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ABSTRACT

The present study was primarily undertaken to investigate
the feedback behaviour of Grade Bleven English teachers.
I£ was specifically mede to find out how much of the class-
time is spent on the provision of feedback, what types of
feedback Grade Eleven English teachers use and to see if
there exists a regular pattern in the reactions of teachers.
Eight experienced English teachers were selected from the
twenty-four government highschools in Addis Ababa. A system
of analysis which identifies forty-three elements of Positive,
Negative and Miscellaneous Feedback was developed,

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

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

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



CHAPTER ONE

THE PROBLEM, PURPOSE, SIGNIFICANCE AND ORGANIZATION
~ op THE STODY

1.1e Statement of the Problem

The provision of feedback is one among the different
kinds of verbal or non-verbal behaviours that teschers
display in classrooms., This behaviour is considered as
one of the means through ghich a student can acquire
information concerning the effectiveness of his behaviour
and gain some messure of control over his behaviour (Zahorik,

1970a:410).,

As hes been found out by researchers, a significent
amount of the cless-~time is taken up by evaluating students'
utterances., Flanders (1970:102) reports that on average _
dn Americen teacher spends 42% of his talk by reacting to
the idea and feelings of atudéntsonellack (1966) also asserts
that the reacting move constitutes 30% of the moves taken

by teachers,

Apart from these findings various pieces of research
have been carried out to investigate some sspects of the
nature of teacher feedback and its value (Zehorik 1970a,
1970b3; leley and King 1971; Fanselow 1977; Cohen 1975;
Allwright 1975 as cited in Allwright 1988; Cheudron 1979;
Fanselow 1990).



Studies done in Ethiopia, albeit limited, at different
levels also show thet a substantial proportion of the class-
time is spent on providing feedback. Abdulkadir Ali
(1983:44) has found out that teechers in Grede 9 in
Government Highschools of Addis Ababa devote 53.75% of
their talk for the provision of feedback. Yoseph'é (1990)
finding indicetes that 54.8% of the tescher talk (which
constitutes 71.8% of the cléssroom langusge of the teacher)
in Junior Highscﬁools of Arsi is spent on providing feedback
in the form of re-eliciting questions which students are
not eble to snswer. In Tewolde's (1988) study it is again
shown that a subetantialhpart oé the class-time is alloted
for the provision of feedback.

Although, as has already been noted, the provision of
feedback takes a sizesble proportion of the class-time, |
locally no research is done with the intention of bringing
to light the various facets of it and their pedsgogical
implications (if any). Besides, the unavailsbility of
systematic investigationé into this behaviour notwithstanding,
none of the studies conducted abroad has been replicated
in our setting snd es a ;esult it is not known what type
of feedback behaviour Ethiopian teachers exhibit in cless
end what implications the particulaer behaviours therein
might have. This research is sn attempt along this line
which endeavours to find out how feedback is masnipulated
in governnent‘highschools of Addis Ababa.
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1626 'Purpose of the Study

The purpose of the present investigation is:

() To find out how much of the class-time is spent
~ on the provision of feedback (verbal and non-
verbal alike);

(b) To find out what types of feedback highschool
English teachers (specificelly Grade 11 English

teachers) use;

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

reactions of these teachers; and

(d) To see if some speculetive suggestions could be
generated which may help us modify current
practices in teaching, learning and teacher
training.

The procedures and rationale for this investigation

were basically derived from:

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

2. The body of research accumulated in the field of
educational psychology which indicetes that the provision
of feedback has a bearing on the learning that occurs in
the classroom setting (Rosenfeld 1972; Raffini and Rosemier

1972; Davison 1972; Hammer 1972) and that it is a worthwhile



instructional practice (Pickup and Anthony 1968 as cited
by Hammer 1972; Schunk 1982, 1983; Elawar and Corno 1985).

3. Suggestions made by scholars based on studies
made and long years of experience in the educational arena
(Corder 1973 es cited by Chaudron 1977; Hendrickson 1978;
Norrish 1983; Dermot 1984; Birdsong and Kassen 1988;
Klaessen 1991, etc.)

1.3. Importance of the Study

It has been end is still the contention of researchers
engagéd.in the area of clessroom observation that a study
of teacher talk (which this study is part of will ensble
teachers to "undérstand, control and change what they do".
As has been noted by Fenselow (1987:49) to prescribe chaﬁge
without a clear idea of what we are doing and without
substituting an alternative that fills the function that the
normal rule does is, in any experience, a limited strategy.
The importance of such a study is not limited to the feacher

as is discussed by Lier succinctly.

It must be of interest to all people
involved in education in anyway (whether
a8 parents, learners, poligy makers or
reseaxrchers) to know more about what
goes in classrooms,_not in order to
eavesdrop, check or compare, but in
order to understand and perhaps to
promote improvement if improvement is
desirable. (1984:11)



In eddition, it is the belief of the researcher that
if the aim of the current study is achieved, it may mean
that a new dimension to what we @lready know about our
English clesses (a8 found out by Abdulkadir Ali 1983;
Tafesse Geleta 1988; Tewolde G/Yohannes 1988; Yoseph
Mekonnen 1990) will be added, which should make our theories
in this area less speculative.

1.4, Definition of Feedback

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

subject-matter.

1.5, TIranscription Symbols Used

The following transcription symbols as used by Gaskill
(1980), Schwartz (1980) and Sabrina Peck (1980) were adapted
for the current studye. |

xx - unintelligible/indistinguishable utterance

(X2) - Indicates that preceding utterance was repeated

twice.

