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ABSTRACT

This study was an attempt to investigate the interactional

listening strategies fourth year AAU students use. It was
particularly made to find out how they indicate understanding
and problems of understanding. ©Six students who represented

three educational achievement groups (two top-ranking, two

middle - ranking and two bottom-ranking - as determined by
CGPA) were selected from the Department of Foreign Languages
and Literature. Two instructors, both native English speakers,
who were advisers to the students were identified to help

with the research. ©Suitsble tasks and an authentic discussion
topic were selected. The subjects were recorded, using

audio add video recordings, while carrying out the two tasks
and a discussion related to their senior essays with their
advisers. A system of analysis which identified fifteen
observable strategies that indicate understanding, problems

of understanding and desire to shift topic or role was
developed. The strategies used by the students were then
coded, categorized and analysed.

The results of the study showed that students used
'listening response or backchanelling' most frequently to
indicate attention, approval and understanding. 'Prompt'
and 'reformulations/summarizing' were used less frequently
to indicate understanding. The most frequent strategies
used to indicate or solve problems of understanding were,

in descending order of frequency: 'specific request for

ez,
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confirmation' followed by 'potential request for confirmation'
and 'minimal query'. Students used, only in the discussion

activity, 'shifting role' and 'topic switching' to indicate

desire to change topic or take new role as speaker.

Results of the task performance indicated that the most

successful students were, generally speaking, those who used
a greater variety and higher frequencies of strategies.
Students who used strategies most successfully to accomplish
the tasks were not exclusively top-ranking (according to
academic performance) and similarly those who used strategies

least successfully were not exclusively bottom-ranking.

Based on the findings of the study it is recommended

that students should be helped in developing a range of
strategies they can use to participate more actively and

flexibly, according to purpose, in collaborative discourse,
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CHAPTER ONE

THE PROBLEM, PURPOSE, SIGNIFICANCE AND ORGANIZATION
OF THE STUDY

1.1, Statemeat of the problem

It is generally agreed that the principle of meaning
is active knowledge construction rather thamn passive
reception of information., As far as listening in
collaborative discourse is concerned, meaning is created
through an active process of perceiving and constructing
a message using linguistic as well as non-linguistic
knowledge (Pierce, 1988:41; Dirven & Taylor, 1985:6;
Littlewood, 1981:7; Rost, 1990:81; Brown, 1990:144; Wells,
1981:7; Rixon, 1986:6; Riley, 1981:148).

While trying to construct meaning, listeners may
drive at targeted understanding- a specific interpretation
that was intended by the speaker; acceptable understanding
~-inferences drawn by a listener that are satisfactory to
both speaker and listener; non-understanding- where the
listener is unable to draw any appropriate inference; and
misunderstanding- where there is a conflict between the
types of inference expected and actually drawn (Rost, 1990:
62). When there is a communicative problep, involving
non-understanding or misunderstanding, the solution is not
separately sought either by the speaker or by the listener,
it is rather sought Jjointly by "working together to establish
and maintain a mutually acceptable topic " (Ellis, 1984:91)

or "a negotiation of an sgreement on meaning" (Schwartz,



1980:151). In other words, success in communication
depends as much upon the listener as on the speaker -
(Cook, 1987:5; Sacks et al, 1974; French & Woll, 1981:
162) .

The listener contributes to the process of
negotiation by "giving clear signals when he has
understood or not understood, and most important, by
refusing to give up" (Ellis, 1985: 142). This involves,
on the part of the listener, developing strategies for
an increasing repertoire of responses and for addressing
instances of non-understanding and misunderstandings that
occur (Rost, 1990: 153). The strategies involved in using
language in this way are of fundamental importance in
communication (Bygate, 1987:22), In fact, difficulty in
responding and using certain features of interaction can
give the impression that the listener (participant) is
rather stiff, impolite, formal or slow (Bygate, 1987:35).
Hence, it is very important that learners be eguipped with
the necessary tools (strategies) to help them reach a
reasonable level of communicative competence im order to

get the best out of what they listen to.

Rea (1986), as quoted by Haile Michael (1992), states
that university education demands cooperative learning-
whereby seminars and discussions are conducted. Students
in AAU may also benefit a lot from doing the same: learning
cooperatively-discussing with their peers, instructors and

advisors (native speakers of English and non-native speakers),



taking part in seminars and discussions where active
participation, in which questions are asked and views
expressed, is expected. Thus, they should, during
their ELT training at AAU, develop effective strategies

for negotiating meaning in collaborative discourse.

To date, no research has been done in AAU with the
intention of bringing to light the various strategies
listeners actually use in collaborative d&iscourse to
negotiate meaning. This study is, thus, an attempt to
investigate the interactional listening strategies some
fourth year students in AAU are able to use to determine
how frequent, desirable or useful such strategies are

and to suggest the sorts of strategies that may be

valuable to develop.

1,2, Purpose of the Study

The purpose of the study is, accordingly, to find
out what strategies AAU fourth year students use to

shape the spoken discourse they participate inj%%der to:

a) indicate understanding/attention,
b) indicate problems of understanding, and
¢) indicate desire to shift topic or role and
maintain it
In line with this, the following basic questions will be

asked:

a) How do AAU fourth year students participating in
collaborative discourse indicate understanding

-— ; Al sl -
i
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b) What strategies do they use to change instances
of non-understanding, and misunderstanding into
acceptable understanding?

c¢) How do they indicate desire to shift role or
change topic and maintain it?

d) VWhat are the pedagogical implications that may
be drawn as far as the development of interactive

listening strategies are concerned?

The procedures and rationale for this study were

fundamentally derived from:

a) Research findings which aim to describe the role
collaborative discourse/negotiation of meaning
plays in second language acquisition (8IA)-
(Ellis, 1984, 1985; Krashen, 1981, 1985; Rost,
1990; Anderson and Lynch, 1988), the relationship
between listening and speaking (Ur, 19s+; Rixon,
1986; and Brown et al., 1984).

b) Studies made by Pica et al. (1987), Pica (1991),
Rost (1986, 1990, . - Rost & Ross (1991),
Anderson and Lynch (1988 ) - on the role certain
listening strategies play in comprehension of a

discourse,

1.3, Importance of the Study

Many researchers agree that human beings in every day

life constantly encounter partial, underspecified, information.



It also goes without saying that no one would understand
spoken discourse correctly all of the time- even native
speakers. Active listeners are those who emnstruct
reasonable interpretations on the basis of an underspecified
input and pognt out when more specific information is
nedded. As noted by Brown (1990:172), "perhaps the most
important eontribution we (teachers) can make is to help
our students listen to the foreign language with such a
feeling of confidence that they are able to ask questionms,
just like a competent native listener, when they have
failed to understand something." The provisihon of feedback

on success is also equally important.

The researcher hopes that the answers provided to the
basic questions of the research will have some important
pedagogical implications for the development in students
of appropriate strategies to indicate success or otherwise
in collaborative discourse. Thus it may be possible to
employ some of the insights from this research in preparing
teaching materials that are particularly intended to

facilitate academic learning at the university.

Amrswers to the basic questions may also raise instructoss'
and teacher trainers' awareness of the interaction behaviour
of AAU students and therefore provide valuable insights

for strategy training as well as teacher education.

O../



l.4, Organization of the Study

The study is conducted in an attempt to investigate
the sorts of observable strategies that fourth year AAU
students use in collaborative discourse. A review of
related literature on the different strategies listeners
use, the relationship between listening and speaking,
and the role of interaction in SLA is provided in Chapter
Two. The researdéh procedure, to achieve the aims already
sét, described in the third and fourth chapters includes:

a) Collection of data based on audio and video
recordings of interactions between NS and NNS
(one-to-one interactions between selected students
and instructors) which are then transcribed;

b) Development of & model of description which can
account for the different kinds of strategies
used by students to negotiate meaning. These
are divided into three: strategies used to
indicate understanding, problems of understanding,
and desire to overpide topic and role.

¢) Statistical analysis and discussion of the results.

The last Chapter, Chapter Five, deals with the
conclusions arrived at and the recommendations made as a

result,

1,5, Timitations of the Study

Learner strategies in general and listener strategies



in particular are at times observable and at times not.

This study will deal only with those listener strategies
that are observable or can be seen in the actual transcribed
data. Due to time constraint, and the nature of the study
(the difficulties in transcribing), the number of subjects

is limited to only six students, and from one department.

The two sexes are not treated equally. There is,
in the study, only one female and this is not likely to be
in any way representative of female students in the
university. Besides, the study focuses only on one-to-one
interaction (interactions between one instructor and one
‘student) and not on group (more than two participants)
interaction. Thus the limitations of applicability of the

study in the aboverespects should be considered.

l.6. Transcription Symbols Used

There is no uniform set of symbols for transcription.
Therefere, the following set which appears most convenient
for the purpose of this study has been used. Symbols used
by the following writers: Schwartz (1980), Gaskil (1980),
van Lier (1988), and Rost (1990) were adapted.

(XX) : unintelligible or indistinguishable
utterance
egeey eeey etc : pause; one period approximates
one second. These periods are
separated from the preceding
word by a space
? : rising, question intonation



3
(]

ND-B

N

td
n

one or more colons indicate

lengthening of the preceding

sound

H
-
<t
P
(/]

: overlap of two channels - eg.

verbal and non-verbal

))

double brackets indicate comments

about non=verbal reactmons

Teacher /instructor
top-ranking student one
top-ranking student two
middle-ranking student one
middle-ranking student two
bottom~-ranking student one
bottom-ranking student two
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CHAPTER TWO

REVIEW OF RELATED IATERATURE

2.0, Introduction

There is by now a substantial body of research that
outlines the behaviours learners use and describes the
thought processed they engage in while taking part in
interaction. In particular, the focus of much of this
research has been on identifying the communication
strategies speakers use to get messages acress. In this
paper, however, an attempt will be made to identify the
listener strategies or processes used by language students
to understand or interpret a message. Although many factors
can contribute to the success of learners, the focus here
will be on the listener behaviours or strategies that can
be identified through empirical research, strategies that
will be mamifest in actual performance from the analysis of
speech data. In other words, only those behaviours or
Btrategies that do not need to be investigated through

introspective research techniques will be dealt with.

First the theoretical underpinnings and assumptions
on which this research rests - the role of listener strategies
in interactive discourse and the effect of these strategies
on comprehension and languege learning/acquisition- will be
discussed. Then the research concerning the relationship
between listening and speaking will be reviewed. Finally
a typology of observable listener strategies in interactive

discourse will be provided.

AP



2.1, Listener Stratezies vis-a-vis Related Concepts

In this part an attempt will be made to define
listener strategies, explain the role of the listener,
and consider the reltationship between listener strategies

and other types of strategies in second language learning.

The nature of "input", by which we mean language that
is addressed to the L, learner (El11is, 1985), and
interactional modifications that occur in native speaker
non-native spesker (hereafter described as NS and NNS,
respectively) conversation have been extensively investigated
over the last 15 years (Anderson & Lynch, 1988), The ..
investigetions, however, acfording to Anderson & Lynch (1988),
were not without weakmesses: most of them approached NS-NNS
conversations from the point of view of the L? speaker, and
not the listener, The importance of listeners' active
participation in éonwersation- indicating when they have
made a reasonable interpretation of the meaning as intended
by the speaker, and indicating when they are havdng problems
of comprehension - has already been mentioned in the first
chapter., It is a skill that young native speakers as well as

I? learners have to acquire and develope.

In analyses of interactions between §2 learners and
native speakers, many writers (Pica et.al, 1987; Brown, 1990;
Pica, 1991; Rost, 1990; Rost & Ross, 1991) noted the positive
effects listeners' active perticipation had on the input

listeners received from their native speaker partners. So
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as employing an number of specific means to construct
meaning and learn. The word strategy refers to those means
(Willing, 1989) or to specific actions or techniques

employed in the reconstruction of meening (Wenden, 1987:7).

Certain kinds of strategies are used in communicatioén:
in order to compensate for deficiencies in an interlanguage.
These include: a) strategies used to compensate for problems
in listening and understanding- confirmation checks,
clarification requests, indicating current interpretations,
etc. (Bygate, 1987:34; Anderson and Lynch, 1988; Rost, 1990;
Pica, 1991), and b) strategies used to compensate for
production deficiencies - paraphrase, mime, literal translation,
circumlocution, etc. (Ellis, 1986; Bygate, 1987; Tarone,
1983; 1989; Fasil, 1992)., Some writers (Tarone, 1983; Faerch
& Kasper, 1983; Bygate, 1987 take communic-tion strategies
to refer to only those strategies used to compensate for
production deficiencies -ie, only those strategies which are
noted in group 'b' above. Many writers, however, agree that
the strategies identified in both 'a' and 'b' may be
described as communication strategies (Oxford, 1990; Willing,
1989; Chamot, 1987; Abraham and Vann, 1987; Wenden and Rubin,
1987). In fact, Oxford (1990) uses the term 'communication
strategies' to refer to strategies across the four langugge
skills instead of Jjust in speaking and listening, as do
Tarone (1983), Varadi (1983), Bialystok (1983), and others.

For the purpose of this paper, listener stmategies will

be defined as those observable means used to indicate current
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interpretations and those used to compensate for problems
in interpretation/listening. Some of these stmategies
have already been described under group 'a' above. It
follows, then, that if the term communication strategies
can be applied to both speaking as well as listening
situations, observable listener strategies may be taken

as a subset of communication strategies.

Many terms have been used by different writers to
refer to often overlapping aspects of listener strategies
as means to compensate for problems of interpretation.
Various writers (Van Lier, 1988; Yule et al., 1992; McHoul,
1990; Pica et al., 1987) have used the term 'negotiation
of meaning' to describe how problems get discussed and
resolved by both participants. Oxford (1990), Wenden
(1987), and Willing (1989) use the term 'social strategies'
to include ways of asking for clarification, verification,
and correction. Schwartz (1980), McHoul (1990), van Lier
(1988), Rost (1990), and Pica et al. (1987) use 'repair
strategies' to refer to the indicating of trouble sources.
'Risk strategy' - referring to the frequency of clarification
requests and confirmation checks - is used by Rost (1990),
Brown et al. (1985);Z£;oun & Yule (1983). 'Editing’strategies'
-referring to probing for clarification is used by Rost
(1990:67). The term 'cognitive langusge learning strategies'
is used by Abraham and Vann (1987). Indeed one of the

problems of carrying out research in this area is that there

is no agreed typology of strategies.



Acfording to Willing (1989) , communication strategies
are in one important sense different from learning strategies.
That is, the purposes that engender the Hwo sets of .
strategies are different: whereas the goal of communication
strategies is the successful interpretation and production
of messages "the goal of learning strategies is the
comprehension, internalization, stoming, and setting up of
accessing potential for useable data" (Willing, 1989:140).
Learners may, however, use communication strategies to
communicate successfully as well as to create some of the
@ffects that can be qchieved by learning strategies. A
NNS in collaborative discourse may, for instance, ask to
have a word explained or a meaning clarified; in so doing
he/she a) can more successfully interpret the message, and

b) m@y be assisted with ongoing learning.

Some writers (Willing, 1989; Widdowson, 1990) support
the view that whenever a text is comprehended a form of
learning may be said to have occurred. It may be argued,
then, that since listener strategies are partly means of
understanding a text, fhey mgy finction simultaneousily as
strategies of learning. In other words, to quote from
Willing (19893;144), "Many communication strategies may be
seen as necessarily incorporating strategies of learning’,
Therefore, for peractical purposes in the languesge teaching
context, a sharp distinction between the two notions would
not in fact be useful." Oxford's position is, in fact,

a stronger one: "The argument that communication strategies
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cannot also be learning strategies is inaccurate-

learning often results even if communication is the main
goal" (Oxford, 1990:243), Therefore, it is argued that
communication strategies (which also include observable
listener strategies) should be learnt for their potential
use as learning skills (Oxford, 1990; Rubin, 1987; Willing,
1989; Wenden, 1987).

There are thus three common factors which these three
types of strategies (learning strategies, commmnication
strategies, and listener strategies) may be said to contain:
all are geared toward the broad goal of communicative
competence, all are geared toward comprehension, and all

aid language acquisition (Oxford, 1990:8).

In an experiment that was designed to assess the effects
of prior training on learners' ability to use certain
listener strategies, Rost and Ross (1991) found that prior
training of learners in certain listener strategies can
exert an effect on their interaction behavior and can
influence their immediate comprehension of discourse, The
result also showed that the trained ones performed better
in the tasks provided than the ones who had not been given

tr@ning.

In addition, many research studies confirm that effective
L2 listeners make better use of listener strategies than do
less effective 12 listeners (Murphy, 1987; O'Malley, 1987;
O'Mallgy et al, 1989; Abrahm and Vann, 1987). In another

case study that compared the strategies of two language

5 £ oo o e
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the learners, the more successful one, used a greater
variety of strategies that could directly or indirectly
dontribute to learning than the other learner - the less
successful one., The comparisons also indicated that -.the
absolute number of strategies used by the more successful
learner was greater tham the absolute number of strategies
used by the less successful learner. The comparisons
further indicated some similarities in the listener-
strategies the subjects used: "While both: subjects frequently
asked for clarification of meaming and for questions to be
repeated, the clever one used several strategies far more
frequently than the other student "(Abrahm & ¥#an, (1987:
86).

In the following table of the 'observed strategies',
from Abrzham and Vann (1987), only strategies related to

listener strategies in collaborative discourse are presented.



Strategies
_— Gerardo pedro
I Cognitive Language successful | unsuccessful
Learning Strategies
A | Tlarification/Verification
1. Asks for meaning 16 - 10
2. Asks to have Statement/
Question repeated 9 9
3. Repeats part of word or
phrase, asks for more 15 1
4, Paraphrases to confirm
understanding 9 1
5. Repeats word or phrase
in question to confirm if
he heard correcyly 0 1
6. Asks for correct form or
verification that form is
correét 23 i
7. Uses visual representation
of lagguage during
interview to clarify or
verify 9 -
Total 92 25
Total No. of strategies used 217 81
No. of different strategies u§ed 32 19

TABLE 2.1 Listening Strategies of two leazrners (from Abraham

have an important role to play in negotiating meanings.

&Vann, 1987)

What the above research shows is the fact that listeners
They

can, by actively perticipating in interactions- uskng dffferent

listener strategies - understand the text better and as much

as is required for the purpose at hand, and more effectively

than listeners who do not employ such a variety of interactive

T g oo o en Bl g
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2.2 The Role of Interactive Discourse in

Language Learning

There are a lot of researches in the field of S?Q
that have been carried out to investigate what makes
input comprehensible to the learner. Results of most
studies indicate that comprehension is best assisted when
the content of a text is repeated and re-phrased in
interaction (Krashen, 1985; Long, 1985- in Pica et al,
1987; Ellis, 1984; Ellis, 1985; Pica et al, 1987; van Lier,
1988; Pica, 1991; Rost, 1990). In other words, interactions/
interactional modifications in the form of clarificgtion
requests, confirmation checks, and comprehension checks are

found to have a facilitating effect overall on comprehension.

Among the studies that have proved the utility
of two-way interaction (where the speaker as well as the
listener has a role to play in t'e negotiation of meaning)
the Heidelberg Project- in Krashen, 1985 - is one. In the
study it is reported that there ape '"positive correlations
between acquisition of German and the amount of leisure
contact with Germans (r=.64) and work contact (r= .55).

Similarly, Long (1983 a in Krashen, 1985:34)
in a study that compared the effect om comprehension of
one way interactions, such as lectures, and two way
interactions such as real conversations, reported that
interactions between NS and L2 learners resulted in the use
of far more negotiations in the form of confirmation checks

(the NNS confirming that he understood his conversational

© @ 35
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partner), comprehension checks (the NS making sure that
the NNS understood him) and clarification requests (the

NNS asking for help) than did one way interactions.

Pica et.a¥. (1987) also comﬁared the comprehension
of L2 learners under two input conditions or linguistic
environments. In the first condition, input was modified
before the subjects éaw or heard it and no opportunities
were given for modification through interaction. In the
second situation input was not premodified l#nguistically
but opportunities were given for NS-NNS modifications of
input in which both parties restructured the interaction
to arrive at mgtual understanding. The modifications were
brought about through moves that included clarification

requests, confirmation checks and comprehension checks.

Results of the study provided empirical evidence
for the value of NS-NNS interation in the negotiation
of meaning and for the important role which such negotiations

play in input comprehension (Pica et. al., 1987:746).

Pica (1991) described a similar study - again to test
the importance of negotiated interaction for the comprehension
of L2 input., This time she compared three different
interactional beheviours on three different groups: 8
negotiators, 8 observers who could only watch and listen to
the negotiators, and 8 listeners who carried out the task
away from the other two groups. The comprehension scores
of the three groups were compared. The results showed that

direct participation in the negotiation process was the most

c)c:a/



effective means to facilitate comprehension. The observers

also performed better than those who were allowed only to

listene.

Krashen (1985:34) agree® with the views of Long (1985)
and Hatch (1978) when he talks of the consistency of the
weak form/vepsion of the 'interaction hypothesis' with his

'input hypothesis':

A weak form of the interaction hypothesis

is, of course, fully consistent with the

input hypothesis. It (interactive

hypothesis) claims only that two way

interaction facilitates acquisition in

that it allows more negotiation of

meaning, and thus gives the acquirer - .

optimal data to work with, i.e. compeehensible

1nput .

