As Jyou areeBo not trouble to change your shoes;
come just as you are, which part is the
subbordinate clause ?

As you are

Say loud . _

As (Pron:zs ) you are. .

As (pron: 32 ) you arae. Say it again, As
A8 you ars, = 15 meymnas .

S0 as you are is subordinate clause. Which
gggugg the conjunction which introduces the

As (Pron: @)
As (x2) say it as
As

Extract 154

Number 2,. Read loud .
The mechanic walks as (2) if he were lame.

The mechanic walks as if he were lame, O.X%,
Is he really lame ?

No
Is he really lame 9
No.

No. But the way he acts, 0.k, which part
is the subordinste clause

As if hae were lame

As if he were

Lame

And the conjunction

As . .. o

AS +ss not only as ,.. as if (x2)



9.6
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1e5/1e1/2,1

1.5

9.1
 9¢5/9.1

9.1
1.1/1.5/2;1
10;1

1.5
1i5/2;1
11;2

1.5

Te
S.
T,
Se

Te

T

Se
T.

T,
Se
T,
Se

T,
Se
T.

Se
T.

Se
T,
S
T.

T.
Se
Te
Se
T.

- 157 =

Extract 155

Threa
XX
Read lougd

The dresser acts (x2) as if (x2) he were a
doctor :

O.ke which part is the adverb clause of
manner ? . -

As if he were a doctor. ) .

As if he ‘were a doctor. Good, g6od. 0.k,
which one is the conjunction which inftroduces
the clause %

As if

As if

Extract 156

Number 4

He frowned as though (Pron: su :
hungry %

Say it again ‘

He frowned as though (Pron: s u :
hungry,. . _
He frowned as though he were hangry. Say it
&s though

) he were

) he were

As though (Pron: so ) he were hungry
Say it agzain

As though (Pron: ¥y ou ). he were hungry
Yeah, That is he wera hungry. As though he

were hungry. What kind of clause
As (x3) though

What kind of clause .
Ad (x2) Adverbial clause of manner,
Adverb clause of

Hanner.
Manner,
As

As

As though
As though

The conjunction ?
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1.5/2.1
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Bxtract 157

Number 5

The wounded (x2) soldier lay down as if he
were deaf

Ocke 7

As if he were dead

Is ¢ at n

As if he were dead .

Is . What kind of clause 7.

Adv <.s Adverbial clause of manner,
Adverb clause of manner,

Extract 158

Ovk, Six

XX .

Say it again :

The woman spoke as though she were an American
Which part is the adverb clause of manner

As though she were an American.

As though she were sn American., The cone
Jjunction ?

4s though.
As though, But is she an American ?
No,

No, but the way she pronounces is like an
American

Extract 159

How did &e teach (x3) The answer will be what?
As if he were a teacher

Say loud

As if he were a teacher.

As if he were a teacher, correct. Can you ask
of using how ? (x2) Biruk

How did he act 7

How did he act ? Goode The answer will be
As though he were a doctor. :

As though he were a doctor, 50, foom this we

understand (x2) that the adverk ¢lause of

manner answers the guestion *how’,
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¢ : Se
1e8/1.2 2,

" . S ®
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Extract 160

Which part do you think is the main clause
and which one is subordinate clause

The student taught main clause
The student taught, very good,
As if he were a teacher subordinate

As if he were a teacher subordinate
adverb clause of manner, Very good

clause
clause or

Extract 162

She is a/student (x2) Is this a sentence %
Yas. . RIS
Yes, This is a sentence because (x2) it gives
Meaning

Meaning, yes,
meaning

Berause it gives complete

Bxtract 163

Does it give complete meéaning if I say as if
he were a teacher ? This part

No
No

BExtract 164

Which part is the main clauss and which part
is the subordinate clause %

Ayelech ate main clause. As though she were
hungry subordinate clause

Very good, That's right, Ayelech ate this is
main clause, As though she were hungry sub-
ordinate clause

Extract 165

Two

Doncha wrote main clause,
hurry subordinate clause

That's right. Doncha wrote that's main clause,

As (x2) iﬂ%ﬂ were in

As if he were in hurry that is subordinate clause,



1e5

T.
Se

P,

~- 160~

Extract 166

Last sentence.whigh part ig thg main clauvse ?

The nurse acts main clause, . As though he were'
a professional subordingte clause

As though he were g professional that is
subordinate clause’,
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