[ _J - Overlap i.e., two speakers or more speaking
simultaneously. The second bracket shows where

the overlapped speecch eads,



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

Elongated sound

1.6. Organization of the Thesis

The current research is designed slong the line of
investigating the nature of feedback provision in the
government highschools of Addis Ababa, A review of the
availeble literature on feedback is offered in Chapter Two.
To accomplish the aims already set, the research procedﬁre

outlined in the third and fourth chapter includes:

(a) Collection of date based on recordings and

transcriptions of classroom discourse;

(b) Development of a system of analysis dealing with

the verious kinds of feedback conveyed by teachers; and

(c) Statistical analysis and discussion of the results.
The conclusions arrived at and the recommendations forwarded

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



CHAPTER TWO
REVIEW OF RELATED LITERATURE

The issue of feedback provision has largely been
discussed by researchers in the field of Educational
Psychology, by conversational analysts and by those interested
in the classroom talk of teachers, Feedback provision could
well be thought of interms ef two broad categories which
ere dubbed by many as Positive feedback (kinds of feedback
that confirm the sccuracy of previous cohmqnication) and
negative feedback (kinds of feedback which show rejéetion
or which demand readjustment of previous communication),
Although there is a growing body of literature on the subjeet,
negative féedback has received the most research attention.
This is reflected in this chapter by the correspondingly
large number of pages allotted for discussing this kind of
Peedback,

2.1. The 'Why' of Feedback Provision

In natural conversational settings people are most often
concerned with getting their message across, The essential
part of this process includes the provision of feedback
which plays en important role in maintaining the conversation.
This is indicated by the following simple figure. (Dermot
1984:147) ‘



Spesaker Hearer

x\\\\\\\\\Feedbaek‘/////////)

Figure 1,

Similar, though not identical, needs and procedures
reside in the classroom. Feedback provision in the classroom
has gargely been attached to the provision of information as
to whether students are 'right*' or ‘wrong' - "a general
term used to describe informative cheracter of the consequences

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

Many educators and researchers believe. that the ways
in which the utterances of students are accepted, reformulated

or rejected have a bearing on learning.

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

and gain some measure of control over his behavior (Loc.Cit.)
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Vigil and 0Oller (1976) and Selinker and Lameﬁdella
(1979), upholding the notion that feedback is "the primery
factor controlling the development of learner éranmar (or
interlanguage), 'assert that it could be predicted that
learner's grammafical system will continue to develop as
long as corrective feedback (which is not excessive) is
there to encourage the learner to go on modifying attempts
to express himself in the terget language. Conversely, if
the corrective feedback plummets below some minimal level
or disappesrs altogether, the grammar or the rules no longer

attended, will tend to fossilize,

Cepitalizing on the functions of feedback Blair et al
(1968:182) assert . that, |

Feedback has the dual function of providing
motivation and a chance for reinforcement

to work, and of giving information thet will
correct error, Every reaction of a teacher
in response to a student's activdty is a kind
of feedback that has potential for both these
funetions,

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

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

2. Feedback usually improves subsequent performance,

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

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

4, TFeedback given punctually is usually more effective
then that given long after the tesk hss been

completed.

5. Noticeable decreases in feedback often result in

a marked decline in performancee.

6. When knowledge or results are not provided,
individuals tend to develop substitutes, For
example, they may watch peers and decide whether

their performance is better or worse.

Although many accept the need for the provision of
feedback there are some who argue against the practice-
specially against the practice of providing negative feed-

back to learners,

Dulay, Burt and Krashen (1982:34) claim that correction
is not a very reliable tool in helping students overconme
errors for it could be 'immensely fruatrating'. Krashen and
Terrell (1983:177) and irashen (1982:74) also assert that
error correction (i.e. correction of form as against content)
hes the immediate effect of putting the student on the
defensive., It is thought to encourage a strategy in which
the student will try to avoid mistakes, avoid constructiéns,
focus less on meaning and more on form. The claim of these

scholars is firmly based on the belief that while acquisition



of language is & sub-conscious process, error gorrection and
grammatical explanations sre not.Gorbet (1974) as cited
by Cohen (1975:418) shares a similar views '

It is not uncommon for students to adjust

or even to shandon what they want to say

in an effort to say it correctly, or to the
teacher's smatisfaction. The en& product
may be correct in the gremmatical sense, but
it is inadequate from the view point of
communication,

Krashen (1982) even demands that error correction be

eliminated entirely in communicative-type activities,

True, one could naturally have the aforementioned
anxieties., However, it could convincingly be argued that
it is not on the nature of correction itself (or in what the
teacher does) but usually in the ways in which he corrects
(or in how he provides feedback) that the blame .
largely rest. This claim could be justified by workse related
with the provision of positive & negative feedback end
studies made to investigate if students prefered feedback
than no feedbavk at all.

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

like ™reconstruction®™ of d;viation."

-~

As again argued by Rod Ellis (1984), Dermot (1984) and
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Theo Van Els et al (1984), it is impossible to avoid
correction altogethér even during commgnicative activities,
As well put by Dermot (Op.Cit) there are times when learners
make an error of fluency- When they are not handling turn—
teking approprietely, when they are not giving the speaker
feedback which is evident if learners in a group do not
understand the speaker, and fail to say so. It becomes
essential then that the teacher might provide'feedback to
errors of this kind.

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

I£ has also been found out that from the learner's
perspective the provision of feedback is expected. Aé cited
by Hendrickson (1978) and Nunan (1989) the investigation
of Catchart and Olsen (1976) which surveyed 149 learnerm
of English indicated a strong preference for error correction.
As reported by Numan,Willing's~Study (1988) of learning preferences
also sh&wed that error correction is the second most highly
regarded classroom activity after practicing the sounds and

pronunciation of English, Besides, Allan (1991:61) repoxrts
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that "many adult students feel that the teacher is not
doing-his or her job properly if correction is not provided".

Although students' expectations in themselves are not

evidence of feedback béing 'necessary' they indicate that
the practice is highly demaﬁded by stﬁdents and without
it students feel that it would be difficult to proceed on
what they learn., Sinclakr and Coulthard also note this
point:

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

does know the answer and children can get
quite annoyed if he doesn't - after all that's
his job, This fact enables us to explain why
feedback is an essential element in an exchinge
inside the elassroom. Having given their reply
children wint to know whether it was the right
one. So important is feedback that if it does
not occur we feel confident that the teacher has
deliberately withheld it for some strategic
purpose, It is deviant to withold feedback
continually, and we have a tape of one lesson
where a teacher, new to @ class, and trying to
suggest to them that there aren't always right
answers, does withhold feedback. and eventually
reduces the children to silence - they cannot
see the point of his questions. (1975:51)

Jacquelyn Schachter (1985:168) even considers correction
as an obvious source of what she terms ™egative input™
and .. regards it as one of the necessafy and sufficient
characteristics of input such that if it is missing language
learning may not take place,
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2.2, The Provision of Feedback in Classrooms

As noted earlier, the two main feedback types that ave
identified by Bcholars and researchers are pesitive feedback
and negative fleedback., In providing positive feedback, teachers
aiknowledge the 'correctness . of students® utterances in
variéus ways, Wﬁen teachers also use negétive feedback
they provide information to the learner which may indicate
that his utterance wax in some way unacceptable or deviant
ta the teacher, i.e. that it was not understendable, was
not grammatically correct, was not situationally appropriate,
etc. These two classes of féedback which we commonly find

ik classrooms are discussed below.