Krashen (1981:102), writing about the role played

by comprehension in L? learning, claims that comprehension
plgys a cemtral, and possibly pre_dominant part in the whole
process of langusge learning. In his own expression, "...
comprehension mgy be at the heag@t of the language acquisition

process™ (Krashen, 1981:102).

While agreeing on the importance of comprehensible
input, some writers believe that comprehensible input may
not be either necessary or sufficient for SLA to take place
(Ellis, 1985; Chaudron, 1983; Swain, 1983). Iong (1983b),
however is of the view that the effects of interaction and
comprehensible input on SLA are clear and can be seen or

drawn indirectly in terms of a simple syllogism,.
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1. Conversational adjustments (A) promote comprehension (B)

I
"Two-way interaction can be an excellent way |

of obtaining comprehensible input" (Krashen |

(1985:33). l
"Interattion is the means by which the learmer '

is able to crack the code" (Ellis, 1984:95),

2. Comprehensible input (B) promotes acquisition (C) |

"Whenever input is comprehended a form of |
learning con be said to have taken place"

(Willing, 1989: 143).

3, Deduce that A (conversational adjustments) promote

¢ (acquisition).

Legend:
——> direct relationship
----> indirect relationship

FIGURE 2.1 Long's view of the relationship between interaction

and SLA

Long considers interactional adjustments to be the most
important influence for second language acquisition and points
out that these may occur even without/when there are no formal
modifications. He argues that inasmuch as interactional
adjustments expose the learner to new linguistic material, they
can be taken as the main sources of comprehensible input.

The following figure provides a similar model to amcount

for the way in which interactional adjustments in two-way

3 4 G v i e o D s T i P I D
interaction/communicaticy «id second language acguisition,
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Verbal opportunity for negotiated
communication less competent modification
task involving—3 speaker to of conver-
two way provide sation
exchange of feedback on
information his/her

comprehension

comprehensiblel | 1anguage
input cquisition

FIGURE 2.2 Relationship between interaction and second
language acquisition (Long 1983 in Ellis, 1985)

Acoording to Ellis (1985), Krashen's and Long's case
for comprehensible input is a strong claim. Against it, Ellis
argues that a) second langusge acquisition may take place
without interactional modifications (eg. watching TV), and
b) interactional adjustments do not alwsys result in

comprehensible input.

An intermediate position/hypothesis, and one on which
everybody agrees, is proposed by Ellis (1984:93): "Interaction
plays an important role in the rate of second language

development."

2.3, The Relationship between Listenincs and Speaking

For second langusage learners to be proficient partners
in conversation they need to be skilled as both speakers and
listeners (Anderson and Lynch, 1988; Ur, 193¢). Yet language
teachers and course writers have not always appreciated
this interdependence - they have often separated off 'listening®

and 'speaking' as discrete parts of communicative competence,
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Penny Ur, for insteance, regrets treating 'listening - -
comprehension' as an isolated skill. In her own words:
"Listening comprehension has been treated as if it were
an isolated skill - and in the classroom it can be
practised as such upto a certain point; but in the long
pn it must obviously be integrated with active speesh
production.” (Ur, 1984: 167). She goes on to justify
this by sgying that a normal member of a society must both
listen and be listened to, absorb the speech of others
and produce his own - these two activities should be
learned together in the classroom. Anderson and Lynch
(1988:15) have the same view. The claim of these writers

is firmly based on the following belief:

The traditional method of developing
listening skil's - getting learners to
listen and then to answer subsequent
comprehension questions— has limitations
as a technique for developing reciprocal
skills, partly because it separates the
skills of listening and speaking and
partly because it encourages a passive
view of listening skills.

When listening and speaking are separated,'the
listeners do not get the chance to interact with the input,
ie. to indicate when there is problem of understanding, or
to provide feedback as to their comprehension. To use
Anderson and Lynch's words, isolating the two skills leads
learners to suppose that: "successful listening is a purely
receptive activity in which they receive and record what

they hear, rather than actively attempt to integrate the
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incoming information and seek clarification when that
interpretation-building process meets an obstacle"

{Anderson & Lynch, 1988:15).

A communication experiment in an Li situation
conducted by Anderson and Lynch (1988) has confirmed the
value of integrating the two skills. In the experiment
a speaker had to instruct a listener to depaw a diagram
or grrange a set of objects. The result indicated that
"the most effective spoken performances came from speakers
who had previously been listeners on a similar task"

(Anderson & éynch, 1988: 16).

Another similar research conducted by Brown et al.
(1987) in both L, & L, situations, also pointed to the
interdependence between listening and speaking. The
experiment required paired tasks involving giving and
following instructions for meking a route on a map. There
were some poor performances, with vague instructions,
produced by some speakers. The results of the study showed
that the seme speakers (who performed poorly) often seemed
to perform unsatiffactorily as listeners, too - ignoring

the possibility of using certain listener strategies such

as queries or requests for clarification from their padtners.
So "a poor performance from the same instruction-giver often
indicated unsuccessful listening and speaking combined"
(Anderson & Lynch, 1988:16),

Another research was conducted by Brown et al. (1984)

to study the effects of experience on the hearer's role,
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The researchers compared the performances of a number of
pupils they recorded in two sessions pne week apart,

These speakers had in the first week initially taken the
speaker's role and then had, in the same session, taken

the hearer's role in listening to another pupil giving
instructions on a different version of the same task.

One week later, the researchers recorded the pupils'
performances on other versions of two tasks. In their
spoken performances in the first week,the speakers produced,
on average, 58% of the required information in their
instructions on the two tasks. One week later, in their
second performances, having +taken the hearer's role,the
average score rose to 78% of the required information. That
was a significant improvement.

The implication here is that an effective programme to
develop listening stratezies has to provide a variety of
listening situations - reciprocal listening (where the
listeners have opportunities to interact or intervene when
help is needed) and non-reciprocal listening (where the
listeners have no opportunity to intervene when help is
needed). In other words, to quote Rixzon (198636), "Many
teaching materials concentrate on helping learners cope
with transactional language but it is equally important to
give them the chance to recognize and use features of

interactional language".

ooo/
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2.4, Listener strategies in Collaborative Discourse

In this section, research which has identified and
described listener strategies in collaborative discourse
will be reviewed. As has already been mentioned, the
focus of the study will be on those behaviours or strategies

that can be observed.

2.4,1., Displays of Understanding and/or Participation

In collaborative discourse people are most often
concerned with getting their message across, as speakers,
and reasonably interpreting the text, as listeners. The
essential part of this process includes providing feedback
which plays a pivotal role in maintaining the interaction
(Rost, 1990) In other words, when there are problems
of understanding listeners are expected to react to the
speaker's text to resolve communication breakdowns that
occur. It is even helpful, according to Rost (1990), to
look at what listeners do when they face no problems of
understanding for "the listeners facility in displaying
signs of participation and understanding in expected ways
constitiiutes an important aspect of listening ability"
(Rost, 1990:91). In this section therefore we look at what
listeners do and are expected to do in situations where
there are no apparent problems of comprehension - at least
from the view point of t-e speaker. Most of waat listeners
do under such situations is also discussed in category I

of Ghapter Three (8.2).
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2e4.1.1, Providing Obligatory Responses

While obligatory responsed refer to ritualistic
encounters {which differ from culture to cdilture), ‘it
would here be better to limit the scope of the term to
adjaceny pairs. Adjacéncy pairs are, according to
MoBarthy (1991:122), exchanges whereby the move by the
speaker requires an overt response by the listener. Where
there is a question, for instance, there must be a response
of some kind. Where there is a greeting there must be some
sort of acknowledgement. According to Rost, the knowledge
of rituals/adjacency pairs plays an important role in helping
the listener know exactly when to respond or intervene. Even
in open-ended conversations, interactions will often:setup
routine exchanges that require overt acknowledgement by

the other partidipant (Rost, 1990:99).

To put it another way, listeners in collaborative
discourse are expected to a) provide responses for moves that
require overt feedback from the listener - these are obligatory

responses, and b) provide these responses at the right time.

According to €rombie (1988) and Sinclair & Coulthard
(1975), whenever a speaker requests a linguistic response the
listener has to respond in some way - this is described in
chapter 3 under sub-category l.3. Further more whenever a
ppreaker requests a non-linguistic response or action the
listener has to react in some way - non linguistically or with

verbal acfompaniment, sometimes. This is described in chapter

&% of



- 28 -

3 under sub-category l.4. According to Cook, if the speaker's
requests for information or action are not answered
appropriately "we are likely to interpret this somehow: as
rudeness perhaps, or deafness, or lack of attention" (Cook,

1988:53).

As pointed out by Sacks et.al. (19738 and Rost (1990),
responses should be provided around points of tramsition
relevance - instead of being given randomly throughout the
interaction. Listeners, of course, have different cues at
their disposal to help them decide when it is appropriate to
interrupt the speaker or take the floor. According to Beatie,
(1983); Duncan, (1972); and Harrigan (1985) as cited by Rost
(1990), such cues may be taken as ftrafficsignals' for listener
interruption. The main cues for listener responses are given
in Figure 2.3 Thus the ability to provide appropriate and
timely 'obligatory responses' can indicate the listener's

orientation to and comprehension of the discourse at hand.

Listeners will attend to any of these cues or at a
convergence of two or more of these cues,

l. Intonation - an onset of terminal rise or fall
in intonation signalling the end of a clause.

2e Drawl - a drawl on a syllable, signalling a
possible end of a clause. -

3. ©Sociocentric sequence - the presence of a stereo=
typed expression, typically following a substantive
statement, such as 'y' know but uh---',

4, pitch loudness - drop in pitch and/or loudness

5. Gesture - termination of a hand gesticulatién
used during the speaking turn.

FIGURB 2.3 cues for listener response (Rost, 1990:100)
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It should however be known that 12 intonation patterns
are, in most cases, erratic and difficult to assess the

functional value of .

24,142, Providins Listenership Cues

The terms 'listenership cues' (Gumperz, 1983),
'listening responses! (Van Ider, 1988}, and ‘backchannelling
signals® (Rost, 1990) refer to verbal, semi-verbal, and
non-verbal cues (such as ‘yes', 'yea', 'uhm' and non-verbal
nodding) that are used to indicate that a listener is
attending to a spesker (Goldstein & Conrad, 1990:448). In
this study the above terma are used interchangeably. Rost
maintains that "without appropriate back-channelling, a
conversation is likely to break down or simply stop —
the listener must provide appropriate recognition that the
discourse is being edited and that acceptable inferences

are being drawn" (Rost, 1990:100).

It should however be made clear that listenership cues
do not necessarily show that the listener has understood
the text at transactional level. Leo van Lier (1988:116)
has clearly stated the role of listenership cues or

back-channels:

Listening responses fulfil an important
function in verbal interaction. They are
typically demonstrations of approval,
attention, encouragement, understanding.
Their character is supportive or neutral
as regards the turn in hand, and 1n that
sense they may facilitate the turn's
development ("lubricate' it), and may

bost its duration and smoothness. Absence
of aporoprlate lxstenlng Tesponses usually
kas & di -..:.u.k,ua influence oo the current turn.

seof
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Thus a better way of explaining this listener strategy
is to say that it tends to be used interactively to show
that the listener is cooperating with or attending to the
presumed intent of the speaker. This strategy is used in
the model and is described in sub-category l.2. in @hapter

Threee.

244,243, Prompting the speaker

THis is a strgtegic listener response used to explicitly
prompt speakers on how to continue the conversation. There
are according to Rost (1990:201) two ways of doing this:
a) using formulaic prompts (such as 'oh, really'), and
b) using specific referential questions. Such a question will
be different from a 'clarification request' (see under 2.4.2)
in the purpose of the utterance. The former is used with
the intent of showing cooperation and direction as to how
to continue the topic, while the latéer is used with the intent

of solving some problems of understanding.

This strategy is used in the model developed in chapter
3. Some modifications have been made to make understanding of

it easier. It is described in chapter 3 (8.2) under category 1l.

2.4.1.4, Reformulating a Speaker's Point of View

Skilled listeners in collaborative discourse know that
they should sometimes reformulate the speaker's utterances.
They may do so for two reasons: a) to indicate participation or
cooperation with the speaker, and b) to reject the speaker's

point of view. As reported by Rost (1990:105), reformulation
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of the speaker's talk based on cooperative intent is quite
common in communications among Izteachers and their students
and it serves as a ratification of the speaker's effort to

communicate and this allows the interaction to continue.

Reformulation as a listener strategy is also used
in the model of analysis presented in the third chapter-
under category 1, sub-category 1l.l.

2.4.2 Query & Repair - Displays of Problems of

understanding

Skilled listeners usually do not override topics or
points that are ambiguous or unclear to them - unless the
point is not important for the purpose at hand., That is
to say, they try to repair or reconstruet the text by
negotiating with the speaker. Emphasizing the importance
of repair, Willing (1989:62) writes: "Conversations often
do not develop smoothly, as participants check whether thep
have understood correctly, request clarification, or clear
up mis-understandings. Repairs need careful handling."” If
listeners do not query trouble spots & if they choose to
take high risks - it means that they tolerate the ambiguity

and continue with the problem.

Strategies used to indicate problems of understanding
are presented in the model of ana®ysis under category 2 in

€hapter Three,

2.#.3.1 Clarification Reguests

As pointed out by Ellis (1985:301), when L, learners

interact with native speakers or non-native speakers, they
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often experience considerable problems of understanding.

To secure mutual understanding, listeners may query various
aspects of the discourse. Pica et al. (1987:740) define
'clarification requests' as "moves by which one speaker
seeks assistance in understanding the othér speaker's
preceding utterance through questions and statements such
as 'I dongt understand' er imperatives such as 'Please
repeat'."A Rost (1990:112) similarly defines the term
'query' as "questions, statements, and non-verbal reprises

through which the listener indicates non-understanding or

confusion,"

Rost (1990) has adapted, from Bremer et al. (1988),
three types of listener queries: global query (problem
related to overall text), local query (problem related to
a portion of the discourse text), and transactional query
(problem related to macrostructural organization), These
are categorized from a formal perspective. He also identifies
7 other types of listener queries categorized from a

functional perspective.

McTear (1985-in Rost, 1990) has also identified four
specific sequences involving requests for clarification:
non specific request for repetition, specific request for
repetition, specific request for Bpecification, and potential
request for elaboration. These specific sequences or
strategies indicate a type of conversational repair
mechanism in which the listener identifies a problem and

requests clarification.
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Clarification requests are included in the system of

analysis and are discussed in Category 2 in Chapter Three.

2.4.2.2. Confirmation Checking

This is a strategy whereby one speaker seeks confirmation
of the other's preceding point throughrepetitionof what was
perceived to be part of the preceding utterance (Pica et al.,
1987:740). According to Oxford (1990:169), confirmation
checking means "checking to make sure that something has been
rightly understood - through moves such as "®id you say---?"
As pointed out by Rost (1990:114), inasmuch as neither speaker
nor listener can ever be fully sure of the inferences being
made by the interpreter, listener checking, as well as
speaker checking of listener's comprehension, is a common
practice in all types of information exchange activities-

even among competent speakers,

McTear (1985), as cited by Rost (1990:119), has identified
two types of confirmation check: specific request for
confirmation whereby a listener repeats a word (or words)
to make sure that he/she has understood it, and potential
request for confirmation whereby a listener offers4a
hypothesis - type check concerning his/her current state of
understanding. These ape described and exemplified in the

model of analysis under category 2 in CGhapter Three.

2.4.3. Displays of desire to override topic

and/or role

While it is important that listeners indicate their

understanding and problems of understsnding in some way ,
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it is not unexpected that they sometimes use moves which
show neither understanding nor problems of understanding.
Such moves usually indicate the listener'd desire to shift
role - listener to speaker, or modify the topic at hand

or totall¥ ignore the topic being discusséd. These are
described and exemplified under category 3 in Chapter

Thiree - (3.2).

2.4.3.1. Shiftings to the Role of Primary Contributor

According to Rost (1990:103), "one of the unspoken
norms regarding listening/speaking roles in casual talk
may be that of symmetry: participants are expected to
distribute these rolesmore or less equally over an extended
conversation.” In other words, the role of participants as
primary contributors and primary interpreters has to be
balanced., Thus, listeners at some point may start developing
the topic at hand and entertain the role of primary
contributor. Conversation, therefore, goes on with participants
switching their roles back and forth as topic developers and
interpreters. What Rost (199Q:104) has written may summarize
the point: "In collaborative discourse listeners have purposes
beyond understanding the transactional content of a spesker...
they can make contributions that are relevant to the content

of the spesker's talk,"

2e4e3.2. Topic Switching

These msay, according to Bremer et al. (1988 - in Rost,
1990:113), be seen at two levels: topic switches and

ovef
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overriding. The former indicates the listener's desire

to develop a given aspect of the discourse topic - and not
the present topic. The latter - overriding - refers to
questions or statements that listeners ask or make to
apparently ignore the immediately preceding discourse.

In both cases, the listener is switching the topic at hand.
Examples are given in the model of analysis under category

3 in Chapter Three.

Finally I wish to make a few points concerning degrees

of risk involved in use of these strategies.

Many'writers agree that as acquisition progresses, the
language learner uses various strategic listener responses/
sgrategies of listening more often and over a wider range
of discourse types (Rost, 1990; Bremer et al., 1988 - in
Rost, 1990). 1In addition good learners are expected to
move away from using global and local queries to using more
specific queries in an attempt to repair the discourse.

Moreover, as acquisi¥ion progresses, listeners learn
to utilize a balance of low-risk and high-risk strategies
at appropriate points in conversations. Low-risk strategies
are (according to Brown and Yule, 1983; Brown et al, 1985
as cited in Rost, 1990:28) those strategies related to the
success principle whereby the listener assumes current
understanding needs to be checked. High-risks strategies,
on the other hand, are related to a 'parsimony principle’
whereby the listener assumes current understanding is

correct without checking if it is. In other words, as

4
so0f
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acquisition progresses, listeners move from treating all
listening tasks with the same risk orientation to adopting

flexible orientation depending on purpose (Rost, 1990:157).

The strategies that have been described under 2.4 of
this chapter may, then 6 indicate whether a listener is using
an overall low or Righ-risk strategy. If a listener, for
instance, uses the strategies under 2.4.2 frequently, it
means that he/she is adopting an overall low-risk strategye.
On the other hand, if a listener primarily adopts strategies
described under 2.4.1. (1.2 especially), it means that he/
she is using high-risk strategies. The following figure
(based on Brown et al., 1985 - cited in Rost, 1990:228-229)
indicates what listeners adopting high-risk or low-risk

strategies do.

ooo/
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Low - risk strategies

High - risk strategies

1.

2e
e
b,
Se

Check that all entities are unambiguously identified
(eg. by name, location, etc).

Require exact specification of descriptions.
Check that the speaker knows what you understand.
If necessary, recapitulate your movements.

Do not make any new interpretation until you are
sure you have the required information.

Move minimally away from current focus.

Be prepared for your partner's understanding

to be different from your own,

Constantly test speaker's representation.

Remind speaker of your goals.

1.

2.

e

Assume maximal identity of information

- eg. assume a mentioned entity is the one
you have in mind (in focus)

When detail is lacking, eg. in specifying

an entity or relationship, use a best=-guess
tactic,

Assume your information is secure and igﬁoro
incompatible information (eg. refuse to
incorporate extra information that does not
make sense).

Only process speaker's turn in terms of what
you know - don't request additional information,
give minimal feedback so that speaker doesn't
give additional information,

R

FIGURE 2.4 Risk-strategies

oo/



In this chapter I have tried to review the
relationship between listener strategies and other
related concepts - communication strategies and learnimg
strategies. Then the role of interactive discourse in
language learning has been assessed. I have also tried
to indicate the relationship between listening and
speaking. [Finally an attempt has been made to review
the different aspects of listener strategies, identified
by different writers, that are used in collaborative

discourse.



CHAPTER THREE

THE RESEARCH DESIGN

3.0, Introduction

As indicated earlier the focus of this study is on
investigating the types and frequencies of observable

listener strategies 543

year Addis Ababa University
(AAU) students usé in collaborative discourse. An
attempt has been made to analyse the strategies used

under four broad categories: strategies used

a) to indicate understanding/attention,

b) to indicate problems of understanding,

¢) to indicate desire to override topic and role,
and

d) to maintain the role of a spesker.

The following Buide questions were thus asked in order to

analyse data within these four broad categories.

a) What kinds of stratezies do listeners use to
indicate understanding and/or attention?

b) W¥iat stratezies do they use to indicate problems
of understanding?

c) What strategies do they use to indicate desire
to overepide topic and role?

d) How often do they maint=in the role of a speaker?

%2.l. The Corpus

3,1,1, Selection of Participants

As has already been pointed out, interaction in L2

XK 7



- &9 -

learning situations consist of discourse jointly constructed
by the learner and his interlocutors (Ellis, 1985).
Different kinds of conversational interactions mgy require
different kinds of listening strategies. The kinds and
frequencies of strategies used by listeners in interactinons
that are prompted or necessitd@ted by tasks such as following
instructions and that are done for the sake of information
or opinion exchange may vary. It may even be expected that
different types of tasks require different kinds and
frequencies of strategies. Henece thT®€ different activities
(one discussion and two different types of tasks) were used
to investigate the types and frequencies of strategies used

in these conditions.