2.2.1, Positive Feedback

The basic assumption in the use of positive feedback
has been that it will encourege increased use of correct

behavior,

Ruth Clark (1975:295) citing Anett (1969), identifies
the two functions of this type of Peedback. These functions
are that of providing reward to motivate action and that of
providing information as to the adequacy of asn action.
Behavioral psychologists have given much attention to the
motivating function. Although a great deal of information
én this function is available in what aere termed as ‘eperant

cond§tioning' and 'cotiguity learning'(learning theories
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in the field of educstional psychology) it is suggested
that "learning does not always need to be motivated by
exterhally applied rewards . ... It certainly does depend
on the feedback of information about the correctness of
raesponse" (Clark:0p«Cit.: 296) The latter function is the

most comﬁon function we may £ind in the classroom.

As found out by Rosenfeld (1972) studies of the application
of reinforcement techniques indicated that the sddition of
reinforcements to a regulsr classroom curriculum resulted
in improved performance for many students. However, when
compared with the use of negative feedback, it has been found
out that "an increased. swareness of mistakes provides more
motivatioﬁ to improve performance than an increased awareness

of successes. (Clifford 1984)

According to the propoments of reinforcement leesrning
theory rositive reinforcement of carrect responses is
necessary for effective language behaviour. Ruth Clark
(1975:292) summarizes the basic assumption in this theory

as follows:

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



According to this theory, children learn language
because their parents and other people in their environment

reinforce it. (Klein 1987:347) The tenets of the theory

believe that apért from what are termed as primary reinforcers
(vasic biological rewards such as food or the cessation

of pain), Secondary reinforcers or verbal stimuli (For
instance _, words and phreses, such as 'good', 'welyhdne'

end *that's right') can be used by parénts to eatablish

new habits (Clark: Loc.Cit.).

Although the use of reinforcement has not totally been
disregarded, this theory has mainly been critigized and
rejected for an over-emphasis on the role of reinforcement.

The psycholénguistic view of learning which was later developed
by Noam Chomsky criticizes the reinforcement view on the
following grounds:

1« The view that parents will only reward correct use
of language and ignore or penalize incorrect use goes

contrary to observations which show otherwise,

2. The fact that people cen generate new but grammatically
accurate language is difficult to explain in terms of the

theory.

3. Social reinforcement is not a eriticel determinant
of language acquisition. (Kein 1987:345-6).

Among the various ways of providing positive feedback
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the most common is the use of words like 'good','very good!
and 'ok'. This seems more S0 in natured conversational
settings. According to Fanselow (1987:270) "the rule to
say 'Qery good*' or 'ok! after another persbnAperforms is
1earhed very eérly.’ Abart from the frequent use of these
words what is evidenced in classrooms suggests that the same
words could often simply mean thet the teacher is ready

for anothexr person to perform - they could simply provide

tr%?ition (Loc. Cit.)

2.2.2, _The provision of Negative Feedback

A great deal of research has been conducted on teacher-~
talk since the 1960s. This interest which might perhaps
reflect the importance of such talk in language teaching
(Nunean 1989:25) has included the investigation of feedback
provision and more specifically of error correction as
teachers' methodological practice or pedagogic strategy
(Malamah-— Thomas 1987:69; Cohen 1975:414). RKccordingly,
the literature here under specifically relates to negative
feedback which henceforth will be referred to as error
correction. The theories, research and practical suggesfiona

on the subject are reviewed.

2.2.2.1. The Gegéis of Error Correction: An Overview

Tracing the historicel change that has occured in the

field of error correction may bring us to the unavoideble
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conclusion that a change in the attitude of educators to
'errors' has necessitated a change in the approach to error
correction (Hendrickson 1978; Van Lier 1988; end Johanna
Klassen 1991). .

In the grammer-translation days, errors were considered
as an indication of inadequately learnt rules, or knowledge
imperfectly essimilated. During the heydey of the audio-
lingual approach, i.e. in the 1950a;§nd 19608, errors were
regarded as sins and it was strongly recommended that
%like sin, error is to.avoided and its influence overcome"
zNelson Brooks (1960) as cited by Hendrickson (1978:387)):
According to Hendrickson (Loc. Cit.) many foreign lenguage
educators never questioned the validity of this mechanistic
approach to error prevention and error correction s a result
of which the practice has continued to be used even in

present day classrooms,

With the beginning in the late 1960s of "a trend away
from audiolingualism and toward making languaée teaching
more humanistic and less mechanistic "there arose a realization
that errors were perhaps not, just abﬁrrations, admissions
of guilt or inadequacies, or feilures in the pedagogic systenm,
but might be evidence of the learners' creative efforfs to
build e new linguistic structure, in similer waye to children
learning their first language (Lier 1988:181), This new
area of investigation has been identified as Error Analysis.

Following this new development several investigations were
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made to identify the types of learner errors which ere most
or least indicative of leerning (or 'progress'), and the
ways in which errors are or should bé selecti;ely treated
by the classroom teacher., Describing the current trend
Klessen asserfs that the field of error correction as mn
interactive procese has in recent years been receiving

infreasing attention from L, researchers (Klessen 1991)

2¢2¢2¢2. The Nature and Organization of Error Correction

in Classrooms

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

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

corrective resactions.



Sinclair and Coulthard?s

Moves and Acts
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A8 could be noticed from the above figure a simple
provision of negative fleedback can involve three moves

after the student's error.

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

an error, or "exiting", may simultaneously occur.

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

to get the student or transferred students, to respond again.
3. The student(s) will then reply again.

Correct replies may optionally be followed by two further
moves: (a) a teacher Pollow-Up Move offering approbation
(again écéepting; evaluating, and/or commenting, although
positively only), and then (b) an opening Move intended
to verify the understanding o thelcorraction, (This last
move is indicated by Allwright's "test for efficancy™ or

"return to original error makei“)~(Chaudron 1977:33—5).

To use Sincleir and Coultherd*s terms, the basic
series of Moves described above woﬁld constitute a correcting
Exchange; the cyclic series of which would make up a
Transaction (Chaudron: Op. Cit.) Based on this lay out
Chaudron was abde to develop a syétem of analysis for
corrective reactions in the classroom. The sbove considerations

will also be heeded in identifying the various exchhnges
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between sample teachers and students in the current study

which involve the provision of feedback.

2¢2.2+3s Fundamental Questions in Error Correction

Pieces of research conducted and theories foiwarded
in the area of negative feedback or error treatment address
one or more of the following five fundamental questions.,
(a) Should learner errors be corrected ? (b) Which errors
to correct ? (c) When should learner: errors be corrected ?
(d) Who should correct? (e) How should learner errors

be corrected 7

The answer to the first question may be‘obgained from

the discussion under 2.1 and needs no further comment here,

With regard to the second question, a taexonomy of the
Xinds of errors learners make has been given by many; and
amongst the different kinds of errors many agree that
global errors (i.e., errors that effect undersanding of the
whole message) should receive the highest priority. Additional
criteria ha¥e also been suggested for establishing priorities
of error correction. It has been suggested that high
frequency errors (errois which occur frequently); errors at
high level of generality (or errors which involve general
or broad grammatical rules) rather than those dealing with
grammatical exceptions; errors that have stigmatizing effect

on the hearer and errors thet are re2evant to pedagogic
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7/

focus should follow suit (Holley and King 1971; Cohen

1975; Hendrickson 1980: Gower and Walters 1983; Norrish

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

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

to second language learners,

A«.}{\r:’n‘ s DASC 24

= The diegram on page 24 indicates a method for working
out an order of priority for the provision of negative
feedback to the kinds of errors identified above. It was
developed by Norrish (1983:107) for describing the iypes;of
errors related with global/local and stigmatizing errors.
It is modified by the researcher to accomodate the other

types of errors identified,

Many gcholars who dwell on the subject of *when to
correct errors' agree that an over—emphasis on éorrection
would not beneiit the individual lesrner. What is favoured
is what George (1972), as cited by Cohen (1975:414), says
"the economics of intervention " - the budgeting of
correction to profit students most., Hendrickson (1978)
suggests thqt error correction be limited to "manipulatﬁue
grammar practice"™ and that more errors may be‘tolerated
during communicative practice. Relating his experience
Hyland (1990) also says. "I have found that error correction
only improves the proficiehcy of L, learners if I correct
selectively".
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Is the form acceptable ?
Yes Marginal No

ERROR

Does the error block comprehension?

Yes
ﬁ?
PRIORITY 1
Does it result in listener
No Iritation ?
| Yes
—— Is the error relevant to
Pedagogic focus ?
What is its level
SEeep of generality ? HED
s What is its occurence High
—— or frequency ?
Few |  How large is the number Many
of students affected ?
No treatment immediately Lower Grade Errors
needed
Lower Priority of treatment
PRIORITY 3

PRIORITY 2

Figure 3.



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

private conversation with the teacher.

In a similar demand, Birdsong and Kassen (1988%1)
recommend that teachers and learners should jointly venture
into the business of error treatment for such a procedure
could contribute to the lowering of individual and group
anxiety levéls in the foreign language classroom., Clark
(1987:218) asserts that such a procedure "motivates, improves
the monitoring capacity of students and allows them to
learn from each other", Cathaart and Olsen (1976) as cited
in HWendrickson (1978), Holley and King (1971);and Zahorik
(1970a) have pointed out the usefulness of the learner(s)
awareness of and productive involvement in the Corrective
Exchange /Transaction,” Chaudron (1977P44-5) asserts that
far from Being a manipulative proéesa with the teacher
directing and reinforcing students®' M"automatic" responses,

the corrective discourse usually déménds an ac%ive concentration

by the leasrner and sometimes grow-dependent cooperation. It
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is also the belief of Chaudron (0Op.Cit:45) that learners
could be sensitized to the types of teacher corrective
reactions, to the function they fulfil, and to what each
type expects them in return. Chaudron mainteins that such
an approach could take much of the guesswork out of teaching
and learning. '

How should learner errors be corrected ? This is ene
emongst several critical questions that could be raised
under error correction. For some it may suggest the
existence a priori of watertight preseriptions es to how all
teachers should correct their students' errors. This is,
however, an undesirable goal for "expe;ience suggests that
what works effectively for one teacher may not necessarily
be equally effective for another" (Hegdrickson 1980:217).
The available literature on error correction does not either
indicate that teachers should be left to behave haphazerdly.
Based on current language learning theory, research,
observation and practical experience a logical direction
for error correction has been set., The main stages involved

in the process of error correction are given by Gower &

Walters (1983:143).

(a) 1Indicate that an error has been made

In so doing teachersare advised not to diseourage
students for this could reduce students' desire to try out
the language(Dulsy, Burt & Hrashen 1982} Krashen 1982; Krashen '
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& Teprell 19834 Gorbet (1974) as cited by Cohen 1975) "
Carroll (1973), ae cited by Hendrickson (1980:217), states
that willingness to use a fofeign language - and to make
errors - is one characteristic of a successful langusge

learner. The implicetion of this suggestion, accordingg
to H&hdrickson, is that teachers should create a healthiex
1eafning environment in which students recognize that

making errors is a naturel, indeed, a necessary phenomenon

in language learning.

It is also suggested that teachers should not interrtipt
the student in mid-sentencey i.e., they should allow a
sfudent to complete his statement, slbeit incorrect, without
interruption (Holley and King 1971; Allwright 1975 as cited
by Allwright 1988;Walters & Gowler 1983; Norrish 1983;
Dermot 1984; cheéiéth and others 1984).

(b) Show the student where the error ie

Thachers are required to isolate for the students the

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

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

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

(¢) If there is still a failure, the teacher must
assume that either the student has not understood what he
is getting at or the student does not know what the correct
version should be. If it is an important point snd other
students do not know &t either, the teacher may have to

teach it from scratch,

£) Although the teacher may have made the correetion
he can get the student to say the correct version, if

possible, in its original context,

It should be noted that these procedures are not
forwarded as prescriptions to be followed in the treatment
of:gﬁgz of error. They are rather considered as fundamental
practices which could serve as guidelines in the correction

of errors.