The researcher thus had to identify students thaf
could be expected to interact in both kinds of activities-
discussions and tasks involving following instructions.
High school students could be observed interacting in one
of the situations (the tasks) but not in the other (the
discussion) for there would be no genuine reason for whioh
they would discuss in English. A similar problem existed
with ISt, 2nd, and Brd year university students. The best

4 th

opbtion was to use year ILS students who are expected

to write senior essays in English. These students have a
real reason for interacting in English - with their advisers

uth

during advising sessions. Thus, year ILS students were

selected for the study.
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Six students were selected. All of them were from
the Department of Foreign Language8 and Literature. They
were drawn from three overall educational performance
levels- as determined by their CGPA, Each was then assigned
to one of three groups: top-panking (TR), middle-ranking
(MR), and bottom-ranking (BR). In addition it was decided
that only subjects whose advisers were native speakers
of English (who were also non-Amharic speakers) would be
choosen. This was again for authenticity's sake- if the
advisers were Amharic speakers then not only was there
the possibility of using Amharic but there might also be
no genuine reason to use English throughout. Fortunately,
there were sufficient students who fitted well into the
three overall educational performance levels and who were
advisees of native English speakers., One of the subjects
was a female- this was not a selection made with the
intention of identifying the strategies used by the
different sexes, but occurred by mere chance - as she
fitted well into one of the three levels and was the

advisee of a native English speaker.

The study focus ed on the observable listener
strategies used by the six students. The students were
not actually aware of the exact purpose of the study-
except that they were recuired to participate in the

activities for research purposes. The instructors or the

advisers, however, did know the purpose of the research,

4
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One of them was, in fact, adviser not only to some of

the subjects but also to the researcher as well.

The subjects were told that they were needed for
the study only because they were advisees of native
English speakers - and not because of their CGPA or

overall educational performanceae

3.1.2, Selection and Description of Activities

As has already been mentioned under 3.l.1l, different
kinds of activities were needed to enable the researcher
to identify the different types and frequencies of
strategies that might be used in different situations,
There were, thus, three activities selected@ - a discussion,
a map task, and a pie-chart task. The discussions were
expected to be freer than the tasks -~ hence, different
roles of participants and different patterns of interactions

were expected to emerge from the data,

3.1e2.1e TheDiscussions/Advising Sessions

All the students were recorded while discussing matters
related to their senior essay topics with their advisers,

The first three minutes of the recordings were not analysed.

The subjects were told by their advisers when they
would discuss their senior essays or they made the
arrangements together. This, it was hoped, would help the
subjects to prepare themselves in adv-nce. It would, in

addition, help to make the discussions more realistic.

’
eeo/
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The following table shows the duration of the discussions-

actual and analysed.

Subjects Duration, actual Duration, analysed
T, 21 18
T2 25 20
ih;__ 17 14
M, 20 17
B 18 15
B, 19 16

TABLE 3.1 Duration of discussions

3.,1.2.2, The Tasks

Students were presented with two types of task: a) a
map task (see Appendix A) , and b) a pie-chart task (see
Appendix § ). All the students were given exactly the same
tasks. There were two versions of the visual material in
the tasks: a spesker's version (to be used by the native
English speakers and a Rearer's version (to be given to
the students). The instructors also had a separate sheet of
instructions to be read to the students and were provided
with further information which could optionally be made
available to students if clarifieatiog was sought. They
were also allowed to study the visual material available to
the students.

€ e
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The tasks, adaptations from Andersonczand Lynch (1988),
were designed to confront listeners with a number of
'problem points', These were points in the instructions
where listeners might be unsure as to the item referred
to in their task-sheet. The 'problem points' were indicated
in the speaker's version with the expanded (correct and
unambiguous) reference-see also Appendix - for the
supplementary information on 'problem points'. This was
done so that when any student felt he/she needed more
precise information, the speaker could easily supply him/
her with the right information. In other words, they were

indicated to serve as guidelines for the speakers.

Students were informed that they were free to stop
and question the speaker whenever problems arose. That is
to say, they were allowed, indeed encouraged, to ask for

clarifications, repetitions, amnd confirmation.

In the tasks, unlike the discussion sessions, all
the recordings were analysed. The 'dummy recordings' which
were only used for allowing the students to get used to
being recorded, lasted only for about two minutes. The

following table shows the duration of each task.

S



Subjects : durstion in minute

Task 1 " Task 2 Total
o 10'30 7'30 18
T, 10'50 8'20 19' 10
4 9'10 9'20 18130
M, 11'20 12'40 o4
= 10'50 730 18120
B, 11'40 24'00 35'40

TABLE 3,2 Duration of tasks

3.,1l.3. Recording Procedure

Both video and audio recordings were made. The
video-taping was especially important to ensble the
researcher to detect non-verbal reactions while the
audiotaping was used to facilitate transcription of the
conversations. The video camera was fixed on a tripod
and it was installed and set up by the advisers or by
someone who would then leave the room. This was considered
desirable for it minimized the fear or nervousness or
whatever else might be experienced by the students when
talking to someone in the presence of other observers.
The audio tape recorder was put in a place where it could

record clearly.

3.,2. Development and Description of Model

In order to carry out the task of interpreting the
data generated by the research it was clearly necessary

to develop a system of analysis - a model,

L V]
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According to Pit Corder (1983:15), "Since communication
is a cooperative enterprise, one must suppose that we may
adapt both productive and receptiwe strategies of
communication," but he continued that "so far no one has
attempted... to investigate the latter (receptive strategies)".
Seime (1989) and Tewolde (1988) investigated the listening
strategies college and Junior Secondary School students use,
but they treated the transactional aspect and not listening

strategies in collaborative/interactive discourse.

Ultimately, it was not possible for the researcher to
obtain from the literature a sufficiently detailed taxonomy
from which to derive a system of analysis which treated the
strategies listeners use to indicate understanding, problems
of understanding, and desire to overpide topic and role in
collaborative discourse., Although considerable assistance
was available from Rost's (1990) description of the
different strategies used by listeners in collaborative/
interactive discourse, other writers (Oxford, 1990; Richards,
1983; Willing, 1989; Wenden and Rubin, 1987; Zllis, 19853
Bygate, 1987; Crombie, 1988; Anderson and Lynch, 1988) huve
only focused on particular aspects of listener strategies
in collaborative discourse. All these works were studied
carefully and relevant strategy descriptions were noted,
but none of them provided a model sufficient for the

current research.

o
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Hence a model of some kind had to be designed
and modified, by the resez2rcher, utilizing information
derived from the literature review, the pilot study
and subsequently from the data collected during the
main research. It was also found to be important to
include, in the model, strategies that might not be
found in the data as this would help to show what
strategies the subjects lack and what strategies they
actually know and use.

The first task was thus to classify into categories
those observable listener strategies that might be found
in collaborative discourse that could be identified from
the literature review and/or had been identified during
the pilot study. This involved a close study of the
strategies identified by a number of researchers in
order to sift out those concerned specifically with
performance in collaborative discourse. Accordingly
four main categories of strategies wer established.
Strategies used to indicate understanding (either from
the listener's or the speaker's point of view) were
assigned to category I (see Table 3.3 and also Chapwder
2 - 2.4,1)., Strategies used to indicate problems of
understanding were assigned to category II (see.Tsble
3.4 and also Chapter 2 - 2.4.2 ). OStrategies that
indicate desire to override topic or role of the previous

speeker, and which therefore could not be clearly assigned

2
ne 0,/
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to either Category 1 or Category 2 were assigned to
Gategory III (see Table 3.5). Finally the turna taken
by the listeners (the students) to maintain the primary
role of contributor/speaker were assigned to Category

IV (see Table 3.6).

The model developed by the researcher identifies 6
strategies for indicating understanding/approval in
category I. Rost (1990) had identified four strategies
under this category. Two of them (back-channelling and
prompting) were used in the model., Rost's description
of the first one was taken as it was while his description
of the second one (prompting) was slightly modifiea for
the sake of simplicity. Two of his strategies (identifying
transition points and organizing turn taking - see also
chapter 2 - 2.4.1) were rejected as they were felt to be
too general to be applied to particular strategies. They
were rather believed to refer to the overall interaction.
They could however be used to discuss the relative degree
of risk taken by each participant in an interaction. One
strategy (summarizing or reformulating the speaker's
contribution) was taken from Bygate (1987). Again, under
the same class, two strategies (respond and react, 1.3 &
1.4) were taken from Crombie (1985). These same strategies
had also been identified and used by Sinclair & Coulthard
(1975) to analyse classroom interaction. The sixth strategy
under Category I - providing an exemple - was taken from

Murphy (1991).
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Six strategies were also identified in the second
category- strategies used to indicate problems of
understanding (see Table 3.4). The first sub-class
clarification request (2.1) was taken from Oxford (1990),
Rost (1990), ARderson & Lynch (1988), Pica et al. (1987),
and Ellis (1985). All of them agree on the meaning and
use of the term -(see Chapter 2 - 2.4.2.1). There are
however some writers (McTear, 1985; Bremer et al., 1988 -
both - in Rost, 1990) who have identified specific strategies
under this sub-category and I found them fit for the model.
Three of these strategies (non-specific request for repetition,
specific request for repetition, and specific request for
elaboration) had been identified by McTear. Out of these
three strategies two had also been identified by Bremer
et al., but employing different terms- minimal query and
local query. The terms 'non-speeific request for repetition'
and 'minimal query' have thus been used interchangeably in
this study, end similarly the terms 'specific request for
repetition' and 'local query'. <#nother stratezgy, in
addition, was also tsken from Bremer et al. - global query
or metalinguistic query - a strzategy which had not been
identified by McTear. i

The second sub- class of strategies for indicating
problems of understanding confirmation checking (2.2),
was defined after Oxford (1990), Rost (1990), Willing
(1989), and Pica et al. (1987). 41l of them agree on the

meaning and use of this term (see Chapter 2- 2.4.2.2.) »
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The model for this part of the research model was
eventually designed, however, in favour of the
descriptions of Rost (1990) and McTear (1986) for they
had identified specific strategies that were considered
to be most suitable for the purpose of this study. There
were thus two strategies included in the model under this
sub-category (2.2.1 & 2.2.2.). McTear (1985) had
identified two strategies (specific request for confirmation
and potential request for confirmation), the later also
being subsequently identified by Rost but using a
different term (hypothesis-type check). For the purpose
of this study the terms 'hypothesis-type check' end
'potential request for confirmation' have been used

interchangeably - see 2.2 in the model.

Sub=-categories 2.1 and 2.2 are similar in that they
are used to refer to strategies used by the listener to
solve problems of understanding or to clear up uncertainties.
However, while clarification requests [2.1) are used by
listeners to seek assistance in understanding the text
through questions, statements such as 'I don't understand’,
and imperatives such as 'Please repeat', confirmation checks (2.2)
are used to éeek confirmation of an utterance through
repetition or reformulation of what was perceived to be all

or part of the preceding text. They/both are, in essence,

different means to the same end.

seef



-Sﬁ—

In the third category, displays of desire to
override topic and role of current speaker, three
strategies were identified, Rost had identified a set
of strategies that indicate 'listener shaping of
discourse'. I felt that these strategies would not
fit into either Category I or Category II Since most of
his strategies indicate, in one way or another, desire
to overeide the topic and/or role of current speaker,
they were assigned to a third category. All the
strategies under Category III are thus adaptations of Rost's
set of strategies described as 'listener shaping of

discourse'-~ see also 2.4.3 in Chapter 2.

The last category - Catesory IV - consisted or only
one sub-category. It is, strictly speakingz, inappropriate
to call this sub-category 'stratesy' for it consisted only
of turns that the listeners (students) had taken as primary
contributors or speakers while the imstructors would
become listeners. Thus Category IV indicates listeners'/
participants' desire to maintain the role of a speaker,
Students were said to have maintained the role of speaker
when they kept on talking as the instructors backchannelled.
This last category was derived exclusively from the data
and was considered necessary in order to account for the
substential proportion of interaction during one of the
activities when the student listeners took on the role

of major topic contributor.

4
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3.3, JIdentifying and Counting Stratecies

Once the data had been collected the next step was
to transcribe, identify, and code each turn taken by the
students. Then the types and frequencies of strategies
used under each category and sub-category were counted.
These strategy and turn counts were then tabulated in
such a way as enable the researcher to analyse and

interpret them easily.

Some hierarchical relationships were indicated in
the data collected. The bare bones of the hierarchy,

or rank scale, can be expressed as follows:
Transaction (Topic)
Exchange
Turn
Strétegy

Each turn of the interactions was characterized by
a particular discourse evchances. There were specially

five structures that emerged from the data:

1. Teacher talks and student backchannelse
2. Teacher questions and student answerse
3. Teacher talks and student talkse

4, 3Student questions and teacher answePsSe

5. Student talks and teacher backchannels.

411 of these structures played roles, in one way or

another, in indicating the students' understanding (1&2)
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semiverbal channel. Similarly when a semiverbal and/
or nonverbal reaction was ereompanied by a verbal
reaction or sesponse of the same function then the
strategy count was coded only under the verbal channel.
If nonverbal reactions ovcurred alore, however, the
strategy count would definitely be identified under

the non-verbz2l channel.

Intonation (except rising or question intonation)
has not been discussed or used in the analysis for it
was believed there would be so many errors or instabilities
in the students' use of patterns of interaction (a common

problem of I? lezrners) that I could not rely on them.

4
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TABLE 3.3, Category I - Strategies used to indicate understanding

paggg;ry g@%ﬁtgéy Description Example of exponent of expression §
Tela Summarizing |The listener evaluates the T - because the schools are just ;
or speaker's contributions and reluctant E
reformulating|reformulates them. He/she Tl- sure they are reluctant they §
the speaker's|indicates understanding by just want us to finish their {
contribution |summarizing the spesaker's text book ;
meaning or intention S
e
1.2. Listening The listener provides appropriate T - “e turn into progress street :
responses® cues to the spesker to indicate Bl- Ok g
(back approval, attention,encourage- T - and then we take the first left i
charfelling) [ment, and understanding. The B, = ﬁ?m 3
listener indicates these by (( nod))
verbal, semi-verbal, and non- ,
verbal cues as the speaker
proceeds.

* They do not necessarily indicate that the listener is understanding, they tend to be used
interactively to demonstrate attention, approval and encouragement. /
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Cont'd seee

in order to indicate
understanding and attentim
or participation

cggggory Type of strategy Description Example
1.3, Respond The listener indicates T - what do they actually do |
understanding by provid- when they are learning?
ing an appropriate T2- may be relating what I said
response to an elicitation to what they know
1.4. React The listener provides a T - underline the title of
non-linguistic response the book
appropriate to a directive Ml- ((underlines the title of
(request for non- the book))
linguistic response or
action). This may be
followed or accompanied
by linguistic 'okay' or
'I won't.
L5 Prompting The listener provides T - ok so you ere not concerned
the speaker prompts to the speaker with ...

Bl- questions

T - yes questions

eeo/
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Cont'd ecee

sub e of
categgry gzgategy Description Example
1.6 Providing | The listner provides examples T - certainly by context certainly
example in order to indicate under- by context ... any any
standing Bl- for example the sentence you have

Just stated

W et Ay A —

TABLE 3.4 Category II - ltrategies used to indicate problems of understandipg

sub+4  sub- T{ge of o :
class | category| strategy Description Examples
2.1 clarification | Skilled listeners will identify see sub=-categories
request part of the discourse needing

repair and will query those
points when approprlate

. L ——— T Ve i @ . — -t

2elal global query The listener indicates an under- T - between the Slde of
' (metalinguistic| standing problem, or desire for the circle and the
query) elaboration, related to overall top of the circle
text or task and not explicitly 3 onld you please

or specifically related to the speak slowly?

immediate text.

0007‘
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Cont 'd

LA A )

sub-

e of

cigg; category| strategy Description Examples
2e.1l.] 2.1.2 |Non-specific | The listener indicates an |T - we go along Tewodros street
request for understanding problem, or and the next place we're
repetition desire for elaboration, going to visit the Nations
(minimal generally connected to Museum the Nations museum ...
query) immediately preceding 82- repeat this one
discourse
2.1%3 Specific The listener identifies a |T - that's down to palace Road
request for portion of the discourse and then along ee.. i
repetition text as a trouble source, [T~ you said we turn down and g
(local guery) | and requests the speaker then what? i
to repeat the information |T - and then along to the palace... |
2.1.4 Specific The listener requests T - and in the other two you put 1
request for explanation of information 'do not smoke' and 'over 15
elaboration that has not yet been given, per day'
but is considered imvortant M2— in which? in which I write
for the understanding of T - ok 'do not smoke' in the

the message.

20% slice

evsf/
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Cont'd ...

Type of

type check)

offers a hypothesis-type
check concerning his/her
current state of understand-

ing.

A ——_———— . N W W D N A A~

sub- | sub- .
class | category | strategy Description Lxample
2«2 Confrmation okilled listeners use gambits see sub=categories
check for checking their under-
standing when appropriate
2.2.1. Specific The listener repeats a word T - in one of them you put
request or words to make sure that less than 10 per day
for he/she has understood it. Tl- I write lesson 10
confirmation T - le:ss tha:n 10 per day
?l:rwell well
2edels potential The listener reformulates T = outside those you put
request for what the speaker has said 8% 12% and 30%
confirmation | according to his/her own Ml- outside the three dlices
(hypothesis- | understandingz. He/she you mean?

T = outside yea

4
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TABLE 3.5, Category III - Strategies used to indicate desire to

over¥ide topic and role

ignore the immediately preceding
discourse

sub— ['ype of ol
catego strategy Description Lxamples ;
Dol Shifting The listener changes his/her role T - the context itself should |
role of respondent or interpreter to enable for the practice to
primary topic contributor or take place
speaker - under ths same topic Ma- yes
or the topic being discussed T - after initial presentation
M2- yes if I show them a model
context and then
324 Topic The listener starts to develop A - I thoughtthat most of the ﬂ
switching a given aspect of the discourse people I talked to at the job !
topic, but not the present topic interview were friendly, but |
there were two very rude peopleé
especially ... |
B = I had an interview once too é
Rost (1990) |
3¢3e |Overriding | The listener asks questions or A - I would like you to answer all E
makes statements which apparently of the questions on side 1 .. f
B - Can we open the window?

Rost (1990) 3

4
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TABLE 3.6.

Category IV -

Turns taken by students to mesintain the role of a speaker

sub
category Type Bescription Sxapples
4.1. Maintaingng Listeners, once they have T - which strategies will enable
role as a shifted their role, maintain them to compensate for the
speaker the role of speaker and the text

previous speaker may start
back channelling or
interpreting the text.

A T D M A AW L Wl G i w4 a

T, - well I can't definitely say
this or that but let me expres
my feeling.

T « uhhm

Tl- er: 1 think the students have
their own not work

T « uhhm

Tl- and just using —

(Tlholds the floor for the next

seven turns )

P )




CHAPTER ROUR
PRESENTATION AND DISCUSSICN OF DATA
4,0, Introduction

The main goal of this research, as previously noted,
was to look at the tipes and frequencies of observable listner
strategies six AAU fourth year students make use of to indicate
understanding, and problems of understanding. The presentation
and discussion of the results obtained from the data is given
in three sections. In the first section the data obtained from
the two tasks (Map Task & Pie Chart Task) is presented and
discussed. In the second section, the data obtained from the
discussions in the advising sessions is presented and discussed.
This division of the activities into two sections is used as the
two types of activities (task and discussion) may differ in the
patterns of interaction they require of the listener. Finally
the use of individual strategies across the three activities is
discussed in the third section, and a brief analysis of relative
risk adoption is given.

4,1, Fresentcotion and Discussion of Task Activities

Two types of tasks were utilised to investigate the types
and frequencies of strategies the selected students used in
negotiating meaning. Similar patterns are used to present and
analyse the data on the two types of tasks. The relationships
that emist between the strategies used in performing the two
types of tasks are analysed.

4,1l,1, Task 1 - The Map Task

4,1.,1.,1, Types and Frequencies of Stratezies Used

from each Catezsory

The following table sets forth the types and frequencies
of observable listener strategies that the selected students
used in carrying out Task 1.

; Y
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TABLE 4,1 Types and Frequencies of Bbservable Strategies Used in Task 3}

| Sub T i g ] T 4 e [ B2 i
'cat. No, V SV N Wotal| vV SV W [T |V S W T |V SV N .]'y & NV T,V SV NV, T
1
i 1.l Summarizing or reformulating R A R O T T = 1 8 '\q - - - -
: p . |
|
1.3 | Kespond » - o= 4)2 - - 2l- - - -l 5- -ishe - -135- -5
31.‘0 React - - _ S | PR I U Y
I 1.5 FEoh G 6 «a = = @ 2 = - '2 1l - -;1_*3 - =i 3 == =] =
~ B e b e e oo R el
i 1.6 Providing example i Y | T S e =T T -
B b o U e et S e P - 4~
i 2,1,1 | Global query 1 _ _ iL 1 _ _ " o v - _ _ -1 =] 3 - .Z__- - - -
: — = P e e [
i 2.1.2 | Minimal query = 5 - - S5/ 3 11 5 -= = =5 = - 5 8 - 311
i\ = -— —— s — e - e — — - - e cmte . . - T - N —
Il 2.1.3 Ioc‘l i .
! q‘jiiy 4 - =1 &} 2 - - 2 5 = =5 Bl il e -._7.“} S
21,4 | Specifi t for elaborati i
e e o e s o - a] - - - -l2 - -i2l9 o —p9f7 - -7l
2.2.,1 | Specific request for confirmation 14 ' g 5 417 - - 17| 8 - -i8{37 - - 373 3 - - 3
o e l - - ' _ . [/
1 e alel i ey o D i
2.2,2 | Potential request for confirmation o ! 9 | 2 i 2113 1% 19 | : 3 2l 3
~ = =} SR =~ WA s R B R SR
3.1 | Shifting Role T N B O S e {’_ '
e I S : —r A B
3.2 Tépic switching : . e R - e P SR I
O S S NG ] RS DS S s | o S D S S St SEERCESE et U S | iy
3.3 |Overriding S S RN T B B el ek Bl B
4,1 |maintaini . f | ; R
. ng the role of a spealter - - - - - - =i - - - -i-] - =i - - -l ) -
; " R 1 { -
| Total types & instances 9 ! 78 4 . 23 8 §61 2 54\ 10 {15‘* 7 56’

* This sub-category should not be taken as a strategy of listening - but rather as a listener's share of turn as speaker,
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The data in the above table reveals that students,
within the same task, used different types of observable
listening strategies. This is partisularly ganifested in
the variety of strategies used by Té and B1. These two
students used 4 and 10 types of strategies, respectively.
The same students may also be used to exemplify the wide
divergence in the total number of instances of strategies
used. T2 used observable strategies only 33 times while
Bqused them 154 times. The wvalue or otherwise of

employing certain strategies frequently will be discussed

under 4.1.1.4 (outcomes of performances).

Table 1 also shows that certain strategies were used
much more frequently than others. For example, while
backchanelling strategies (sub-catecory 1.2) were used
Brequently by all students, there were no examples of
strategies coded in 'shifting role' (sub-category 3.1l).

From the same table it can be seen that different
types and frequencies of strategies were used in the three
channels - verbal, semi-verbai, and non-verbal. channel,

This holds true for the performances of all the students.
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TABLE 4,2 Types and Frequencies of Strategies Used

from Each Category

Category Channel Tl T2 Hl H2 B1 B2
1 Verbal 37 16 5 21 75 15
Indicat o~
: ® | _Verbal 9 6 1 1 -
Undere Non=
RESRdiRg Verbal 2 2 1 1 1 2
Total 4L8 24 20 23 76 17
Types L 3 3 3 b4 2
2 v .30 9 27 3% 78 16
Tndicate !
Problems & ~ = 2 - - ~
of NV - - 1 - - 3
under-
standing Total ' = 2 2 - 78 19
Types | 5 3 5 3 6 >
3 v e - 1 - -
over=- N -
riding - - — = -
NV - - - = - -
Total - - - 1 - —~
Types i e - B = -
L v i’ - - - - - -
Become ~
Speaker SV : = = = el e P =
NV o = - - - s
The above table shows that most of the strategies utiliged

by the students fell into Category 1 (strategies used to indicate
understanding) or Category 2 (strategies used to indicate

problems of understending).

vhile more of the strgtegies for

Tl and T, were identified under Category 1, the rest of the

students used more strategies from Category 2.

There were no

strategies or moves coded in Categortes 3 (overriding) or

4 (becoming major contributor or speaker) - except one instance

V4



of one type of strategy that was used by ME‘ This may be
attributed to the fact that the students were engaged in
a task which they had to complete and oversiding the topic
or role (category 3 ) or maintaining the role of & speaker

(category 4 ) would not help them to accomplish their task,

The table also shows that with the exception of one
student more types of strategies were used from category 2

than from category 1l.

It should alsc be borne in mind that sub - category
(react) was not counted in the task activities since students
were continuously reatting to the instructors' directions by
writing or marking on the task-sheet and thus individual
instances of reacting to indicate understanding were difficult

to count.

4,1.1.2. Index of Interaction

An index of interaction - an indication of how actively

engaged in the negotiation of meaning a student was - may be

indicated by dividing the total number of turns (which may
be less than the total number of strategies) by the total
time used to complete a task. The result shows the aversge

number of turns per minute a student took and thus shows

bow interactive he/she was,

eoc/



- 67 -

TABLE 4.3 Index of Interat¢tion for Task 1

VParticipant ?‘otal.. timei Turns taken by ; Total Average turn
(in minutes) students only ! turns er minute inde& of
Vv 3V NV ! gnteraction
10! 67 2 |
jEL 30 9 76 2.24
oo 10'50 25 6 2 33 3,00
Hl 9'10 b 17 2 59 6.43
%é, 11'20 51 1 1 53 4,76
B1 10'50 151 - 1L 152 14,04
B, 11'40 n - 5 % 3410

The table makes it cléap that some students were taking
more active roles than others. While Bq negotiated to
indicate understanding or problems of understanding very
ofgen, T2 and 32 were less active in the process of negotiation,
In other words, for every turn T, and B, used (32 and 36
respectively) B, wam taking more than four times as many of
them (his total turns being 152). As indicated in the table
most of these negotiations were done verbally.

4,1,1.3. Computed Mean and Standard Deviation for

Sub - Categoried in Task 1

The mean (X) and standard deviation (8) of strategies
used by the students were computed to see how many times on
average each strategy was employed, and to see how students

differed in uskng the strategies.

soo/
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TABLE 4,4, Mean and Standard Deviation for Sub-categories in Task 1

Sub.C.No, Sub=-category ? Ex X s
1.1 | Summarizing or reformulating 28 4,67 6.59
2.2 Backchanelling 153 25,5 10,24
1.3 Respond | 23 3.83 4,22
1.4 React - - -
1.5 Prompt 12 2.0 2.1
1.6 Providing example - - -
-3 T Global query L 0,67 11
21,2 Minimal query 26 b3 37
e Local query 5 18 3.2 2.4
2.1k Specific request for elaboration 23 3,8 342 |
2.2.1 Specific request for confirma&ion 81 13,5 11.8
24262 Potential request for confirmation LL 7.3 Be7

el Shifting Role - - =

3.2 Topic switiching - - -

B Overriding 1 0,16 0,37

4,1 Maintain the role of a speaker - - -

The mesn scores and standard deviation for each sub-

category are displayed in the above table. The mean scores
demonstrate that certain strategies were used more frequently
than others. <hus 'backchan®lling'(l.2), with 25.5 occurrences
on average, weas the most frequent one. DNext in order of
frequency was sub-category 2.2.1 (specific request for
confirmation), with 13.5 occurrences on average. Certain
strategies were not at all used: providing example (1.6),
shifting role (3.1), topic switching (3.2) and maintaining

the role of a speaker (4.1).

eoo/
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The standard deviation for each sub-categopy also
indicated that the six students differed greatly in the
frequency of certain strategies they used, particularly in
sub-categories 2.2,1 (specific request for confirmation),

1.2 (backchanelling), 2.2.2 (hypothesis type check), and
1.1 (reformulating). On the other hand, the differences
in frequency use indieated in other strategies were relativly
smaller, viz: sub-categories 3.3. (overriding), 2.1.1 (global
query), 1.5 (prompting), 2.1.3 (local query), and 2.l.4

(specific request for elaboration).

4,1.1.4 Outcomes of Performances in Task 1

One of the goals of this research was to investigate

how listeners, by negotiating with the speaker, try to chanpe

instances of non-understanding and misunderstanding into
acceptable understanding. Some potential problems were thus
built into the tasks. To successfully accomplish the tasks,
students were required to identify the problem areas where
insufficient information was &iven and to repair certain

aspedts of the discourse.

The overall success or otherwise of the students in
performing the task was worked out by examining how they
indicated or marked on a map the route to each of the places
to be visited on a tour of an imaginary city. There were
seven places to be visited, including the hotel where the

tour started and ended. One point was given for successfully
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marking the route from each place to the next. The performances
of all the students in Task 1 ame indicated in the followidg
table.

TABLE 4.5 Results of Performances in Task 1

T Ty M M, B, B
WEEEE 7 3 s v o

Generally speaking the task was most successfuly completed
by a top-ranking student (Tq) and a bottom-ranking student (Bq).
One of the top-ranking students did not manage to mark most of
the places on the route successfully, while Mq, M2, and 32

marked most of the routes as they were required.

It might be helpful to look at the students' success or
otherwise in relation to the index of interaction, types, and
frequencies of strategies used. The highest index of interaction
and thus the highest use of strategies was displayed by B, (see
Table 4.,3) - one of the most successful students. Tq, who also
marked everything successfully, had an index of interaction of
7.2. This was the second highest index of interaction - next
to that of B,. Thus it may be tentatively concluded that for
these students and for this particular type of task a high
index of interaction directly correlatad with a higher level of
success in performing the task. T2's index of interaction

confirms the same thing - the lower the index of interaction on

g
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this task the lower is the level of success. To substantiate
this, we can note that Mq's index of interaction is greater
then that of B,'s and M,'s and the results Bf the task
performances for these students indicate that Mi did better

The level of success can also be directly related to the
types and frequencies of the strategies used (see Table 4,1).

Thus, B, used the highest numbep (154) and variety of types

1
(10) of strategies. The next hishest number of instances of
strategy use and variety of types of strategies were used by
‘l‘,I s, 78 and 9 respectively. The lowest were ukilized by T2 -
with 4 types of the strategies used and a total number of
instances of strategy use of only 33. M1 who performed
better on the task than B, and M, also used more types (8)
and a larger number of instances of stratezgy use (61) than

did B, and M2' This result supports the claims that have
been made by Abraham and Vann -~ that more successful students
use a greater variety of strategies and hisher mnstances of
strategy use than less successful learners or listeners (

Abrzham & Vann, 1987).

4,1.,2 Task 2 - The Pie Chart Task

4.1,2.1, Types and Frequencies of Strategies Used

from Zach Cutegory
The types and frequencies of strategies used in Task 2

are represented in Table 4.6.

-



TABLE 4,6, Types and Frequencies of Observable Strategies Used in Task 2
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The table shows that again certain strategies were
used@ more frequently than others, Sub-category 1.2
(backchanelling) was the strategy that occurred with the
highest frequency. On the other hand, there are some
strategies that were not coded at all. Again it should be
noted that sub-category l.4 (react) was not coded for the

same reasons explained under 4.l.l.l.

The result in table 4.6 again shows that some students
used a greater variety of strategies than others. This time
it was T1 who used a greater variety of strategies (10) than
did B, (9). These constituted the largest variety of
strategy types used by any of the students. Mq, 32 and M2
used 8,8,and 7 types of strategies respectively while the
lowest number of types of strategies was used by T2 - one of

the top-ranking students according to CGPA,

As with Task 1, the total sum of strategies used by B1
(one of the bottom-ranking students) represented the highest

figure (88) while T,'s total was the lowest figure (33).

e/
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TABLE 4,7 Types and Frequencies of Strategies Used Under Each Category

Category Channel ’1‘1 T2 Ml Mz B1 B2
1 v 24 14 9 2 4 25
Indicate S¥ 2 8 13 - : -
understanding NV - - il i1 a4 3
Total 26 2 23 33 43 28
Types L 1 3 2 4 2
2 v 21 10 18 23 45 21
Indicate S¥ - - 1l - = -
problems of NV - 1 5 1 - -
understanding Total 21 1 24 24 45 21
Types 6 3 5 5 5 6
3 v - - - - - -
Indicate SV = - - - - —
overriding NV - - - - - -
Total - - - - - —
Types - - - - - -
- v - - - - - -
HYaintain the SV - - - - - —
primary role of NV - - - — — -
speaker Total = - - - = o
Types - - - = - -

Table 4.7 shows clearly that most of the strategies
used by the students fe2l either into Category 1 (strategies
used to indicate understanding) or Category 2 (strategies
used to indicate problems of understanding). No strategkes
or turns were coded in the third or fourth. categories.

Most of the students (T yand Ba) used more

T
1 2’”2
strategies from Category 1. On the other hand, Ml and B1

used 23 and 43 strategies from Category One, and 24 and ">

.../
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strategies from Category 2, respectively. They thus used

an approximately equal number of strategies from Category 2

and Category 1l.

strategies used under the two categories.

used more types of strategies from Category 2 than from Category

1.

4,1,2.2¢

Tndex of interaction

As explained in 4.1.1.2, an index

found out by dividing the total number

time taken to complete the task.

This

of interaction may be
of turns by the total

can be used to determine

There is however similarity in the types of

All the students

the extent to which each student was interacting or was

negotiating with the speaker.

TABLE 4.8 The Index of Interaction In Task 2.

T

Participant Total time Turns taken by Total Index of
Ein minutes | students only turn interaction
v SV NV
T, 7'30 k2 2 = bl 5487
T2 8120 23 8 1 32 3,84
oy 9'20 27 1+ 6 47 5,04
M, 12140 Sh - 2 % kb1
B1 7'30 86 1 1 8L 11,2
B, 24100 Ly - 3 by 1.96

ees/




The above teble indicates that some of the students were
very active in negotiating with the spesker, Others were
however far less active. This can easily be seen by comparing
B, and Bz, both bottom-ranking students. 31 took, on average,
11 turns per minute while B2 took less than two turns per
minute on average. The next highest index of interaction wss

that of T,'s (587 ).

The rank order of index of interaction for the six
students when compared to Task 1, remained the same except that
T2 and B2 were reversed in rank., In Task 1 32 had a higher
index of interaction than T2, but it was the other way round

in Task 2o

It mey also be seen from the table that most of the
negotiations made were carried out in the wverbal channel.
Next in order was the semi-verbal channel, with the fewest

negotiations being made purely in the non-verbal channel.,

4,1.,2.3. Computed Mean and Standard Deviation for

sub-catezories in Task 2.

The mean (X) and standerd deviation (5) of the different
strategies used by the students were calculated to show how
many times students utilized each strategy on average and to

show how far students differed in using the strategies.

ooo/



TABLE 4,9, ifean and Standard Deviation for Sub=Categories in Task 2
Sup=Cat. | i sXx XS
Oe Sub= Category
1.1 Summarizing or reformulating 11 1.83 2.97
1.2 Backchanelling 125 20,8 5.6
1.5 Respond 33 5.33 6.8
l.4 React - - -
1.5 Prompt (71 L7 RS 77
1.6 Providing example - = -
2.151 Global query 5 0.83 0.67
Zslsl Minimal query 23 3,83 2,03
2elled Local query 9 1.17 1.07
2ol Specific request for elaboration 9 1.5 1.26
Cecal Specific request for confirmation 4o 8.83 7.0
2¢2e2 Potential request for confirmation 48 8.16 5.3
3.1 Shifting role - - =
362 Topic switching - - -
2e3 Overriding - - -
L, laintain the role of a speaker - - -

The above table shows that listening response (1.2) was
again used much more frequently than other strategies. It wasused
20.8 times on average. Next in order of frequency was sub=category
2.2.1 (specific request for confirmation) with 8.83 occurrences
on average. Third was hypothesis-type check (sub-category 2.2.2)
which occurred 8 times on average. Others, as indicated in the
table were much less frequent, while again certain strategies
were not found at all in the data-providing examples (1.6),
shifting role (3.1), tovic switching (3.2), overriding (3.3),

and maintaining the role of a speaker (4.1).

ooo/



The standard deviation, compared with Task 1, shows
that students did not differ as much in the frequencies
of strategies they used as in Task 1. The strategies in
which students showed the most significant differences
in frequency of use were 2.2.1 (specific request for
confirmation) and 1.3 (respond) with standard daéviations

of 7.0 and 6.8, respectively.

4,1.,2.4 Outcomes of Performances in Task 2

As with Task 1, some ‘'problem points' were built into
Task 2, and students were required to negotiate with the
ppeakers in order to have the 'problem poimts' clarified.
The success or otherwise of the students in accomplishing
the task was determined by their ability ip correctly
marking 14 items on a pie chart. One mark was given for

each item.

TABLE 4,10 Results of Performances in Task 2

T A
1 , M, M, B, B,
Items correctly
represented out of 14 12 I 11 13 10
14
% 100 85.7 85.7 78.6 92.8 71.4

The above table shows that most of the students were

largely successful in their task performance , While ’I‘,l

succeeded in solving all the 'problem points' , 31 succeeded
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in identifying 92.8% of the items used to mark or score the
task. The same result was identified in Task l-with T1 and
B1 ranking first and second respectively. T2 also performed
well in Task 2, unlike the s=me student's performance in
Task 1. The lowest mark was scored by 82 who correctly

identified only 10 out of the fourteen items or points.

If we look at the index of interaction the lowest figure
(1.96) was the figure calculated for B,. One might say that
32 was the least successful in the task performance because
this student was, far from negotiating regularly with the
ppeaker, very reserved and showed little confidence or - -
willingness in either indicating understanding/attention or
querying the problem points. However there is some evidence
that a close relationship need not necessarily exist between
the level of success and the index of interaction. Some
students had a low index of interaction but showed cuite good
performance in the task. 7» had, for instance, a lower index
of interaction than M2 and yet T2 performed better than M2.
This could be because some of Me's stratezy used were ineffective
in helping him to resolve problems of understanding. It must
also be born in mind that effective listeners also use
strategies that are not observabléisuch as deduction, predicting,

inferring, etc. to achieve successful understanding.

If we again look at the level of success in relation to
the types of strategies employed by each participant we see

that the most successful student (T1) used more types of

"'ﬂcf



strategies (10), see Table 4.6., than any other participant,
The next most muccessful student (Bq) also used more varieties
of strategies thamn the rest of the students, except T,. The
same with the third successful student. But there is also an
irregularity - T, who ranked third,as far as performing this
task was concerned, used the lowest number of different

strategies (only 4).

Thus in Task 2, unlike in Task 1, the level of success
was somewhat less directly relatéd to the variety of strategies

used and the index of interaction.

RS-t o ey g

4,2, Presentation and Discussion of the Discourse in the

Advisinz Sessions

The discussions in the advising sessions were expected
to exhibit different patterns of interaction, primarily
because students were not required to correctly perform a
particular task and they were also able to take the role of a
speaker or major topic contributor if they wanted. Unlike in
the task activities there were no ways of ctross checking how
far students could successfully interpret the message by
negotiating with the instructors. The patterns of interaction

may however be preséhted and discussed as follows,

R L I e

Category

Table 4,11 shows that most of the strategies used by

students were from category 1 - strategies used to indicate

'
L



81

Table #.11 Types and Frequencies of Strategies used under

Each category

Category |Channel T, T My M B, B2‘ ‘
v 38 17 34 - 35 47 41
SV i 27 45 4 7 3
1 NV 12 13 7 13 25 17
Total 57 57 86 52 79 6l
Types 4 3 3 3 4 2
v a 1 15 5 12 1
SV - - =2 =1
2 NV . T
Total 2 1 15 8 12 B
Types 2 1 3 3 3 2
v 3 1 6 '3 6 =
sV - - - - - =
3 NV P e SRR
Total SR & 3 6 =
Types 2 i 1 1 2 o
v 30 17 13 26 7 4
SV = = - - = -
4 NV - = e -
Total 30 17 15 26 7 4
Types 11 1 1 1 1
’ Total |92 76 120 89 104 €7
Types 9 6 8 8 10 D

Understanding or attention.

All the students used a wider
variety of strategies from Category 1 than from any other
category - except 32 who used an equal number of types of

ssef
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strategies from Categories 1 and 2. Some students used

more varieties from Category 2 (strategies used to indicate
problems of understanding) than from Category 3, strategies
used to override (Mq, M2, B1 and B2) - except 'I',1 and T2 who
used an equal number of varieties from Categories 2 and 3.

All the students used the one sub-category in Category 4

for maintaining the role of major topic contributor or
speaker. It is not appropriate to call the moves in Category
4 'strategies' for they are not strategies used by listeners
but turns taken by the previous student listeners to contribute

to the topic as major speakers.

The frequency occurrence of the strategies under categories
1l - 3 also shows that a large proportion of the total number
of strategies were used to indicate understanding (Gatégony 1)«
The highest number of strategy uses from Category 1 was recorded
by Bq, who used three strategies 89 times. The lowest numbers
in this category were recorded by ’I‘1 & TZ who used certain
strategies 57 times, equally. Next in order of frequency was
'turns for the purpose of maintainine the role of speaker!
(category 4). All the students used more turns for this
purpose than strategies for overriding (Category 3 ). In
addition a majorty of students used turns for maintaining
the speaker's role more frequently than strategies to indicate

problems of understanding (Category 2).

eos/



4.,2.2. Index of Interaction

The index of interaction of the discussion sessions
(see Table 4,12 below) is arrived at by dividing the total
turns by the total time analysed. The role of students a=
primary interpreter and as primary contributor (speaker)is

also given in percentagese.