2.3 The Provision of Feedback in Natural Conversational

Settings and Implications for the Language Classroom

Apsrt from research conducted in classrooms we find
studies made on the provision of feedback in natural
conversational settings, The focus of these studies has,

however, been mainly on how people provide feedback when

communication breakdowns: occur.



Among the earliest works cited are Jefferson's (1972)
and Schegloff, Jefferson, and Sacks (1977). The iatfer |
work is specially considered as a piéneer study, a product
which has made substential contribution in the field of
conversatiod%analysis, (Coulthard 1977).

With the belief that the phenomenon of repair (i.e.
the treatment of trouble occuring in interactive lenguage
use) is systematic enough to be scientificelly described,
the thhkee sociologists set out to exgqmine hew an organization
of repair operqtes in conversation addressed to recurrent
problems in spesking, hearing and understanding, Their
findings, among other things, indiceted that in naturael
conversational settings where native speskers converse
the organization of conversation favors the use of self-
coryection over other-correction, and that there is elso
a preference for self-initiated repair (a repair initiated
by the same speaker of a trouble source)(échegloff, Jefferson
and Sacks 1977). |

The work of Schegloff, Jefferson and Sacks has served
as a launching pad for other studies that followed. Gaskill
(1980) in his article, "Corfection in nature speaker-
nonnative speaker conveisation", tried to see how far the
findings¥ of &he three socioloéists are tnue. In his own
words, "Wore specificelly I questioned whether given a
greaterhnumber of lingutstic errors and possibly also
problems of understanding there might be a large number of

corrections and also I wondered if the corrections might



be done differently® (1980:180).

Gaskill's findings concur with that of Schegloff,
Jefferson and Sacks. He found out the infrequent occurrence
of other~corrections; their being modulated in that they
indicated uncertainity; their frequent appearance after
moduleted other—corrections or understanding checks or
their occurrence in the context of dissgreement when they

are modulated (Op. Cit.: 136).

Another study which supplémented on Gaskill's work
was mede by Chenoweth et al (1984). The latter,'in studying
ncorrective feedback in native-nonative discourse," have
mede en attempt to investigate into how native Speékere;
provide corrective feedback in response to non-native:
speakers®' errors. The results of the study indicated that
the type'of feedback provided in such a setting could either
have a single interpretation (this is called on-record
corrective feedback) or it mey turn out to be ambiguous or
openho more than one interpretetion (off-record corrective
feedback)p that native speekers could use both kinds of
feedback; and that the ambiguous nature of off-record feed-
back creates a situation in whieh this kind of feedback may
be interpreted either as a corrective feedback or as a
continuing contribution to the ongoing discourse. It can
also assume the form of either questions or statements;
if it is given as a question, it takes the form of a __
confirmetion check.



Schwartg(1980) in his study entitled "The Negotiation
for Meaning: Repair in conversations between Second ILanguage
Lesrners of English," describes the types of repair viork
which occur in conveisations between second language learners
énd examines, in his own feshion, the use of extra-linguistic

features that accompany the repairs,

Schwartz reports that the negotistions in the conversations
between second language learners of English included both
verbal and extra-linguistic processes. He points out that,

(2) As is true of interaction among native speakers,
second ianguage speakers in conversations give the spesker

of a trouble dource repeated chances to repair his own speech,

(b) The teaching nature of repair work was noticeable
in conversations between second langusge speakers and
Schwartz contends that "S8econd language Iearners can learn

more from one another than they_think they can."

(c) Schwartz points out that even the moat elementary
students in his study were eble to deal with trouble sources
and problema in understanding in their conversations by
negotiating with each other to come to an agreement of

meaning (Ioc.Cit.).

It has thus far been indicated that in either of
classroom or natural conversational settings the need for
the provision of feedback is there. 0f course, in both
cases speakers have their own distinct ways of providing

feedback,
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A handful of research products reviewed thus far and
other studies which are made to show how children learn
language héve led many to suggest that teachers have a lot
to learn from the handling of feedback in natural conversational
settings., True, there is a clear difference between the
two settingé since, as attested by Sinclair and Brazil
(1977:3), "the social setting is different, and the jobs
to be done ere different". However, "To say classroom
talk has its own specifté character doesn't mean that it
cannot make use of the kinds of feedback in conversational
settingsﬂﬁermot 1984:149)s Accordingly, many agree on the
following suggestions,

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

"gself-correction."

2. The suggestion that comes out of the study made
in natural conversational settings and which could perhabs
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be given heed by classroom teachers may be the one which
pertains to the provision of modulated correction., It is
most often suggested that discouraging students openiy
might not have any relevance and could perheps lead them
to what is usually known as 'defensive learning'. This,

as scholars suggest, could sﬁrely discourage thé student
from further attempts at communication, (Gorbet (1974) as
cited by Chhen ~“1975; Dulay, Burt and Krashen 1982; Krashen
1982; Krashen and Terrell 1983; Hendrickson 1978; eté;).

3. WMany scholars point out that people make slips
and errors in their native language, so such errors and
slips are to be expeeted even more in using a foreign
language and hﬁnéeixlclassrooms) Teachers are advised to
have error tolerance and to not reprimand students for meking
errors (Dermot 1984; Hendrickson 1978; Cohen 1975; Norrish
1983;etc;) Teachers need to understand that it is more
important to communicate successfully in a foreign language

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

4, Ag is common with speakers in natural conversational
settings,learners need to be taught and encouraged to give
feedback if they have no experience of doing so in the
language classroom (Cohen 1975; Hendrickson 1978; Demot 1984;
Birdsong andklassen 1988; Corder'1973'l8 cited byrcheudron
19717).



CHAPTER THREE

DESIGN OF THE STUDY

3.0, Introduction

As has been previously noted, the purpose of this
investigation is to explore the kind and nature of teacher
feedback during the teaching-learning act. To achieve the
aim of the study the following guide—questiohs were set by

the researcher.

(2) What specific types of feedback prevail in Grade
11 English Classrooms ?

(b) For what percent of the classiime does the

provision of feedback account ?

(c) Are there any meanings or specific functions in
the kinds of feedback used by teachers ? Or could some
speculative suggestions be generated for teaching, learning

and teacher training ?

3.1« Selection of Schools

Eight government comprehensive high schools in Addis
Ababa participated in the study, These schools were rendomly
selected out of the total number of 24 such schools.,



- 35 =

No. Name of the School

1« Kolfe Comprehensivé Secondary School
2, Ethiopia Tikdem No. 1 " "

3. Shimelis Habte " "
4. Kefitegna 23 (S.04S).

5. WMenelik II " "

6. Yekatit 12 " "
- 7. Bole ;- ;.
- 8. Kokebe Tsibah ; "

3.2. The Corpus

In each school a teacher was chosen randomly from a
list of English teachers through the use of a table of
random numbers. All teachers selected, agreed to allow the
researcher and the camera-man into their classrooms,
Observations of teachers and students were made and noted

down by the researcher while the recording was continuing.

The study focused on an analysis of the feedback behaviour
of the 8 teachers who were not made mware of the main purpose
of the research. The teachers were given the impression
that their students were the observation-interest, the
camera-mnan being necessary to "record the kinds of contributions

made.®

~
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Teachers were not told or given the types of lessons
they teach. They were left to stick to the syllabus.
From a preliminary investigation made, it was found out
that the 8 teachers had been teaching for an average of

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

3.3. Recording of lessons

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

needed to focus on non—verbalrfeedback.

The allotted class-time for a single period in
government high schools is forty minutes. Among the eight
teachers selected for the study two, one in Menelik
Comprehensive Secondary School and one in Ethiopia Tikdenm,
were recorded for only 20-25 minutes of the claess time.

In the former's case the period was reduced to the afore-
mentioned minﬁtes because of a meeting that was to convene
on the day of the recording - a mere coincidence. The
teacher in Ethiopia Tikdem came to class 15 minutes late
although informed of the recording before. Since it was
the last period he could not compensate for the time lost.

The latter is a fairly typical occurence in our high schools,

There were also teachers who exceeded the normsl class-

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

has provided the working ground for the current study.

3.4, Criteria for Identifying Feedback Types

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

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

(student) - Follow-up (teacher). Although a consideration
of the T -~ RAstructurebserved as a basis for clessifying
and anslysing the follow-up structure (as indicated in the
eppendices) the main focus of the current study rested on

the Follow-up structure.

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

is compulsory that the current investigation focused.

3.5 Model of Description

One task of the research has been to develop a model

of deseription which would help achieve the purpose of the



study. This task hes at times been a frustrating one for

it wes not possible to obtein a deteiled system of analysis
which handles both positive and negative feedback. The only
aid in this regard was Zahorik's (1970a) model. The
problem is partly the result of most of the resesrchers in
the field being interested in negative feedback only. To
solve the problem, a descriptive system which combines the
best of both Zahorik's (1970a) end Chaudron's model (1977)
was developed. Before being used for this study the model
was tried on other aevaileble data (i.e. Yoseph 1990;

Tafesse 1988; Abdulkadir 1983; Tewolde (1988) and proved
workable, Zahorik's model was basically used for identifying
positive feedback énd Chaudron's model was employed in
identifying negative feedback.r

The current system identifies 14 elements of positive
feedback which will henceforth be known es cless I categories
and 23 elements of treatments which demeand adjustments of
students' *'incorrect' utterances (Class II categories).

Class III categories are dubbed as 'Miscellaneous Feedbeck®'.

Since the categories identified by Zehorik and Chaudron
were not considered exhaustive and mutually exclusive some
changes have been made, Some categories have been throughly
revised; some have been rejected; few have been added end
more clear designations are made. Various simplified
models, albeit not as main references, have served as earich

the model,



-39 -

The non-verbal behaviours examined in the study were
facial pleasantness (e.g. smile) or grimece, affirmative
or negative head movement, and silence. The rationale for
studying these and no other verbal behaviors is the lack

of a detailed system which handles non-verbal behaviors.

3.5.1. Positive Feedback

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

Zahorik's model has two broad classifications: direct
feedback and indirect feedback, Direct feedback is defined
as "Oral remarks that have a majoi purpose of conveying
information to the pupil about the velue of his behavior™
and indirect feedback is defined as "oral questions and
statements that have a primary purpoée other than providing
feedback, but questions and statements from which the child
can infer the value of his behavior" (Zahorik:1970a) 4s a
result of this classification both ﬁositive and negative
feedback could be found under either of the two broad
classifications., For the purpose of this study this

classffication has been avoided.

Out of the total 26 categories in Zshorik's model 13
categories handle positive response. All of these categories

have been maintained with some slight modifications. Five

sub-clesses are identified. The fi#st sub-cless ig termed
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as 'Direct Acceptance' since all of the categories that

come under it show a student that his snswer is directly
acknowledged. A new category (Non-verbal Acceptance) is
added to this sub-cless. Since Zahorik's model was developed
to handle verbal treatments only it did’not incorporate

this festure. What Zahorik celled 'Positive Answer' has
been termed 'Positive Repetition' for the latter term clearly

defineé the éategory.

The three typés of reproof denial in Zghorik's model
(simple reproof denial, elaborate g%roof and elaborate
denidl) are used under class II categories in the current
system of analysis, Chaudron's (1977) single category
which is alone made to handle-the feaiure of negation is
rejected in favour of the above relatively detailed categories

of Zahorik,

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

negative feedback in view of the function each performs.

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

without clues, one—answer solicitetion with clues; and
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positive answer and negative answer., Wost of these categories
are rejected in favour of similar but detailed and clear
categories identified by Chaudron for handling negative
feedback.

3.5¢2. Negative Feedback

The system of analysis for negative feedback contains
most of the categories identified by Chaudron. Chaudron
(1977) identifies 22 types in his model of discourse. Out
of these 19 have been meintained, Two categories (explanation
and complex explanatioﬁ) gre reduced to one category (i.e.
eiplanation) because of the same function they perfornm.

Am in the case of categories which handle positive feedback

a regrouping of similar categories has been mede., Accordingly,
ten sub-classes have been identified. A new category {(i.e.
Non-verbal Rejection) has also been added. One eategofy

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

because it is not exhéustive enough .