TABLE 4,12 Index of Interaction

Participant| total |turns taken| Total turn as turn as average
time in| by students| turn primary primary turn per
minutes only interpreteri contributor| minute

V SV NV | No. % No, %
Tl 15 3 7 12 91 |61 67.0 20 33,0 6.07
T2 20 » 27 13 76 59 77.6 17 22.k4 3.8
Ml 14 68 45 71 119 106 89,1 13 10,9 8.5
MZ 17 69 7 13 8 | 63 20,8 26 29,2 5l
Bl 15 72 7 25| 104 {97 93,3 7 6.7 6.93
32 16 b 4 17 67 | 63 94,0 4 6.0 4,18

The above table shows t-at students'average turns per
minute ranged from nearly 4 turns (for 5 ) to almost 9 turns
(for Mq) every one minute on average. The table also brings
out the role students played as primary contributor or spesker.

T, used 33% of his totzl turns playing the role of speaker,

1
primary topic contributor - while the adviser was interpreting/

listening to what the advisee had to sgy.



4.,2.3. Computed Mesn and Standard Deviation for

Sub-categzories in the Discussion Session

The mean was calculated in order to show the average
frequency of strategies in each sub-category. The mean &s
the sum of the frequency of a sub-category divided by 6 ,
the number of students who took part in the discussion. The
standard deviation was computed to demomstrate the difference

among the students in using strategies in different sub-

categories.

TABLE 4,13 Mean and Standard Deviation for Sub-categories

in the Discussion Sesgsions

! Sub.cat.No,. Sub. Category ! Ex X s

11,1 Summarizing or reformulating 1L 0,17 0.%
1.2 Backcharfelling 295 49,2 16.4
195 5 Zespond : 81 13,5 8.2
1.4 | React 1 Q.17 ©.37
1.5 Prompt : 19 Z.17  2.24
%1.6 Providing example 5| 0.17 0,37
2.%.1 ; Global query - = =

21,2 | Minimal query 2 0.33 0,47
2¢1.3 Local query : - — -

2.1.4 Specific request for elaboration 21 3.5 3.69
2251 Specific request for confirmation L 09,87 0.69
2:2.2 Potential request for confirmation 10 1,67 2.4
3.1 Shifting role 3 16 2.67 1.89
22 Topic switching 2 0.33 0,47
50> Overriding - - =

L1 Maintain the role of a speaker 97 16,17 9.4

Y 4



Table 4,13 shows that certain strategies were manifested
much more -frequently than others. A typical éxample is
backchanelling (1.2) which asppeared 49.2 times on average.
Second and third frequent were maintaining the role of a
speaker (4.1) and respond(l.3) with mean averages of 16.17
and 13.5, respectively. Other strategies, as shown in the
table, were much less frequent. Three of them - global query
(2.1.1), local query (8.1.3), and overriding (3.3) - did not

occur at all in the data.

The standard dd@viation shows that students differed
substantially in the frequency with which they used certain
strategies. For listening response (1.2), for example, there
was a standard deviation of 16.4% The next most sigmificant
difference seen in the frequency of strategies used by students
was respond (1l.3) - with a standard deviation of 8.2. There
were no significant differences among students in using the
other strategies. There was also some difference manifested
in the frequency of turns students tosk to play the role of
primary contributor or speaker (sub-category 4.1) with a

standard deviation of 9.4.

4.3. Discussion of the relative frequency of strategy

uses across the three activities

Various similarities were found between the types and

frequencies of strategies students used in carrying out the

.0./



three activities., ©Some differences emerged too. There were
notably similarities between strategies used in carryigg out
Task 1 and Task 2, The following table makes the comparison

clear,

TABLE 4,14 Top Six Frequently Used Strategies in Activities 1-3

Rank Task 1 ] Task 2 Task 3 ]
sub,cat : 3 sub.cat - sub.cat X

1 o 25.5 | 1.2 20.8 1.2 49.2

2 2l 13.5 2.2.1 8.83 4.1 16.7

3 2.2:0 o el e s st
4 1.1 4.67 | 1.3 5.33 | 2.1.4 3.5

5 2.1.2 4.3 212 3.83 1.5 3417
6 1.3 3483 1.1 1.85 Del 2467

The table shows that the most frequent strategies used in
completing Task 1 were, in descending ordep; listening response
(1.2), specific request for confirmation (2.2.1) potential
request for confirmation (2.2.2), summerizing or reformulating
6t.1? , and non-specific request for repetition (2.1.2), Similar
frequencies were identified in analysing data from Task 2. The
frequency of occurrence of the various strategies used in
completing Task 2 was, again in descending order: listening

response (1.2), specific request for comfirmation (2.2,1),
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potential request for confirmation (2.2.2), respond (1.3) and
non-specific request for repetition (2.l1l.2).Summarizing or
reformuléting (1.1) ranked sixth in Task 2 while respond (1.3)
ranked sixth in Task 1.

Thus it may be generalized that the students used
predominantly the same strategies in activities prompted by
the tasks, since the six most frequent strategies in Task 1
were also the top six frequent strategies in Task 2, with one

slight wvariation in rank order.

There were also some strategies that were used frequently
in both the task activities and the discussion. In this
respect, listening response (l.2) was the most frequently used
strategy used in both the tasks and the discussion (see table

4.18).

Respond (1.3), which was the sixth most frequently recorded
strategy in Task 1 and the fourth most frequ'ntly occurring
strategy in Task 2, was the third most frequently used communication

strategy used in the discussion.

On the other hand, certain differences emerged too.
Firstly, while specific request for comfirmation (2.2.1) and
potential request for confirmation (2.2.2) were the second and
third most frequemt strategies in the task activities these
strategies occurred quite infrequently or rarely in the discussion
activity. ©Secondly, while no turn was coded for sub-category 4.1

(maintaining the role of a sneaker) in the task activities, this

same sub-catagory was the second most frequently used (with

o s ®f



% = 16.17) in the discussion activity.

As far as a comparison of the types of strategies used
in the three sgtivities is concerned, it may be concluded
that there were some differences between the strategies used
in carrying out Pasks 1 - 2 and the strategies used in the
discussion, These differences were mainly due to the occurrence
in the discussion of strategies in the third category and
subsequently turns in the fourth category. These categories
would nkt be expected}gécur in the task activities since,
unlike in a discussion where listeners can switch the topic or
become primary contributors, the main purpose of the tasks was
simply to complete the activity by negotiating problems of

understanding.

4,3,1 Category 1 - Steategies Used to Indicate

Understanding/Attention

Listening response was not only the most ffequent
stratezy used in Category 1 but also the most frequent
of all the strategies used in all the three activities,
Students used listening respense to demonstrate approval,
attention, encouragement and understanding. As stated by
Van Lier (1988:16), absence of appropriate listening responses
usually has a disrupting influence on the current turn. The
subjects of this study were, as has already been indicated,
good at providing appropriate listening responses, generally

speaking. Below are some examples from the data.

V4
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T - you can encourage the learners to work out
things for themselves

B,=- yeah

T - that's another possibility

B2- okay
E((moves head up and down ))

T - now what we were laokingat was a kind of
background to your topic

B2- yes yes

T - because you are

Instructor - 32 : Discussion

In this way, by providing listening responses, listeners
may boost the smoothness of the interaction; ‘Jhen listening
responses were not provided instructors often asked the
students whether they were understanding or attending or not.

The following extract from the data& illustrates this:

T - now what technigues are going to be useful for
doing that? .....s0 that you are lookigg at
techniques for helping learners to learn better
rather than techniques for helping teachers to
teach better ... yeah? are you with me?

T2- yea

((moves head up and down))

Instructor - T2 : Discussion

eco/
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'Respond' (1.3) was another of the strategies used
relatively frequently to indicate understanding. What
makes this strategy different from others is the fact that
it is used by a listener only when the other participant
questions him/her. This strategy was thus used more frequently

in the discussion activity than in the task a€tivities,

The other strategy used to indicate understanding was
summarizing or reformulating the speaker's contribution
(1.1). This was used more frequently in the task activities
than in the discussion activity. The following example is
typical of how students carried out reformulations to indicate

understanding.

T - no I think the bus will collect you your own bus
Bq- oh my own car
r
((stmiling))
T - yeah er:m
Bq- oh the car should be here it is my own
T - right

Instructor - B1 : Task 1

4,3,2, Catecory 2 - Strategies Used to Indicate

Problems of Understanding

The strategies students used to indicate problems of

understanding in the task activities were different from

ase/



those used in the discussion activity. The most frequently
used strategy in this category was specific request for
confirmation (2.2.,1) - with ¥ = 13.5 , 8.83, and 0.83 for
Task 1, Task 2 and the discussion, respectively., The

following extract illustrates how this strategy was used:

T - then we go along Palace Road..

Bq- long Palace Road .. I have to make ..
T - is that going along Palace Road?

Bq- long Palace Road

T - along along

Bq- along

T - yea go along Palace Road

Bq- a:long

T - along yeah

Instructor - 31 s Pask

In the above extract the student expected the instructor
to say 'yes' or 'no' i.e. to confirm or disconfirm. This
strategy is considered effective in that it does not require
the speaker to repeat the whole utterancé& but only the
problem area, Although the strategy was used 134 times in
Tasks 1 and 2, it was used only fiwe times in the discussion
activity : one student used it twice, three students used it

once only, and two students did not use it at all,

The next most frequently used strategy in category 2 was

potential request for confirmation or hypothesis=-type check

ees/
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(2.2.2) = with ¥ = 7.3 and 8,0 for Tasks 1 and 2 ,
respectively, and 1.83 for the discussion. This strategy

may also be considered efficient in that the listener
provides a hypothesis concerning his/her current state of
understanding and makes the sequence shorter (Rost, 1990:14),
As can be seen from the mean, this strategy was used much less

frequently in the discudésion activity.

Another strategy that was used relatively frequently by
the students to indicate problems of understanding was
minimal query (2.1.2) - with ¥ = 4.3 and 3.83 for Tasks 1 and
2, respectively and 0.33 for the discussion. This strategy
is considered inefficient;albeit better than continuing with
a problem of understanding, in that it makes the sequence of
interaction longer which might introduce potential for new
problems of understanding. Comparing minimal query (2.1.2)
and potential request for confirmation (2.2,2) may meke this
point clear. The following extract from the data illustrated
the use of minimal query:

T = now then you go up to the top half of the circle
eee and you've got to deaw a line from the centre
eee 8t an angle and the line should end up about
a third of the way up.. between the side of the
circle and the top of the circle...

T2 - would gou repeat please?

T - uhhm...er::m you've got to... you've got
to draw a line from the centre ... at an

angle., and the line should end up about
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a third of the way up between the side of
the circle and the top of the circleeeccceccecces
T2 - would you please repeat it onee?

T -~ okay... then you go up to the top half

Instructor - T2: Task 2

compare this with a second extract:

T - er::m..right then the next thing is to
draw znother line from the circle

M2 - centre of the circle?

()
|

yeep er: this time you draw it up at an angle
to the other side ... about half way between
the side of the circle and the tope..e.
M2 - half wey betwisn the side of the circle

(( frowns))
T « yeah so that

Instructor - M2: Task 2

A study of the two extracts shows that the listener
in the first extract OT2) employed 'minimal query' which
not only slowed down the interaction but also caused some
frustration to the speaker. In the second extract, however,
the listener (MZ) provided a hypothesis-type check (and
specific requést for confirmation) and that made the task of

the speaker easier and saved time as well,

o8 af



Cne of the most frequently used strategies to
indicafe problems of understanding in the discussion
activity was specific request for elaboration (2.1.4)
with ¥ = 3.5. This strategy was used less frequently
when compared to other strategies in the same category

in Tasks 1 and 2.

4,2.2+ Other Categories

There were no strategies identified in the task

activities that indicated any desire on the part of the
listener to take a new role or change the discourse type
(Bategory 3 ) - for regsons already mentioned undéer 4.3,

In the discudsion activity, on the other hand, while the
frequencies of topic switching (3.2) and overriding (3.3)
were very insignificant, shifting role (3,1) was used

with a mean average of 2.67, and relatively more frequently.
These strategies are transitional, since once a listener
has changed the topic or his her role the next turn will

be counted for the new role the listener is plgying as

primary contributor or speaker,

The frequency of turns taken in the discussion by
students to maintain the role of primary contributor or
spesker (Category 4) ranged from a minimum of 4 (by B2)
to a meximum of 30 (by T,)s The mean aversge for the
six students was 18,17. No turn, from Category 4, was
identified in the task activities., This is not surprising

as the purpose of the task was to get students to negotiate

4
TR v
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problem points of potential misunderstanding rather than

possible opportunity for free exchange of idea.

4.3 040 Relative RiSk AdQ_p‘tiqn_

Listeners, in any segment of collaborative discourse,
may adopt high-risk, low-risk, or flexible-risk strategies,
Listeners who adopt high-risk strategies assume that the
new information needs no change or minimal change from
current knowledge. In other words, they are less likely
to negotiate with the speaker by querying discrépancies or
uncertainties. On the other hand, listeners who adopt
low=risk strategies want to be assured that their current
understanding is agclose as possible to the speaker's intended
meaning or to a targeted understanding. Below are given
some examples of both high and low-risk-strategy use by the

students, from the data:
The following extract shows high-risk adoption

T - so we come out of the palace

T2- uhm

T - we come out of the palace right? and we go down
the road and we go to visit the National lMonumen¥,

T2- okay

T - alright?

T - we have about 20 minmtes for photographs and the
bus takeg us on down that road... and first left

to the market¢



T2- aha ..C..........OOOkay

Instructor - T2 : Task 1

The extract shows that T, assumed that the information
she had was consistent with what the spesker (T) was saying.
But as can be seen from the student's performance (see the
task sheet of T, - Task 1, Appendix 3) , the student took
the Museum for the National Monument. The result of which
was confusion in the completion of the task. This student

was definitely adopting a high-risk strategye.

For comparison, a different degree of risk adoption

employed by another student is given belows

T - now okay right we have about an hour's tour at
the mill

B’l" at the factory?

T - yeah

B1- and at meal

T - at mill

B,p okay.. we have had a Imnch or what?

T - no no we just go round and look at the mill

Bq- oh yeah
L

((moves head up and down))
T - right.. and then the bus will come to us
B1- is it the grinding factory
T - textile

Instructor - B1 : Task 1
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The above extract clearly shows that the listener
was adopting a low-risk strategy. This student was one
of the most successfulstudents as far as the task
performance was concerned, though a bottom-ranking
student according to his CGPA academic performance.

The maximum number of turns was reforded by this same
student. Here it is worth noting that, in Rost's view,
though low-risk strategy is often valuable to successfully
accomplish a task, it is often unnecessary to maintain a
low-risk strategy throughout the interaction for it slows
down the discourse and assumes occassionally absurd
dimensions (Rost, 1990:229), It is also worth noting that
the two tasks encouraged the students to use low=risk

strategies while the discussion did less so.

Students (listeners) who do not treat all listening
tasks with same risk orientation - ‘'high' or 'low' risk-
but adopt them with flexible orientation, depending on
purpose and need are considered competent listeners. From
the data it was seen that one student (T1) was consistently
adopting flexible risk strategies - asking for clarification
or confirmation when necessary and indicating understanding
when there were no problems of understanding. Thus this
student (T,]) did not take Bo many turns as the low-risk
taker (Bq) did nor as few turns as the high-risk taker
(T,) did, and yet this student (Tq) was the most successful
listener of all.,



CHAPTER FIVE

CONCLUSIONS AND RECOMMENDATIONS

This study attempted to investigate the types and

frequencies of observable listener strategies 6 AAU students
used to indicate understanding or attention, and problems

of understanding. To achieve this purpose, the interactions
between two instructors, native speskers of English, and six
students were‘taped, transcribed and analysed. Each of the
studenté was pecorded while carrying out three activities
(two tasks and one discussion). A model of analysis, that
modified aspects of observble listener strategies in
collaborative discourse identified by different writers,

was developed in order to classify, analyse and discuss the

different strategies used by the students.

There were four basic questions that were set to guide
the researcher achieve the main purpose of the study. These
were:

(a) How do the subjects indicate understendingz or

attention to the speaker

(b) “hat strategies do they use to change instances of

non-understanding and misunderstanding into acceptable
understanding?

(¢) How do they indicate desire to shift role or change

topic and maintain it?

(d) What are the pedagogical implications that may be

drawn as far as the development of interactive

listening strategies are concerned?



The following conclusions and recommendations were,

thus, made based on the analysgs of the three activities
and the results or outcomes of the task performances that

were directed at answering the above questions,

o L Conclusiggf

5.1.1. The results of this study indicate that the
strategy most frequently used to demonstrate attention,
approval and understanding (both in the tasks and in the
discussion) was 'listening response or backchanelling'.
Students used three of the channels for this purpose: verbal,

semiverbal and nonverbal.

Another strategy that students used to demonstrate

understanding was 'summarrizing or reformulating what the
spezkers said.' This strategy was, however, used much less
frequently. On rare occasions students also indicated

understanding by 'prompting'.

5.1.2. Students used observable listener strategies to

indicate problems of understanding much more frequently in
the task activities then in the discussion session. In the
task activities, the strategies most frequently used to
indicate problems of understanding were (in descending order
of frequency):specific request for confirmation, potential
fequest for confirmation, and minimal query. “hile the first

two are considered effective strategies (Rost, 1990:114,157),

4



'migimal query' is generally considered ineffective, especially
if/;: used frequently in discourse, as some of the subjects
did. This strategy is considered ineffective for it makes

the sequence of interaction unnecessarily longer and this

may introduce potential for new problems,

5.1.3. As may be expected, students showed virtually

no desire to shift their role or to change the topic and
maintain it as far as the task activities were concerned.

On the other hand, students sometimes shifted their role

or switched the topic in the discussion activity. There

were no instances of ‘overriding.' Once students had shifted
their role or switched the topic of discussion they sometimeg
naintained the role of a speaker for a number of turns. It
was found out that the top-ranking students took more turns
to maintain the role of a speaker then did the middle-raonking

or bottom-ranking students.

5.1l.4. The results of the study also show that those
students who used strategies most succeésfully to acconplish
the tasks were not exclusively top-ranking (according to CGPA)
and similarly those who used strategies least successfully

to accomplish the tasks were not necessarily bottom-ranking.

One of the top-ranking students {T1) wzs the most successful

as far as the task verformance was concerned. The next most
successful student, in the task performeance, was a bottom-
ranking stddent (Bl). The least successful student in one
of the tasks (Task 1) was a top-ranking student (Ta), and in

Task 2 it was a bottom-ranking student (BP>’
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5.1.5. The most successful stﬁdents, as far as completing
the tasks was concerned, were generally those who used listener
strategies more frequently than the less successful ones,
especially in Task 1. In Task 2, however, there was only
one inconsistency: T2 with a fewer number of strategy uses
than M2 performed better than him. This perticular instance
conflicts with Abraham and Vann's (1987) findings which
reported that the successful student used strategies more
frequently than the less successful language learner. of
course it is possible that the student concerned was employing
strategies that were not observable such as deduction,
inferencing, prediction, etc. Generally speaking, however,
it is possible to conclude from the two tasks that the more
successful students were those who used listener stratezies

more frequently or those who were more interactive.

5.1.6. The findinzs of the study further revealed that
the more successful stdédents (in terms of success in carrying
out the tasks) were, generally speaking, those who used a
greater variety of strategies. In this regard the current
finding concurs with the findings of Abraham and Vann (1987)
who reported that the successful student used several more

strategies than the successful language learmer.

5.1.7. The particular type of tesx used in this research,
involving negotiating problem points by asking clarification,
confirmation etc., encouraged the use of low-risk strategies

whereas the discussions did less so. The results of the

noo/
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research make clear that students performed less successfully
in the tasks when they adopted high-risk strategies. When
students adopted low-risk strategies, they performed more
successfully. Adoption of either high or low-risk strategies
throughout a discourse is said to be disadvantageous (Rost,
1990:157). High-risk strategies are not always helpful since
a listener may not always deduce the right information without
repair and low-risk strategies, if adopted frequently, may
slow down the pace of the discourse. The goal (what competent
listeners do) is adopting flexible orientation based on the

purpose at hand.

52 Recommendations

Based on the findings the following recommendations,
regarding the development of listemer strategies in collaborative

discourse of AAU students, are made,

5.2.1. The teaching of listeninz should be directed
not only at getting students to listen and answer comprehension
questions (if at all this is done) but also at developing
reciprocal skills by providing them with the chance to
negotiate with other participants. In other words students
should be given the opportunity to absorb/interpret the
speech of others and produce their own and to learn these

two activities together in the language classroom.

Sein/
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5.2.2. Students shoul be made aware through learner-
training that there is a variety of strategies that can be
used to indicate understanding and problems of understanding.
In particular, they should be made aware that certain strategies
are more effective than others. Thus students msy be made
aware that using 'global query' or 'metalinguistic query' and
'minimal query' may be better than continuing with a problem
but are likely to be less effective than strategies such as
specific requestfﬁor:epetition, specific request for elaboration,

or

specific request /confirmation, or hypothesis-type check for

solving problems of understanding.

5.2.3. Students should be made aware of the relative
risk-strategies they are adopting while they are taking part
in collaborative discourse., In addition they should be made
aware that the goal of training in listening strategies in
collaborative discourse is to adopt a flexible risk-strategy

appropriate to the needs of discourse.