This kind of feedback as a class is perhaps a new’
addition. It is included based on the belief that the
system of analysis must havé another dimension to handle
utterances which may not fit into the method of description
already developed. The basic idea for the inclusion of
this class emanates from Flander's system of analysis (1970)
whose tenth category is dubbed as 'Confusion®'. Category 16.1
is put under this class for it appéars diffiéult- to put
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it under either of the two main classes of feedback (i.e.

positive and negative feedback).

3.6. Counting Exchanges and Treatment Types

Sinclair and Coulthard (1975) classify exchanges into
boundary and teaching exchange. The function of boundary
exchange is to signal the beginning or .~ end of what the
teacher considers to be a stage in the lesson. Although
this type is used as a signal to identify the other type
of exchange it is not coded in the curfent study. The
exchange. type which is the concern of the current study is
the teaching exchange. This exchange cénsists of the
individual steps by which the lesson progresses. Sinclair
and Coulthard (Op. Cit.) further divide boundary exchange
into 11 sub-categories six of which are free exchanges and
the remaining five are bound exchanges. The six types of
free exchanges are Teacher inform, Teacher direct, Teacher
elicit, pupil elicit, Pupil inform and Check. Among these
Teacher elicit is the subject of the current study since
it is the only exchange which includes all exchanges designed
to obtain verbal contributions from students. Among the
five bound exchanges four (Rednitiation I, Reinitistion II,

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

In identifying exchanges, every exchange in the sample
teachers' talk that involved the provision of feedback is
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noted (as cited under 3.4) ﬁhen the structure of the
exchange between the teacher and student/s is 1-R-FP
Initiation (teacher) -~ Response (student) - Follow;&p teacher)
The first elicitation could involve various moves (which
involve either positive br negative feedback or still the
combination of both) before if ends with the teacher#s remark
about the adequacy/inadequacy of students!' statementé
pertairing to it (i.e. the elicitation made first) The
boundaries of the various extracts have been made by strictly
adhering to this principle. But this has not always been

a simple task, |

In counting the various types of feedback found in the
sample lessons care has been taken to avoid double-counting.
A single word, shrase or sentence offered as feedback in e
single utterance was not counted more than once unless it
has a different function. However, a single utterance of
the teacher could have two or more types of feedback. This
would mean that a teacher could use the various categories
in combination. Thus the data collected indicate that while
there are 166 exchanges these result in 875 functions that

are categorised.

Extracts are consecutively numbered for all teachers
and ere appended at the end. In the appendices are only
that pert of tapescript contaihing feedback., Category numbers

which are consecutive for the three classes of feedback are
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given at the left margin. It must be noted that a simple
reading of the transcription (without observation of and
repeated viewing of recorded 1essons) may not always help

one in identifying every type of feedback.

The full model of description is provided below
together with descriptions sbout each category, and examples
of exponent of expression. It is the hope of the researcher
that this may simplify the task of understanding the fourth
chapter of the thesis.
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Feedback types that confirm the accuracy of previous communications

Sub=-class Category No. & type Description Example of Exponent of Expression
I. DIRECT 1e1e Simple PBraise Teacher (T) confirms the accuracy o§ previous S. Senayit is so sincere as Martha
Confirmation communication by using words like 'Yes';
ACCEPTANCE ‘allright'; 'yeah', 'correct', etc. s L
1.2. Elaborate Teacher's elaborate praise of the student(s) by Eg. That's very good thinking
B Praise using 'very good! 'exactly' or extended
confirmation, The praise is most often directed
at the student.
- 1.3 Elaborate T ' offers elaborate confirmation about the S. Q1d tradition has deprived some
Confirmation correctness of the sentence., The focus is on people of teir rihts to eat meat.
e Ll siLi T, Old tradition has depried some people
of their rights to eat meat. That’s
it.
1¢4. Non-verbal T indicates 'Yes' by using non-verbal signals
Acceptance (Bg. Shaking head up and down)
1.5, Positive T repeats S's utterance positively to indicate ®. By the same #%oken you can contrsct
Repetition its being accepted this
(optional expansion
& Reduction) SS Oughtn't
Te Oughtn't
1.6, Positive T elaborates on or explains why the answer S. didn't
Explanation glven by S is correct 24 d.idn't Yos, The second Part of the

sentence should be 'however he didn't
Exactly, Yes.
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Sub=class Category No. & type Description Example of Exonent of Expression
ITI, RESPONSE 2.1. Response development T further extends S's response T. What is the difference we made here ?
EXTENSION: solicitation without without providng clues
DEVELOPMENT clues LS noEs
T. Why ?
- 242, Response development T furthwr extends S's response T. And the farmers are to be given what 7
,80licitation with by providing clues S. Land
clues., T. They are go to be given land ... Todo
this to give them the land has to come
from whexe ?
2.3. Response development T completes S's xresponse by adding
Statement another information
III., RESPONSE 3.1, Response Improvement T demands the S to complete the "Great what 7" after pupil responds with v
- EXTENSION: solicitation correct response the S has already "Great” to question concerning what countxy
IMPROVEMENT without clues begen without providing clue princes Margaret is from)

3e2e Response Improvement:
Solicitation
with clues

T demands the S to complete the correct
response the S has began by providing clue

Source® Zahorik 1990a

"Great what ? It's another name .for

Englande. -

(after pupil responds with

"Great" to question concerningwhat country
princess Margaret is from

(Source: Zahorik 1970a)
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Sub=class Category No. and Type

Description

Example of Bxponent of Expression

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

442+ Several Answers

Solicitation
with clues
V. LESSON 5 Lesson
PROGRESSION Progression:

different topic

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

previous question.

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

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

Te
Se
T,

Se
T,

What's the meaning of install
establish
What else ?

Don't retreat you should
Resist the enemy .

And with ought to'

This E%uﬁiis what kind of clause 7
Adverb o;pee of manner
The nurse acts as though he
werea doctor.
Is he a dodor ?