5.2.4. Students should be provided with a wide range
of different kinds of activities, in order to provide practise
in sufficient situations to enable them to develop confidence

in using a wide variety of strategies.

5.2.5. The above point also has implication for materials
writers. If materials are to be designed in order to help
students acquire effective communication strategies then a

wide variety of listening activities should be included.
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Teaching materials should concentrate not only on helping
students cope with transactional listening but also on

providing students with features of collaborative discourse.

5.2.6. Finally, further research into the kinds of
interactive listener strategies AAU students use needs to
be carried out on a wider scale, including an assessment of
those strategies that may not be observable in actual

performance,
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APPENDICES

N.B. About the transcriptions

The complete transcript of the interactions is
not included in this volume. There are however
extracts from each of the activities for each
participant. In addition, one complete transcription
is provided for each activity (map-task, pie chart-
task, and discussion). For sample of the complete

transcriptions see the interactions between:

a) Instructor - T1 for Task 1
b) Instructor - B1 for Task 2

¢) Instructor - M1 for Discussion

The complete transcription (for each activity
and for each participant) is presented in another

volume,
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Appendix A, Task 1

Instructions

"right + the tour starts off from the hotel + and we go up

as far as Progress Street + we turn into Frogress Street +
and then we take the first left and that's the first stop +
St. Gabriel's Church (pause) we have about half an hour or

so at the Church + then we leave for the Palce + that's down
to Palace Road and then along (pause) after that we come out
of the paleaee and go down the road + we go to visit the
National Monument (pause) right + about twenty minutes there
for photographs + then the bus takes us on dbwn that road and
first left to the market + and we go into the market from
round the back + that's the beach side (pause) you'll have
time to do some shopping + then back to the bus and we go
along Tewodros Street + and the next place we visit is the
Nations Museum + you'll have plenty of time for a good look
round and I'll be doinz a guided walk for those who want it
(pause) and then the last stop on the tour is the textile
mill + that's along Tewodros Street and turn right (pause)

we have about an hour's tour at the mill + then the bus brings
us back to the hotel + left into Vingate Road + round the
corner + and we're back at the hotel (pause) and that's the

city tour complete"
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Guidelines for speaker

The intended probleam points in the script are given below - they are
underlined A

We turn into Progress Street - turn right into Progress Street

St, Gabriel - NB not St, George

the National Monusient - Statue on Hsarer's map

the market - the one the speaker means is the fish market
the Nations Museum - museum on Hearer's map,

Wingate Road

Between Tewodros Street and

the eilk mill - factorv at tha hattam of the Heprer's ~ap
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Appendix B. Task 2

Instructions

right diegram two + diagram two is about the number of
cigarettes that adults (only men) in Dire Dawa smoke a day

so what you should have, to start with, is a circle with a
line across the middle (pause) amd the first thing you should
do is to draw a line from the centre of the circle down to the
bottom (pause) so now you've got two quarters at the bottom

of the circle and outside them you put "25%" (pause) um then
you go up to the top half of the circle you've got to draw a
line from the centre at an amgle and the line should go +
should + the line should end up about a third of the way up
between the side of the circle and the top of the circle
(pause) right then the next thing + um + is to draw another
line + again from the centre + and this time you draw it up

at an angle to the other side about half-way between the side
of the circle and the top (pause) ok so now you've er you'wve er
you've got the top half of the circle divided into three slices
+ that + you've got a big one a medium one and a small one‘and
outside those you put "8%" "12%" and "30%" (pause) right inside
the circle + inside the slices + you've now got to write in
what each of them er represents (pause) so inside the two at
the bottom + in one of them you put "less than 10 per day" and
in the other you put "10-15 per day"(pause) then up at the top
agein in the 12% one you put "have stopped smoking" and in

the other two you put "do not smoke" and "over 15 per day"

ause,) ri an en you re i1ilnishe ?
(p ) right and th 're finished ,
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TASK 2

Speaker's diagram
Cigarette consumption by adults (men only)
in Dire Dawa.

3%
//' do not
fiwen smoke
;’stopped Sver 8%
: .
12% | smoking Je. e By
less than 10 - 15

0 /
25% 10 per day per day 25%

Speaker's version

Guidelines for speaker

The intended problem points in the script are given below=-
they are underlined

a. circle with a line across the middle - students need to
draw bottom half of the circle

outside them - it doesn't matter which is which,
because they are both 25%

from the centre at an angle - to the right
the side of the circle - the right-hand side
to ths other side - to the left

outside those - 8% should go outside the small slice, 12%
outside the medium slice, 30% outside the large one

in one of them -~ it doesn't matter which
in the other two - "do not smoke" goes in the 30% slice;
"over 15 per day" goes in the 8% slice




TASK 2

Hearer's Version®*

Cigarette Consumption by adults (men only) in DireDawa

* Whem problemsarise, you are free to stop and question

the speaker - asking for clarification.
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When problems grise , you are free To stop and

guestivn the speaker — asking dJor clarification
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7:2 Task 2

Hearer's Version
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¥ When problems arise , You are free to stop
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Hearer's Version ™

Cigarette Consumption by adults (men only) wn Dire Dm;/a.
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¥ When problems arise , You are Sfree to stop

and 3ue:1‘o'on fhe  speaxer - a.skfnj Jor clarification .
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¥ When problems arise , Yyou are Ffree To stop -

and guexfc'on. fhe . speaxer - asking For c/ah'/:'caﬁon..
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Hearer's Version
Cigaretle Consumption 4y adults (men only) wn Dire Dawa
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o

¥ When problems arise , you are Sree to stop

and gue:fo'vn. fhe _speakxer - asking For clarification .



Appendix IV

Extracts from the Interactions between Instructors and Students

NB - See chapter 1 for symbols used in the transcription
- Capitals are used only for proper names, not to indicate beginnings of

sentences

T, = TASK 1 - MAP TASK

3l
Sub=- No, of

categories turn Text

2 ! T. 80 it is the tour of Genet City okay?

1.2 2 T)e ((moves head up and down =-nods))
3 T. right .. the tour starts from the hotel 4444

1,2 b Ty ((nods))
5 T, and we go up as far as Progress Street

1.2 6 Ty ((nods))
7 Ty +.. and then we take the first left and

that's the first stop .. St. Gabriel's Church
1.2 8 Tl. O%ay
((nods)) is

9 Te eeess going to mark/it alright?

2.1.1 10 Tl. yeah you haven't given me instructions

I mean ...

11 T. well you're going to mark the route map okey?

e2 12 Tl. Okay
13 T, so let's start again

1.5 14 Tl. again alright
15 T. the tour starts off from the hotel ... okay?

2,251 16 'Tl. from the hotel
17 Te um-hmm

el 18 Tl’ okay ... from the hotel
19. T, the tour strats off from the hotel

1e2 20 Tl. okay
2 T, and we go from the hotel up as far as

progress street

.../



sub-
categories

Text
-5 50 ‘I‘1 following the street
Gl T whhm
1,2 52 T1 okay
53 T and then along ... to the Palace 4,4,
2,242 Sk T, s I have to turn left and then go in
55 T okay
1.2 56 ?l vhhm
57 T after that we come out of the palace
1.2 58 Tl uhm
59 T and we go down the road .. and we go
to visit the National Mowvment ...
2.2.1 60 Tl is it in .., museum?
61 T umm?
2.2,1 62 T, monument?
63 T National monument
2.1.4 64 T1 there's a museum here
65 T thhm
2.1.4 66 Tl factory ... okay
67 T yeah it's marked the statue in your map
1.2 68 Tl yeah yeah
69 T that's right
2.1.4 70 Tl so which road am I going to follow?
71 T well you come out of the Palace
1.2 72 T, okay



2.1.3

1.2

1.1

1.1

1.1

1.1

2.1.3

2e2el

2.201

73

74
75

76.

78.
79

81
82

83
83
84
85
86
87

89

91

T.

T,

- 133 =

you go down the road

down the road into okay

down the road to the National
monument .. to the status ... right

s0 we have about twenty minutes there
for photographs ..

okay

and then the bus takes us down that
road and first on the left okay? to the
market ... first on the left to the
market er::: and we go into the market
from round the back .. that's on the
beach side seee

so it has to be this way if it is left
aha

I I thought because I have two
markets

right ::

whet “you said beach I got the
information therefore I have to get
back

okay so the the the market I'm talking
about is the fish market

okey so it has to be around

UrhMl eeeeosne

you said you went you went along the
8o the bus takes us down the road
right and then first left

first left

the bus goes left

the bus goes left

eh eh left

noo/



1.5 92 Tl. left the market place
93 T, the bus goes left
2.2.2 ok Tl’ you mean this way?
95 T, uhhm
1.1 96 Tl' for me it's right
97 T. but for the bus it's ledt
1.2 98 Tye ﬂhn[?ight eeee Okay
((1augh))
99 T. okay er::m and then me go into the

market round the back
2elal 100 T, this has to be left

101 T} hm okay?
1.3 102 T,. okay
103 Ts er :: that's the beach the beach side okay?
1.2 104, Tl' umm
105 T. right you have some time to do some
shopping
1.2 106 T, okay
107 T, and then we go back to the bus
1.2 108 Tl. %hhm
109 (( nods ))

109 T, and we go along Tewodrss Street +..
2.2.142 110 T, Tewodros Street ... uhhm
111 T. and the next place we are going to
visit is the Nations Museum ,. and you'll
have plenty of time for a good look
round there and I'll be doing a guided
walk for those people who want it ..
the Nations Museum
1.2 112 T,. a&alright ....
113 T. okay? ... and then the last stop on the
tour is the textile mill ..., the textile mill
and that's along Tewodros Street again

ooo/



142 114
115

2212 116
117

Te 118
119

2.1k 120
121

2.1.3 122
123

2.2.2 124

125

1.2 126
127

1.2 128
129

- 130
13

1.5 132
133

1.2 134
355

2.211 136
137

el 138
139

1.5 140
141

and turn right

turn right .. uhm

along Tewodros Street and turn right

OKaY esesscesses

where is the factory? ...

I have got two factories

ahah .. well the textile mill is the

factory at the bottom of yourmap ..

so we got out of the museum and then ...
whhyp

and then we turned left? right?

well you come out of the museum

hmm

er:m and then you go along Tewodros

Street

okay

alright .. and then you turm right ..

uhm

and that's that's the textile mill

end

yeah and we have about one hour's

tour at the mill

okay eee

er::m

mill ?

the textile mill is the factory

okay

okay? yeah?

and then

and then the bus brings us back to

the hotel so we go left into Wingate Road

.../



202.2

1.2

1.1

2.2.1

2.2.1

1.5

142

143
1h4

145
146
147

148
149

150
151
152
153

T,
Tl °
T,

T,
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left into .. er:: on the same .. taking
[(( point with finger))

the Tewodros Street

well you come out of the textile mill

okay

(( nods ))

and you go up

I go up

then er:: ... you go up to Wingate
Road and then

Wingate

and then you turn left into Wingate
Road ... 0k? and then you go round
the corner ..

round the corner

and go back to the hotel

and I get into the hotel

and then that's your tour complete

.0./
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TZ: TASK 1 - MAP TASK
sub No.
category turn Text
: T. right the tour starts off from the hotel
1.2 2 T ((moves head up and down - nods))
3 Te ... and we go up as far as Progress Street ..
We turn into Progress Street and then we
take the first left .., and that's the first
stop and that's called St Gabriel's Church csececsee
2.2.1 & T2. St Gabriel's Church?
T, yeah er .. let me tell you again we are
start off from the hotel
1.2 6 TZ' uha
7 T, and we go up as far as Progress Street
right?
1.2 8 T2. okay .
9 T. and then we turn right into Progress
Street ..
1.2 10 T2. ahl sesesescecessscsssecs alright
11 T, okay we turn right into Progress Street
then we take the first left
1.2 12 T2. OKaY ssee
Itz T. first left okay? and that's the first
stop that's St Gabriel's Church
1.2 14 TZ' aha ..
15 T, okay ? now we have about half an hour
or so at the church then we leave for
the palace .. that's down to Palace Road
oo down to Palace Road .. and then along
1.2 16 Té aha seseeses alright

17 T, okay? .. right so after that we
come out of the palace
1.2 18 T . B.ha scees Okay

.0./



2152

2.1'2

1.2

1.2

1

1.2

1.2

19

S

23
2k

25
26

29

31

Te

T,

T,
T
T,
Tye
T,
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we come out of the palace and we go
down the road we go to vigit the
National Moument ..

would you please repeat ?

yeah we go er we go down we go down
the road and we go to visit the
National monument ceecceccceccccsssces
right about 20 minutes there for
photographs and then the bus takes

us on down that road .. and first left
to the market ceceecssse and we go
into the market from round the back
that's the side nearest the beach
would you repeat it ?

okay let me go back a little bit right?
okay

so we come out of the palace

uhm

we come out of the palace right and we
go down the road and we go to visit
the National Monument .....

okay

alright?

okay

we have about 20 minutes there for
photographs and the bus takes us on
down that road .. and first left to
the market er we go into the market
from round the back .. and that's the
beach side

8ha seescescsse OKAY cee

ooo/
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TASK 1 - MAP TASK

tarR!

cagggory Text
1 right the tour starts off from the hotel ..
and we go up as far as Progress Street
and then we turn in to Progress
Street and .. then we take the first
left .. and that's the first stop .. it's
called St., Gabriel's Church ...
2.2.1 stope in St. Gabriel's ?
yeah St, Gab, it's St. Gabriel not
St. George's Church
2.2.1 b4 St. Gabriel ...
S the church
2.1.2 6 would you please repeat?
7 right the tour starts off from the
hotel
1.2 uhm
and then we turn right into Progress
Street
1.1 10 Ye go this way
((points with his finger))
11 yeah
1¢2 12 okay
13 and then we take the first left and
that's the first stop that's St. Gabriel's
Church okay?
1.2 14 umm
15 and then we're going to leave for
the palace ¢
2. 2.1 16 for the palace

oes/
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17 Te um=hmm

1.2 18 M1. uhm
19 T, so that's down to Palace Road .. and
then along
2.1.2 20 Ml' umm?

“(( leaning forward))

21 T. that's we come out of the church
1.2 22 Ml’ uhm
23 T, and then we go down to Palace
15 2k Hl. Road
25 T, Road .. and then along
2.2.1 26 Ml. along
27 T, uhhm .. we go along the road to the palace
1.2 28 Ml' uhm ceeecee
29 T, okay ..
1.2 30 . ((nods))
Zil T, now after that we come out of the Palace
we come out of the palace
2e2eL 32 H1. okay .. we go to the palace .... Okay
we go to the palace
33 T, uhhm

2.1.3/2.1.4 34 Ml' from where sorry once ... 1 mean would

you pleas repeat the second?

35 T, okay right right so out or St. Gabriel's
Church yeah
3P L 26 Ml' we we're leaving from the Church ok
from the church
37 T. right so er::m we have about half
or so half an hour at St, Gabriel's
Church
1.2 38 Ml. okay okay
39 Ts and then we leave for the palace

QOO/
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okay

that's down to Palace Road .. okay
okay

and and then along

okay

after that we we come out of the palace
Palace okay we come of out of the palace
right we come out of the palace and
then we go down the road to visit
the National Monument ...
National Monument?
uhhm ..... okay right that's the one
that's marked statue on your map
umm
alright okay er: about 20 minutes
there for photographs
uhm
and then the bus takes us on
down that road
uhm
okay? down that road and
okay

we go first left
first left?
umhmm
uhm okay

first left to the market and we
go into the market from round
the back by the beach

wait wait there 4,4 we (XX)

for twenty minutes

uhhm

ooo/



H .

TASK 1 - MAP TASK

5
sub=- No.of
categories turn Text
1 T, right the tour starts off from the
hotel
1.2 2 M2. okay
3 T. and we go up as far as Progress Street
1.2 L Mz. okay
5 T, and we turn into Progress Street
1.2 6 M,. uham
7 T, and then we take the first left
1.2 8 M,. okay
9 T. and that's the first stop .. it's
called St, Gabriel's Church
1.2 10 MZ' okay seee
1Y T. St. Gabriel's Church ececeses B0
problem?
1,2 12 M2. YeS eeecee
13 T, okay we have about half an hour a
at the church and then we leave for
the palace .. that's down to Palace
Road ..
1.2 14 MZ. okay
15 T, and then along ..... and after that
we come out of the palace
2.2:1 16 Ma. palace?
1 g T, uhhm
2,22 18 MZ' we left we leave out of the Palace i
Road first ...
19 T, do you want me to say it again?
1.2 20 M2. yes
21 T. so where do you want to start from?

ooo/



1.3

2.2.2

2eds1

2¢242

1.3

252l

2.2.2

2.2.2

25

2h4

25

26

28

¥ 3

33
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start from the hotel and then
up to the Progress Street and then
we take left of the Progress Street ...
er no we turn no we go up as far
as Progress Street alright and then
we turn into Progress Street
yes then to the left of St. George
Church
no not to St,George's Church we are
going to St.Gabriel's Church not
St. George's Church
gabriel's Church
uhhm ... no we're not going to St,.
George's Church
yes we stopped here

[((points with finger))
where?
here
[((points with finger))
no ... When we say we turn into
Progress Street it means we turn
right into Progress Street
into Progress
We turn right into Progress Street ...
this one?
L((points with pencil))
we turn right into Progress Street
okaYy ee.. alright and then we take
the first left .. okay and that's the
first stop that's St. Gabriel's Church
here?

L
(( points with pencil))

oee/
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TASK 1 - MAP TASK

sub=- No., of
categories turn Text
) T. right now the tour starts off from the
hotel ..
2¢1.2 2 Bl' sOrTy
3 T. ‘the tour starts off from the hotel
2.2:1 5 o from the hotel '
5 T, okay and we go up as far as Progrees
street,
221 6 B+ to the Progress Street
7 T, right
2.1.1 8 B« shall I make a mark?
9 T, right draw draw
2.2.1 10 Bl' to Progress Street?
11 e yeah actually draw a line if you go
okay?
1.2 12 Bl' okay
13 T, we turn into Progress Street ..
1.2 14 B,. okay
15 T, right? and then .. we take the first
left
2.2,1 16 B. the first left
17 T, yeah
2.1.4 18 o okay .. which which one
19 T, you turn into Progress Street
1.2 20 B, yesh
21 T, and then (XX) the Progress Street you
take the first left
2esl/212 22 31. first left .. I didn't understand

{
((moves head side ways))

ooo/
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alright

just on the way to Progress Street?

no no no no you have to turn into Progress
Street first

here is Progress Street

L
(( points with finger))

right

okay

yeah

here is the right hand side

[((points to the right hand side))

uhm okay

I think so

okay

this is the left hand side

right okay

shall I make a mark

no no you made the mark up there

yeah yeah

s0 now you want actually you have

to turn right into right along the

Progress Street

okay

now you take the first turning

the first?

on the left

on the left

and that's the first stop St.Gabriel's

Church

oh sorry I didn't understand here
L((moves head sideways))

uhhm

.00/



2.2.1

24143

2.2.1

1.5

2.242

202.1/20202

1.2

1.2

1.2

2.2.,1

24242

1e2

2.2.1

B8 & &

53

55

5?7

60

61
62
63
64
65

66
67
68
69
70

71

72

to the left
first turning on the left yeah?
then to may I come back to the ..
no no you're okay where you are
take your first
make a mark to the right hand side
right
and then
first turning on the left
the left is I think to (XX)
no no no
no? ., this is

[

(( points with finger))
yes right yeah yeah that's your left
okay
((moves head up and down))
that's your left
okay
and stop there
okay
and that's the first stop it's called
St. Gabriel's Church see St, Gabriel's
Church?
Gabriel's Church?
you're meant to be there already
is it a church?
yeah
oh here is a church ok
L((moves head up and down))

right that is you know the name of that
church? now .. Gabriel's Church
Gabriel's Church

vee/
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yeah
shall I make er write the name?
er write the name
okay Gabriel's Church
yeah good
okay
we have about half an hour or so at
the church
half an hour
so half an hour yeah yeah
okay half an hour
yeah half an hour look for

half an hour
thirty minutes
yeah
okay
and then we leave for the Palace
for the Palace
right
which way?
go we go that's down to Palace Road you
go down to Palace Road
like this?
[((points or indicates with pencil))
right can you find the Palace Road?
here is the Palace
right so go down

shall I make shall I make
the way right to the palace or::
the Palace Road (XX)
here is the Palace Road

good

00./



B2 :

- 158 -

TASK 1 - MAP TASK

sub-

No,of

categories turn

Text

2.241

12

Selve

26242

1.3

2¢242

o5

WM &£ W

[+

10

13

T,

T,

right the tour starts off from

the hotel okay? and we will go up as

as far as Progress Street .... okay? so
you are going to draw with your pencil ..
we go up as far as Progress Street and

we turn into Progress Street .. and we

take the first left and that's St, Gabriel's
church ...

St. George?

well we go up to Progress Street right?
okay

yeah and then we take we turn into
progress Street

how can (XX) it?

well you you're going to turn right ..

turn right into Progress Street ... okay?
turn right into Progress Street .. okay? is
that alright? is that alright? ...

[Fo this side?

(( points to the right))

uhhm ., is that right or left?

right ...

okay .. er:m and then we take the

first left .. we take the first left cesceee
and that's the first stop St. Gabriel's
church ,., St. Gabriel's Church eseee

where is St. Gabeiel's Church?

well we said you start from the hotel

ces/
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1.2 14 32. yes
15 t, okay? and you turn into Progress Street
1.2 16 BZ' okay
17 T, and then you take the first left
2.2.1 18 B, first left?
19 T, uhhm from Progress Street
1.2 20 B,» yeah okay
21 T, and that's the first stop St. Gebriel's
Church .... now when you go to Progress
Street when you go to Frogress Street
231.2 22 Bse E(( moves head sideways))
25 T, alright? you turn right into Progress
street aha okay right now you take the
1.2 2k B, [((nods))
25 Te first left and that's the church ...
2e2eR 26 32. [it is this one
((points with pencil))
27 T, and that's St. Gabriel's Church .. alright? so
1.2 8 B, L (Cuode))
29 T, we have about half an hour or so at
the church .. and then we leave for
the palace .. that's down to Palce Road
and then along ...
2152 20 Ba. would you repeat that?
3 & T, uhhm okay so we leave the church
1.2 32 BZ' yes

.0./



- 150 -

TASK 2 = PIE CHART TASK

TASK 2 - PIE CHART TASK

Sub- No.of
categories turn Text
1 Te right so task two diagram two diagram
two is about the number of cigarettes that
adults only men in Dire Dawa smoke
a day <. 80 what you should have to
start with is a circle with a line
across the middle ..
2.1.3 2 Ti. a circle with what?
3 T, a circle with a line across the middle
1.1 4 Ti. I make it complete
5 T, okay uhhm
2s2e1 6 Ti. a circle?
7 Ty uhhm
2142 8 Ti. would you mind repeating it?
*] Te a circle
1.2 10 Ti. okay
11 T. alright and when you finish the circle you'll
have a line across the middle
12 12 Tl' right sseeees alright
13 T, alright
1.2 14 Ti. okay
15 T, 80 the first thing you should do is to
draw a line from the centre of the
circle down to the bottom ... uhhm er::m
80 now you've got two quarters at the
bottom of the circle
1.2 16 Tl. right
17 T, and outside them you put 2% ...

.../
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outside them?
outside them se¢eese er:m then you go
up to the top half of circle and you've got
to draw a line from the centre ... at an
angle and the line should go er:m
the line should end up about a third
of the way up between the side of the
circle and the top of the circle ..
between the side which side

L

((frowns))
yeah
would you please speak slowly
okay let me say it again you go up to
the top half of the circle
okay
and you've got to draw a line from the
centre
okay
at an an angle and the line should
end up about a third of the way up «..
between the side of the circle and the
top of the circle <.

the side of the circle ... the side «ee

it's not clear for me

L
((moves head sideways))

okay so0 so s0 you've got to draw a line
fro@ the centre at an angle right? this
is on the right hand side

okay -

ooo/
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T_: TASK 2 - PIE CHART TASK

2
sub=- No.of
categories turn Text
1 Te diagram two .. is about the number of
cigarettes that adults only men in Dire
Dawa smoke per day .. so what you
should have to start with is a circle
with a line across the middlesessecee
2¢162 TZ' would you repeat?
T, yeah okay .. what you should have to
start with is a circle
1.2 4 Té. uhm
5 T, with a line across the middle ..
1.2 6 T2. uhm
7 T, ealright? ,. and the first thing you
should do is to draw a line from the
centre of the circle down to the bottom
1.2 8 TZ' okay
9 I, okay? so now you've got two quarters
at the bottom of the circle
2.2.1 10 Ta. Fwo
((frowns))
11 T, two quarters .. at the bottom of the
circle ... now you've got two
1.2 12 Ta. yeah
135 T, slices at the bottom of the circle ..
okay? and outside of them you put
2FH ceseee
2.2.1 14 Ta. two quarters ... two quarters?
IS T, yes the the you've now got two

quarters two two quarter circles

oee/
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1.2 16 Ta. ?hl
((nods))
17 T, at the bottom right
1.2 18 Ta. yes yes

19 T. 80 outside each gquarter circle you
write 2%

1.2/2.2,1 20 T, okay ees 25 %

21 I, uhm .... now then you go up to the top
half of the circle ... and you've got to
draw a line from the centre .. at an
angle and the line should end up
about a third of the way up .. between
the side of the circle and the top of the
circle ..

2.1,2 22 TZ' would you repeat please?

23 T, uhhm ... er::m you've got to ... you've
got to draw a line from the centre..
at an angle .. and the line should end
up about a third of the way up between
the side of the circle and the top of the
circle eesscsccee

2.1.2 24 TZ' would you pleese repeat it once?

25 T, okay .. then you go up to the top half of
the circle and you've got to draw a line
from the centre at an angle and the
line should end up about a third of
the way up .. between the side of the circle
and the top of the circle sececees

1.2 26 T,. okay

27 T, okay? right now the next thing is to draw
another line,. again from the centre and this
time you draw it at an angle to the other
side seeo about half way between the side
of the circle and the top csees

2.1s3 28 T.. half way between what?

ano/
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Ml ¢ TASK 2 - PIE CHART TASK

sub= No,of
categories turn Text

1 Te okay diagram two .. diagram two task
two is about the mumber of cigarettes
that adults only men in Dire Dawa
smoke in a day |

1.2 2 Hl [pkay
((moves head up and down=-nods))

3 T, okay? so what you should have to start
with is a circle with a line across
212 L M. E((leans forward))
5 T, the middle ... a circle
2s2.1 6 o with a line
7 T, with a line across the middle
221 8 o a line across the middleseseees
9 T, a circle .. and there should be a line
across the middle right?
12 10 Ml' uhm
11 I,  okay now next .. the first thing that
you should do is to draw a line from
the centre of the circle down to the
bottom
2e2e2 12 o this one
13 T, tuhhm er:m so now you've got two quarters
2.1.2 14 o ((leans forward))
15 T, at the bottom of the circle
2s2,1 16 « two gquarters
1?7 Ty, at the bottom of the circle two quarters ..

right? .. and then well ,.. the first

thing you're going to do is to draw a line

.0./
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from the centre of the circle down to
the bottom okay? so now you've got

two quarters at the bottom of the circle
okay and outside them you put 25%
outside this outside the two third?
outside the the two quarters e...

hmm?

okay so outside each of the quarter
circle

uhm

outside

uhm

alright you're going to write

25%

25% eeeee er:m right then you go

up to the top half of the circle

umm

and you've got to draw a line from
the centre

umm

at an angle and the line should end up
about a third of the way up .. between
the side of the circle and the top of
the circle ...

repeat it repeat it sorry

uhhm so the line you're going to draw
a line from the centre

uhm

ooo/
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M_ : TASK 2 - PIE CHART TASK

2 .
sub- No,of
categories turn Text

1 T, diagram two is about the number of
cigarettes that adults only men in
Dire Dawa smoke a day so what you
1.2 2 Moo “( (nods))
T, should have to start with is a circle
with a line across the middle ssecsccce
3ee L Ma. okay
T, okay? and the first thing that you
should do is to draw a line from the
centre of the circle down to the bottom
ess right now you've got two quarters
at the bottom of the circle and outside
of them you put 2% ...

2.2.2 6 HZ' 20%?
T, outside them you put 25? ....
A 8 HZ. quarter of the circle one sector of
the circle
9 T, yeah er:m you've drawn the line from

the centre of the circle down to the
bottom .. right? you've done that no
you've done it ..

1,2 10 M, uhm

1 ‘. okay you've drawn you've already

drawn a line from the centre of the
circle down to the bottom okay? so now
you've got two quarters at the bottom .. yes?

1.3/2.2.2 12 M. this one?

L((points with pencil))

12 T, uhhm you've got two eeee

ees/



- 157 -

Deeel 14 M_. half percent of semicircle .. or 25?
of whole circle
15 I, ahh 2% of the whole circle
2,242 16 M,. 80 it's this one
17 T, right so you've got okay that means
you've got two quarter circles at
the bottom right? .. yea? right so
outside each quarter circle outside
I want you to write 2% ...

24201 18 MZ. 2% ?
19 T, umhmm,,.
1.2 20 HZ. okay ..
21 T, and then you go to the top half of
the circle
1.2 22 M,e okay
23 T, and you've got to draw a line from

the centre

1.2 24 Ha o okay
25 T, at an angle..
2s221 26 HZ. angle?
27 T eh?
Zvee) 28 M. at an angle?
29 T, yes right er it's got to be at an

angle to the right

3 20 HZ. okay
Ll T, and the line should go the line should
end up about % of the way up..
between the side of the circle and the
top of the circle ce.e
2.242 3 Moo % «s of the upper semi circle?
33 T, yeah the line should end up about %
of the way up between the side of the
circle and the top of the circle sseecsseubhmees
1.2 3k M,e okay

.QO/
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B : TASK 2 - PIE CHART TASK

18
Sub= No,of
categories turn Text
1 Te right diagram two
1a2/1e5 2 Bl' okay hearer's version
5 T. that's your version right?
1.2 - Bl' okay
5 T diagram two is about the number of
cigarettes that adultsconly men in
1.2 6 Be ((nods))
T, Dire Dawa smoke per day
1.2 8 . okay
c “((nods))

9 T. so what you've got to start with is what
you should have is a circle with a line
across the middle

1.1 10 Bl' so I have to make the circle
11 T, right ..
1.2 12 « Okay and
13 T. the circle
1.1 14 Bl’ an: imaginary line which divides the
circle into two parts
15 T, right
24242 16 Bl' fhis way?
((points with pencil))
17 T. er:m no the line is already drawn for you
1,2 18 Bl. oh okay
19 T, oh what what erase that one the first
thing you should do
1.2 20 Bl' okay
21 T, 1is to draw you've got the circle
1.1 22 Bl. yes I have got the circle

((nods))

.00/
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23 T, the first thing you should do is to draw
a line from the centre of the circle
2.2.1 24 Bl' from the centre of the circle
« right down to the bottom
down to the bottom

Te s0 now you've got two quarters at the

2.2,1

3

bottom of the circle
2.242 28 B.. sorry?

! E((leans forward))
29 T, you have two quarters at the bottom of the circle
1.2 20 Bl' yes one two that
one I have got
) T, yes good er outside them you put 2%
2.4 32 Bi' from one of them
23 Ty outside of them outside of
them you put 2%
2+2.1 3k Bl' outside the circle?
35 Te yeah
2020 %% Bl. [here
((points with finger))
37 T, yeah that's right
2e2e1 38 Blo 2%
29 449 yeah
1.2 4o » okay
41 T, er:m now you go to the top half of the
circle
2e2:1 42 . the top ah the top half of the circle
L3 T, now you've got to draw a line from
the centre
1e2/2.2:1 - Bl’ okay from the centre
4s T, at an angle
2s2.1 L6 Bl. at an angle

-oo/
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and the line should go the line should
end up about a third of the way between
the side of the circle and the top of

the circle

sorry I didn't understand here

alright

may I make three lines from

no one line at the moment one line

one line

which is going to go

like the way I have did at the bottom?
right but (XX)

okay

should end up from the centre

from the centre to

to about %

aha % of the half circle

right one fourth

one third

one third let me read it again one third
of the way between the side of the circle
and the top of the circle so one third of the
way up

I haye to I have to make my own gstimation?
estimation a third of between there and there
that is it

okay good well done okay .. er:m right er
top of that right?

okay

next thing

next line?

next line

0../
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okay

you draw another line

okay

again from the centre

from the centre

right from the centre

okay

" ( (node))

and this time you draw it up at an
angle to the other side of the circle
other side of that half about half way
between the gide of the circle and the
top .. s0 this line goes at the top
this way

[((points with pencil))

yes that one

this direction
C((points with pencil))

yeah good

okay

er you draw that at an angle to the
other side about half way betwwen the
side of the circle

uhm

s0 now you've got the top half of the
circle divided into three slices

one two three yeah

correct good er:m and you've got a
big one

yeah

a medium one

a big one?

4
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and a small one

yeah two small one and one big one

“((nods))

right

okay

oh one is medium is small

which is which one

that's small isn't it?

yeah this is small and this is middle

right .. and outside those you put 8%

where shall I put here?

okay

eighteen or

eight eight

eight

eizht

eight

eight

okay

good 12%

12% here shall I put here?

alright

okay

and 30 %

30% somewhere here?
L((points with finger))

yeah

thirteen or thirty

thirty

three /ou/

three /ov/good

Okay ecee

ooo/
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right now inside the circle

inside the circle

that's inside the slices inside each slice

inside this one

you've now got to write what each

of them represents

oh I haven't got your idea

((moves head sideways))

write write

here here is thee

80 let's say inside two at the bottom
look at'm here

okay okay

inside the bottom

okay

in one of them you put less tham 10
per day put less than 10 per day

less than ten in one day okay

write the words less than ten per day
less than 10 per day okay

good .. in the other in one of them you've
put that one in the other

here?

%(points with finger))

umhm right

okay

put 10=15 per day

10-15 per a day

per day okay?

okay

then at the top

top okay

L((nods))

ooo/
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again in the 12¥ one
yeah okay
you put' have stopped smoking'
have stopped smoking .. from 12%
right
5%
no no just write 'have stopped smoking'
have stopped smoking
then at the bottom er:m and then in
the other two you put 'do not smoke'
in the other two okay do not smoke
right
do not smoke +e... and here also
ah ah and write

the other two you have
said me
and over 15 per day

here

L
((points with finger))

yes do not smoke and over 15 per day
over fifteen
over fifteen

per day per a day okay
and then you've finished

4
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B,: TASK 2 - PIE CHART TASK

2

sub=- No.of
categories turns

Text

1.2 2 B .

2.241 L BES

2.2'1 6 B L]

2.1.1 8 BZ'

okay diagram two ... diagram two is

about the number of cigarettes that adults
that's men only in Dire Dawa smoke

each day ... 80 what you should have to
start with is a circle .. with a line
across the middle secescsececes and the
first thing you should do is to draw a line
from the centre of the circle down to the
bottom .... okay? so now you've got two
quarters at the bottom of the circle .. right?
yeah

L(noas))

and outside them you put 2%

outside of them

outside of them that's right outside of
them you put 25% .. okay? it doesn't
matter which alright? outside of both of
them .. okay? er:m then you go up to the
top half of the circle ., and .. you've
got to draw a line from the centre at

an angle

at an angle so you've got to draw

at an angle so you've got to draw a

line .. er .. from the centre to the right
to the right .. at an angle and the line
should go the line should end up about
one third of the way up between the side
of the circle and the top of the circle ..

I am not clear

4
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9 I, you want me to say it again?
EJr 10 BZ' [okay
((nods))
11 T, 80 er:m .. you are looking at the top
half of the circle alright?
1.3 12 BZ' yeah
13 T. and you've got to draw a line from

the centre .. to the right to the right
at an angle okay? and the line should
end up about % of the way up .. the
side of the circle between the side of
the circle and top of the circle % of
the way up between the side of the circle
and the top of the circle .... do you
want more help ? ... okay?

2.1.2 14 B, (XX)

L((moves head sideways))

15 T, right so so you've drawn you've drawn

a line you've drawn a line to the right

1.2 16 B,. yeah
17 T, okay now the line is supposed to be about

a third of the way up between the side
of the circle and the top of the circle ..
sesescscsssse Okay er:: and then the
next thing to do is to draw another
line again from the centre and this time
you should draw it up at an angle to the
other side ., about half way between
the side of the circle and the tOp seeccccccces
0KkaY eeeee 50 now you should have the
top half of the circle divided into three
slices

1.2 18 Bje yeah ...

“((nods))

ooo/
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right? ..e..o 80 you've got a big one
a medium one and a small one?

they are not actually

uhhum ..., 80 .

can I rub it?

uhhm ¢oseceee

I feel this one is right

uhhm ,.. okay

can you (XX)?

you want me to read again?

((moves head up and down))

okay so the next one is you're going
to draw another line from the centre
okay? and this time you're going

to draw it up at an angle to the
left side to the left side okay?

to what proportion?

right er about half way between the
side of the circle and the top half of
the circle divided into three pieces
eee is that right?

no no it's not right .. into six
pieces ¢..+ Do into five

u hmm

into five

into five

yeah

okay it should be into three...

[it is into five

((frowns))

'.'/
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TASK 3 - DISCUSSION (ADVISING SESSION)
T, : TASK 3 - DISCUSSION
sub= No.of
categories terns Text
1 T, the question is whether they gain by
understanding because of their reading I
mean is it because of their teaching or
because they have used reading strategies?
or they have the ability to use certain
reading strategies? which will enable
them to compensate for the text?
1.3/3.1 2 Ti. well I can't definetely say this or that
but let me express my feeling
3 T, uhhm
4,1 4 Tye er: I think the students have their own
net work
5 o uhhm
4,1 6 T,» and just using that net work well they
may understand it
7 « uhhm
4,1 8 T,. but as far as er: the teaching of reading
is concerned
9 T. uhhm
L. 10 T, from my experience and from what er::
teachers do
11 « uhhm
4,1 12 Tl. I don't think it is entirely out of the
teacher's teaching but the students' net
work that is assisting them to comprehend
13 T, right
4,1 14 Tl. the material that they read
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uhhm

no focus with no focus was given and

it is (XX) no teaching given attention
(xx)

perhaps when when when you say (XX)

this is the students have to be able to
understand the materials they read and
surely the focus ought to should not be
on understanding specifically but not on
developing skills and strategies that can
be applied to other materials

uhm

[((nods))

okay? and part of the problem at the
moment is that reading is viewed as
extracting specific information from the
text instead of developing skills and
strategies for application to other texts
so that's one area that that

“((nods))
area that that
but er: I thought that this opens the way
meaning if they understand er:m then
read and understand texts that they have
uhhm
then when they are guided by their teacher
and by their net work
uhhm
and that will enable to develop their
reading strategies and it enables them to
understand whatever material they read..
other than the texts
uhhm

V4
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that they use in class

yeah I mean I'm not saying that

you've said though- what you put

here is er: inappropriate

((nods - moves head up and down))

what I'm saying is you know when

you if you are going to make a

statement at the beginning

uhm

L((moves head up and down))

you need to be very careful about what

you are going to argue I think really

you should be arguing perhaps for a

"((nods))

more process oriented approach to the

teaching of reading

okay

where you're focusing more on skills

and strategies and less on directly
“((nods))

instructing understanding or comprehension

((nods))

from a specific teaching material

approach and perhaps your your tendency

((nods))
to graduation next to be sort of (XX)
oh yeah
“((smile))
I mean which would you say would

be most valuable texts which are
authentic or texts which are within

the familiarity of their experience?

..0/
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what what

IX

what would be the key factors?

I:: will fecus or I focus on the
experience

uhhm

I mean that's that's the main factor
uhhm

as 3ong as the text the reading text is
within their experience

uhhm

although there could be some difficulties
uhhm

with in it the students understand it
uhhm uhm

and I give priority to that and next

to that authenticity so that's it

so something is is within their experience
is going to be more er::m more
interesting?

well perhaps interesting

uhm ,.. I mean the relationship between
interest and priority is quite intriguing

interest and (XX)

I mean er what what's what criteria
you use for selection of taxt .. you've
identified authenticity interest, readability

familiarity er:

((nods)) -
and the right level of difficulty
yeah
“((nods))

oee/
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‘1‘2: TASK 3 - DISCUSSION
sub=- No,of

categories turns Text

1 Te when you say it's not the custom
er:m what do you mean?

1.3 2 Té. students are not brought up that way
3 T. uhm

4,1 L Té. students always do private works ..

homeworks and classworks are
always private
5 Te uhhm

Lol 6 T2. no® if we try to show them I am sure
they will do it
7 T, right .. why has it been the tradition
why has it been like that you think?
4,1 8 Tye it's the methodology that our schools

have come up you see teachers are not
taught there is no teacher who knows about
group work the teacher doesn't know and

I propose personally that we should

have a kind of workshop and seminars so

that
9 To uhhm
b1 10 T.. we should introduce some methods to

our schools
g B i T  uhhm
4,1 12 T.. all teachers so that they will try
that if possible
13 To right is there a logical connection
between introducing the techniques and
trying them out or do you think that

if we introduce the techniques teachers

/2
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will use them?
I feel so
or do you think the teachers will say
this is very interesting but .. not really
for me? seese
I don't think it will be a problem
uhhm
introducing when we introduce
we will show them how to implement
ghy
and I don't I mygself will try it
out in class
uhhm
and I will show and I may write my
own observation
um
evaluation
um
and the thing that the teacher may
feel to be a problem would be dealt
by myself I I myself will teach in
the class and see
okay so you believe that the
teacher you as a good teacher
uhm
would be able to model certain
techniques which other teachers

L (nods))
would then employ
that's what I feel
right and your feeling is that

00./
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teachers would then go away and would
implement those techniques ..

((nods))

okay our students at university %05 and
306 have tried to introduce a few of the
techniques that we proposed on 305 and
306 right

uhm

a few many of the techniques we discussed
we didn't see in teaching practice at all
uhm

why did it happen so when they're
teaching in large classes the courses
are designed to help teachers teach in
large classes?

well ,.. may be the problem of mdst of
the students may be personel in the
first place they may not be .. they
themselves are the first time teacher
right

that might be problem and the other
thing they were not or we were not
willing to show what we have learnt

or there might be

yeah ., yeah okay I'm wondering how

we can best tackle the problem of
introducing change ... I'm not convinced
that the answer is modelling and then
saying to the teacher rather like

Jesus said go and do likewise you know
((nods))

er::m ,.. I wonder whether the most

ces/



Te2

1.2

1.2

1.3

132

1.2

k9

53

55

T .
2

- 176 =

important thing is to change teachers'

attituides .. to help them become more

aware of what language is and how language

learning takes place er::m ... there are
uhm

obviously certain beliefs certain attituides

certain values that teachers have ... you've

said for example certain things you didn't

learn in that way teachers are not

exposed in that way so some of these

characteristics are results of habits

and traditions

uhm

{ (noda))

others may be cultural there may be certain

cultural things there may be some cultural

aspects of learning ... for example you

mentioned earlier today that the right

thing within the culture for you to

do when I came into the room

uhm

((nods))

is to stand up and I'm supposed to

say what's it called?

for God's sake

for God's sake

uhhm

now that's something which you recognize

as being cultural okay? it's very

different for me

uhm

ooo/



Hl s

- 177 -

TASK 3 - DISCUSSION

sub= No,of
categories turns Text
1 T, the problem is a large number of the
reading passages in the text are not
necessarily suitable then you can go
on saying reading is rightly important
(XX) okay? but you must you must know
what the topic is from the first one
or two pages
1.2 2 o uhm
E “((nods))
3 T, otherwise I get bored okay?
1.2 4 R. ((smiles))
T, when I read this my feeling was that
I read this 100 times so get to the point
2.1.4 6 M. 50 do you advise me to change
that part?
7 T, yes change some part of it
12 8 M. uhum
T. start off particularly 1l-1 okay
1-2 ,+ 1-1 rather than the role of
English say er::m reading passages
as you said I intend to look at
problem of the reading passages used
in our textbooks and find out to what
extent these are useful
Tz 10 Ml. [uhn
((nods))
11 T, or not okay
P 12 Hl’ yeah

.0'/
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13 T, clear er::m right .. so that's a
matter of giving purpose right chapter
122 14 !1. iokay
((nods))
15 I, three .. there is more wrong with it
why did you selest only five passages?

1.3 16 Ml. when you see the textbook er::: you
will see some sort of similarities between
the passages
i7 T. umhum
4,1 18 M)o even in content
39 T, alright
4,1 20 Hl' and most of them are inclined to

propagate themselves in this seee

21 T, propaganda

4,1 22 Hl. propaganda most of them are not as such

that interesting

23 T, but that's that's one of the things you're
gonna your conclusion
are going to come out of them .. that
they are not interesting or whether they
are not interesting or whether they

are interesting or not

4,1 L . well the main factor is that they are
25 ', ubm uhm
b, 26 Hl. similar in content especially
27 Ty uhm
L, 28 M. o0 and I thought that
29 T, I think need to at least specify so many
1o 0 Ml' Luhn
[((noas))

A T, analysed passage titles so many are
concerned with political topics so0 many
{
Il 32 M, ((nOdS))

'-»a\;/:
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so many are concerned with environmental

so many are fiction stories and you're
((nods))

got (XX) in love story I mean you take

them far which is okay l=-2-3=4=5 those

might be the ones you call interesting

alright

uhm

so if all the rest of political

uhm

you could say political purpose (XX)

interesting

uhm

or

well this is actually this is the way you

have told me to do

uhhm

you have told me that even I was planning

to take at least ten passages

aha

but you told me that take five

uhhm

and you have asked me that (XX)

that could be misunderstanding

uhm

I said take five when you are analysing

on readability ... on the language use

right? not just the topic right?

I mean that is another point I will

come to er:m I think you need to say

how many passages if you do only titles

you need to say the range of titles okay?

cco/
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there are some passages which schools

are advised not to teach

1.2 .
52 Ml [sure
((nods))
53 T, right obviously you can leave that out
1.2 « uhm
M :
((nods))

55 T I think you can comment on the fact
that 1-5-10-12

1.2 56 Hl. uhm

5?7 T, are schools are told not to teach the
passages and I think you were told that
two three years ago so that (XX) for
some time

Bl 3 M. but you see I want I have planned to
see at the back in the appendix

) T, alright

4,1 60 M. specially by making some sort of
arrangement er::

61 T, yeah but from the actual questionnaire
of of which passage do you find difficult
and which useful for that one I think
you need a wider ranger of passages okey?

1.2 62 o uhm
63 T, umm
2.1.4 6k ¥ . do you think that the reading (£X) are
useful?

65 T, yeah yeah

Lelal 66 Ml. which do you mean? the first one?

67 T, yes both both of these

1.2 68 S, uhm
‘((n0ds))

ooo/
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are useful

umm

oh no no that side not to the teacher
to students

uhm uhm

that could be to the teacher as well
uhm

I think you should allow the (XX)

I mean what how can do you think

the reading passages are useful

yes

there must be about four reading passages
alright?

yeah yeah

'((nods))

(XX) in understanding the reading
passages they are asking about all the
the passages

sure

'((nods))

but then when you come to this question
er:m ranking in order of difficulty

and in interest you've only got two items
uhm

so the contradiction in the items teachers
are given

well well I can make myself some

change

yeah

but I did

umm

the way you told me to do

ees/
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ah ah:: I'll come to that in a
minute that's the misunderstanding
er::m ... small point when you come
to teachers you say eee 60% oo 20% ceeee
why?
because when there are only five teachers
you just say one teacher 3 out of 5
(XX) it's alright with your students
because you've got a large number

((nods - moves head up and down))
but when you are taking only three
L4-5-6 people turning them into
umhum
percentage
I should select (XX) value
yeah yeah otherwise you're pretending
to have scientific evidence

((smiles))
60% of teachers sounds as if you'pe
claiming 50% of teachers in the
country think that (XX) okay?

fokay
((nods))

okay so you take that (XX) of teachers
alright
bigger point ..

((leans forward and nods))
in your first chapter you said you're
looking at the reading passages from
the point of view the interest yeah?
sure

suitability

oes/
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yeah

readability

gight

((nods))

appropriacy

yeah

“((nods))

but when it comes to the actual
questionnaire you don't touch on readability
at all or en appropriacy so what you've
done is narrow yourself just to asking
people whether they find these five
passages interesting and useful now you
can narrow it down a lot more than

what we when I see the statistics of the
five passages I thought you're going to
look at it from that point of view yes
(XX) what passages they find interesting
what is the language level in these passages
hum

what is the role of readability

alright

L((writes a note))

what sort of cultural appropriacy so if
you're doing that then you're going to be
analysing the passage and then of course
you've got (XX)

uhmm

and that is why we are talking about

5 or 6 not looking at the momment because
you can't analyse all of them

uhmm
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from that point of view okay?
uhm uhm
so I think

so I have to see the passages from
the point of view readability
what you got here
uhm
but also from the point of view of
readability from the point of view of
your own judgement of their cultural
appropriacy
uhm
((nods))
okay? love story could be an example
is that culturally appropriate? is it
related to students'knowledge or not?

no no not

is it defensive to muslims?

yes

"((smile))

right that is one of the issues you should

be looking at okay?

uhm

I don't know .. that is what you are
searching alright? er:m and that you
have to .. talk to somebody like Abdu
Abdu?

¥yeah

MA?

yeah MA student he is also a muslim
he is very aware are you a muslim?
no Christian .. Orthodox Christian

L((moves head sideways))
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no right okay right he is much more
aware of the culture from Islamic
view point

so shall I look this readability in
in your chapter on methodology yes
because this is the chapter when

you tell me what you are going to do

jSure
((nods))

so you must tell me that you're going

to do it and how you're going to do it ..

do you mean the first chapter to be
included or::

the first chapter is okay

uhm

when you come to chapter three

uhm

you need to discuss er:: what how you're

going to judge you just (XX) how are
you going to judge whetehr it is

appropriate culturally and whether it is

the right level linguistically

uhm

somewhere you said it is difficult
uhm

((writes note))

but you need to have some judgement
uhm

some way of judging what you expect to
be a level of difficulty

whm
and I think a little bit of readability
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testing would be nice (XX)
1.2/2.1.4 160 Ml' uhm ., so how how can how how
T,

161 er:: m have you read er: Nuttal
2.2.2 162 Ml. Christine Nuttal
163 T, yeah
1.2 164 .« Yes
L((nods))
165 T. okay on a chapter on reader and level

she talks about readability and how

to judge and how to measure it

1.2 166 Hl. yes
167 T, she gave a couple of formula that you
can use
g2 168 Mlo ?ure
((nods))
169 T, then the adv ntage of the formula
1 1.2 170 Hl. ((nods))
171 Ts 80 you'¥e not given the whole answer

of it you'rs at least giv.n it as a guide
to decide the advantages how difficult
or easy the passages are

%2 172 uhm

173 T, and you could compare them with er:

ordinary novels or newspaper or with
texts they have to read for their subjects

3.1 174 Ml' well I will I haven't planned to deal

with this principles in chapter two

175 T,  in chapter two you don't
3.2 176 Hl' yeah yeah
177 T, no point in writing that in chapter two

unless you are actually looking at
attitiudes in your methodology in the third
that's when it's going to come back
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therefore to deal with readability where
you come to chapter two it means

chapter to your background to literature

1.2 178 o uhm yeah
R
((nods))
179 T, then you've got to your discussion

you don't do any text readability in
chapter three and four then there

is no reason in writing in chapter two

e 180 M. Emm
((nods))
181 Ts the only one to chapter two what you're
going to do in your research okay
S 182 Hl' yeah er::
2.2.2 183 T, and in (XX)
2e2,2 184 o do you mean I need to work on the
questionnaire again?
185 T, no no no that's not the question
2.1k 186 ¥y how can I encompass in this chapter?
187 Te in this chapter what you've got so far
the findings in the research okay designing
procedures analysis of students'
responses you don't you've actually
given me your result again
e 188 Ml. uhm
189 T, okay
e 190 e Yyeah
191 T, but that's alright okay? somewhere you :
heed to tell me how you set the
questionnaire before you give the result
12 192 Nl. uhm
193 T. design of the research procedure here

'00/
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oh yes you've done it here

umm

that needs to be expanded rationale

for the questions okay and you need

in here er:m you wbuld say you then
selected certain techniques and
measured the levels of difficulty eceeee
by using ee.e

code index

or one of the formulas in in

Nuttal

Nuttal okay you decide which formula
you would like it's wto you okay and
then apply it to a couple of the text
and then you come up with some conclusion
about the level of difficulty alright
is that the conclusion part?

well I mean your findings will be

level of difficulty

uhm

your conclusion will be this is quite a
high level of reading difficulty
((nods))

much higher than er:(XX) right?

okay

er:m what you've got here but basigally
you've made it so simple you've reduced
what you want (XX) orignially you said
you're looking at the text from the point
of view of suitability readability and
approapriacy

((nods))

@ e wi‘
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now all you've done is look at five
texts from the point of view of
appropriacy in the sense that appropriacy
from the point of view of interest

right interest is one aspect I agree

yes

((nods))

uhm

80 8O

[

readability is another

yes

“U(noas))

cultural appropriacy is another okay
another

but you've cut out everything except

interest

so what I mean is shall I differentiate

appropriacy from what ...e

from what you've got so far

uhm

&(nods))

yes 1'w saying it's much wider from

what you've got what you've got is

only one aspect .. whether they find it

interesting okay? useful to get (XX)

uhm

I'm not quite sure what they (XX) er:m

so that's that's the big thing you've got

to widen widen what you do in the

text you don't need any more

questionnaire

o-o/
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uhm

%(nods))

if you're looking at the text and
then commenting on the text readability
use Nuttal ..

Christine Nuttal

Christine Nuttal chapters on text
selection

well well I have searched and have
some copy of it

umm?

I have

youlve got okay she's got all the
answer she's the (XX)

yeah

“((smile))

particularly on research text selection
she's got a very good chapter on that
okay? then that's one point .., so what
you've got here is okay plus add that
okay

uhm

"((nods))

which is going to make double the (XX)
of the chapter

okay

((nods))

eoo/
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TASK 3 - DISCUSSION

sub- No,of
categories turn Text
1l Toe okay may be it'd be useful to ..
describe in your introduction er:m
what you mean by contextualizing and
to what extent or why contextualizing is
important
3.1 2 MZ' I intended to include it in the review
second unit
3 T, aha okay alright er:m what would you
say would be the main reason for
need for contextualizing what reason
could you give?
1.3 b MZ' of course as we know even ourselves
are very poor in the language we are not
taught so as to produce or to use the language
5 Te uhm
4,1 6 Ha. simpley to memorize what we learned and
in order to develop production
7 T, uhhm
4,1 8 M, communication proficiency
2 T, yeah
4ol 10 M,e we have to try by ourselves
11 T¢ uhhm
1 12 MZ. or students should try or use the
language by themselves by using the
different contexts
13 Ty you had mentioned two or three times

to me past year and half exactly

what you've said just now that we

@
~
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ourselves are very poor in using the

language
1.2 1"“ uhm
e )
((nods))
35 T, alright ? er:m .. I don't find that

you are poor either in using the language
in terms of communicating orally or in
terms of using the language to

communicate in writing

1.1 16 HZ' of course it is not as we are expected
17 T, well I mean it's good to strive for high
standards
1.2 18 MZ' ((nods))
19 T, but it's also good you should have more

er:m confidence in your own performance

in your own ability

1.2 20 Hz. fkay
((nods))
21 Toe I mean don't you're judging yourself

against a native speaker proficiency which
you don't need to do do you?
1.3 22 M,, no but I am judging my self on my level
23 T, &0 you're not judging yourseIf against
other people your judgements are against
what you would like to be

o2 2k MZO yes
L
((nods))
25 T. okay well I mean that's that's quite

reasonable but my impression is that you
actually .. have have used a good number
of you know what one might call learning

styles or learning strategies of your own

3 t-(c/
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in order to learn
1.2 26 M,e  ((nods))
27 T, right and er:: you should not
necessarily feel that you are er::m that

you have failed in any way right?

e 2 28 Hao okay
29 T, er::m I mean I remember having

conversation with you before you (XX) as
I gaid to you before you need to flatter
your stremggth and try to develop from
where you are alright?

2.1.2 30 Mzo mm?
21 T any way that's that's outside the subject

er:m okay so you're going to in your
review of the literature you're going to

talk about the importance of

1.5 22 Ma. context
33 T, contextualizing in general
1.2 2k MZ. yes yes
35 T, right
210k %6 32. why it (XX) the language through context?
54 T, right okay .. er:m can you think about
I mean I've written down a number of
ideas here but I would expect to see ..
you know justifications for contextualizing
1.2 38 Ha. ?kay
({nods))
29 I, cen you think of any of them
off hand?
1.3 4o Ha. for example students can easily

understand what &hey are learned
41 T,  uhhm

/
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what what the teacher is teaching them
uhhm

because unless for example if a teacher
teach them a simple vocabulary they
simply repeat the worlt (XX) but in
order to understand the meaning
more simply deeply

uhhm

to know the difference and similarity
between words they have to know in
which context the words are used e

so contextualization is necessary

so that you make the meaning clear?
[yes

((nods))

right okay so you need to choose an
appropriate situation in which the
meanings and the items used

yes

fine okay what's it in the context that
makes the meaning clear? ,.,., in what
way is for example if I were going to
teach a language item to you say a
vaocabulary item or a number of vocabulary
items in context

((nods))

why does the context contribute (XX)

in helping you to learn the words?
because students know what they
experienced

have already experienced

yes that's presented through the context

cos/
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TASK 3 = DISCUSSION

sub=- No.,of
categories turn Text

3 Ts okay now I'm sure he will be able
to work through the overall sort of
approach

1.2 2 Bl' ?hm
((nods))

5 T,  but obviously one of the thihgs you're going
going to have to do is the review of
background to literature

1.2 4 e« Yyeah
E "((nods))

5 T, okay? er:m ... er in your background
to literature you probably want to look
at approaches to teaching and learning
grammar

3L 6 e« Yyes
E (nods))

7 T, okay? so for example you could look
at er: teaching and learning grammar
by Jermy Harmer

1.2 8 B . lyhm
((nods))

9 T, Dbecause you should be looking at can
you rembmer from %05 and 306 that
¥e talked about the er: the covert
and the overt approaches

1.2 10 Bl' %éah yeah
((nods))

11 T, to teaching grammar?
1.3 12 B.. ((nods))
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yeah? and we talked about deductive
and inductive ways of learning
yes
((nods))
okay? now that is dealt with in Jermy
Harmer's er:
book
book okay? it might also be worth having
a look back at an introduction to English
language teaching 'practice of English
Language Teaching' by Harmer
uhm
((nods))
alright er::m ., and probably you would
also need to look at a few guides which
actually illustrate

((nods))
those approaches to the teachirg of the
courses okay? have you actually had
a loock in the British Council for the
kinds of er: course books that are
available did you have a look?
I was just glancing over the parts of
grammar which said if clause
uhhm okay
I just pick one of the books and I
glance over to see where the if clause
is found
uhhm uhm okay er:m well some of the
books that you could be looking at would
be 'Project English'
okay
L((nods))
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by Tom Hutchinson ... a cover under

which which which er: (XX) number

one or number two I don't think it's

number three put number one or number

two

in which book?

well you have just (XX) ENE Grade 1
%he book may

to 3 to Grade 12 Project English is

divided into different books

I see

L
((nods))

okay ? I think it is one or three

okay

another one you could look at is er:m

a book by Woods and Nicky Mclaud and

it's called ose.s

have you recommend that this book before?

yes

when we added course with you?

yes yes .. er:m ... it's not actually a

book for elementary learners but there

((nods))

are very interesting approaches to the

teaching of grammar okay? basically it is

basically it is useful for the teacher

yes and it's also particularly useful
((nods))

because it shows grammar for communication
((nods))

rather than formal grammar okay?

ooo/



2626l 48 B,. it shows that the way how we teachers
are communicating with students or
the way students can communicate
with themselves?
L9 T. it's not so much that it's really looking
at eri:m the way that grammar is
is used in written English mainly in

1.2 % Bl ((nods))
a1 T, written English so the kinds of
activities we have here for example
er:m a passage taken from a
1.5 52 Bl‘ a magazine?
53 T,

a magazine rightLand in the passage
1.2 54 . ((nods))
55 Te may be there are a number of novel
words (XX) able to (XX) these are
1.2 56 . ((nods))
57 T, taken from the texts students job is
then to read through and in discussion
1.2 53 Be 1} see
({nods))
59 T, with their partners work out the most

appropriate choice right?

1.2 60 Bl‘ okay
61 T, er:m and in some cases you could

have (XX) so you're going to decide
1.2 62 B, ((nods))
63 T. what different meanings are implied
by different choices okay?
1.2 6+ B, "((nods))

ooo/
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TASK 3 - DISCUSSION

sub=- No,of
categories turns Text

1 T so0 you have a contrast between er:

isolated presentation of formal items
§ 2 BZ' gight
((nods))

3 T, against may be an improved version
which would include contextualized
and meaningful demonstrations of how

1.2 Be "((nods))

T, structures are used right okay er::m
any other point you would make about
the present ENE approach to teaching
items?

a3 6 BZ. the passages some of them are very
difficult to demonstrate

7 T, okay does that have an effect on the
teaching of the grammar items? ...

L¢3 8 Boe 1o .e4 it has
9 T, umm
5.1 10 B,e it has .. most of the words are very
difficult to understand er:m as
result er::
11 T so if the passages were simpler they
would be more comprehensible
1.2 12 BZ' yeah
13 T, and that might help it would be an
important factor in helping learners
to improve their language
1.2 14 BZ' yes

E((nods))

s &/
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right okay er: one of the thihgs you
could be looking at is er: different
ways of er: approaching the presentation
of new grammar items right? er:m
((nods))
context is obviously very important

umm

“(lnods))

right? but how are you going to
contextualize ? okay for example you
could contextualize in a dialogue in
a bBoory in situations in classroom
situation in a chart or a table all of
these are ways we looked at right?
er::m another way would be by instead
of presenting the items directly .. you
((nods))

could present them indirectly .. are
you with me?
yeah
right if you are going to present a new
language item directly you ﬁguld you
would may be present it in/ short
story or in some kind of inventive
situation yeah ?
okay
and you would focus immediately on
the language item

((nods)) B
alright ?
yesh

another way of daing it would be er:m

oo./
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to present a text in for example unit
one which includes a number of the
structures that are going to be taught
in unit 2 = 3 = 4 = 5 right? now what's
the point you've malle about the present
or the present text ? present ENE
reading passages? ....

umm?

what was the point you've made just
new about the present ENE passages?
that they are «..

they are difficult

right .. because ?

+«ees the léng and the words in the
passage are very very difficult to
understand

the word you mean vocabulary?

yeah

okay anything else ? is it just the
vocabulary?

the title the tille

the topics themselves?

yeah they are not ..

they're not not what?

most of them are political

uhhm

and some of them are you know

some are political

yes 7

uhhm

political

yes and so 7
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