Class II Categories:
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Feedback types that show rejection or demand

adjustment of student's

response.
Sub - class - Category No. & Type Description Example of Exponent ofExpession
6. Interrupt 6. Interrupt T interrupts S utterance following error or
before S has completed
T. Accept 7. Accept Simple approving or accepting word as a sing S. Whethr to fight for the welfare
of accepting content of utterance or usually as (Prons.. ) of the oppressed
a sign of reception of utterence but T may masses or not is a matter of
immediately correct a linguistic error. doctrine,
T Yes Welfare (Pron: Yo
Welfare is the right pronunciation
of the word.
8. Negation 8¢1eSimple T shows rejection by saying 'mo' 'uh uh', T. Who can tell us the meaning of
Reproof denial 'not exactly' offsprings 7
Se Individual
Te No
8+2, Elaborate T shows rejectien by verbally 'attacking Se (Makes mistake related with the use

Reproof

83+ Elaborate denial

the S

T Shows rejection by using elaborate phrase
or sentence

8+4+ Nonverbal Rgection T indicates 'no! by using non-verbal signals

(Bg. Shaking head sideways, shaking finger,etc,)

T,

of 'ought to!

Should I go to a goldsmith and maks
a necklace where there is 'ought tot
on it and put it on your neck ?




Sub=~slass

Category Noe & Type

Description

Examples of Exponent of Expression

9« REPETITION

10.

QUESTIONS

9.1 Repeat

9.2+ Repesition with
NO CHANGE
(Optional Expansion
and Reduction)

9¢3¢ Repetition with
NO CHANCE

except ~ in EMPHASIS

(Opt. EXP. & RED.)

9e.4. Repetition with
GHANGE
(Optional EXP. &RED,)

9.5+ Hepetition with
CHANGE and
EMPHASIS

(Option EXP. & RED.)

9. 6. Loop

10s1. Original question

10.2¢ Albered question

10+ 3. Question 3
(Opte RED¢ EXP; EMP-
HASIS)

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

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

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

Usually T simply addes correction and continues
to other topics

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

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

T repeats the original gquestion that lead to
response

T alters original guestion syntactically but
not semantically

Numerous ways of asking for response, often
with CLUES etce

Te Migrant cee Yes ?
Se To move from one place to

another.
Te To move from one place to
anothere Is it ?

Se They help us tomorrow
Te They help us ?

Se World people to safeguard
AIDS

Te World people should be
agltated to safeguard
themselves and their
children from ALDS

Se You use an electrical
(Pronseliktrikal) pump
t0 rise the water
Te I%'s not electrioc/eliktrik |
It's electrio /z/t@ktrikal/




Sub=Class Category No, and Type Description Example of Exponent of Expression
11. Negative 11.1. Explanation T Provides information as tocause or type of

explanation ~ error

prompt &

clue 11.2. Prompt T uses a lead-in cue to lead S to xeguired respons¢ S, English is less harder than Maths

T. English is less 7
11¢3+ Clue T reaction provides S with the nature of immediate T Why did te old bus break down on
correction, without providing correction the hill ?

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

T, The gswer must be given in past tense.

12+ Transfer T asks another S or several, or class to provide
correct answer

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

14. Verification T attempts to assure understanding of correction;
a new elicitation is implicit or made more
explicit.

15. Provide T Pxwides correct answer when S has been unable

to answer
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Class III Categories: Miscellaneous Feedback

Category No, and Type

Desoription

Example of Exponent of Expression

1641, Undecided

16.2 o Other

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

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




CHAPTER FOUR
PRESENTATION AND DISCUSSION OF DATA

4.1. Introduction

As previously noted, the rurpose of this investigation
wag to find out how Grade 11 English teachers behave when
they offer feedback to their students. The analysis of
of results obtained will be done in two phases. First the
presentafion and discussion of quantitative data is made,
then follows the presentation and discussion of descriptive
deta, This procedure was chosen mainly because, a8 might
be imagined, simple categorization and tallying may obscure
some necessary pieces of information., Moreover, there is
the problem of ;éducing into tables some realizations and

ingights which have come out of the observations mede.

4.2, Presentation and Discussion of Quantiative Data

4.2,17, Time Spent on Providing Feedback

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

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

Duration of Time Spent on the Provision
Recorded of Feedback
1esson In minute Percentage
3 20 6.2 31
To 55 1.3 2.4
T3 60 23.5 29.2
T4 25 1 28
T5 40 15.4 38.5
Te 40 12,2 30.5
T7 40 14.3 35.7
!8 40 13.6 34
Total 320 9305 29.2

The result in the sbove teble indicates that the research
has, among other things, confirmed the essertion that teachers
spend a good deal of the class~time on the provision of
feedback, The 8 sample teachers on aversge spent 29,2 of
the class-time on the provision of feedback. However, there
is a clear difference between the sample teachers. This
difference may be ascribed to different vaiiables like the
class~time each of them used, the nature of the lesson or the
type of studegts' responses, If the lesson is @ kind which
demands verbal responses from students an incresse in class-
time may meen a situation where more fsedback provision is
noted. This is evidenced in the classroom talk of %;?!q’

T5 and T¢ when compered with T, snd Q4. If the lesson is
the kind which does not involve asking questions the featwre
we noted above will completely change. T2, for
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instence, was conducting & reeding lesson whose method of
presentation (i.e. first asking a student to read a é?agraph
aloud followed by the teachker's reading the same text

aloud) did not ellow for the 6ccurehce of the various feed-

back types.

4.2,2, Types of Feedback Teachers Used

The second and the main question that this research
sought to ansver was the identification of the various types
of feedback English teachers use in clessrooms, The verious
types of feedback used, their frequeancy and success ratio
is shown in the tables that follow and then discussed.
First we examine the ways in which teachers deslt with
correct answers, The discussion that follows the table is

made by sub-classy



-55 =

Table 2. Frequency of Teacher Feedback Behaviour In Class I Categories

T1 T2 ; T3. : T4. T5 T6 T7 T8 TOTAL

Sub- Category Cate.
. o pe . eq. . ‘s . Perc, F . Perc, Freq. Perc. Freq. Perc.
Class R Numb.Freg Perc, Freq. Perc. Freq. Perc, Freq. Perc, Freq. Perc, Freq er req e q e q o

T2 Simple
Direct Praise 1Ll 9 6.4 2 1.4 45 32,1 7 5 40 28,6 9 6.4 16 11.4 12 8.6 140
Acceptance Confirma
tion
Elaborate
Praise 1512 5 - - - - - - at 5 - - 13 65 3 15 20

Elaborate . i

iigilrma 1.3 . 2 50 1 2 50 4

Non-
Verbal 1.4
Accpt.

Positive

on ks 152 5 4 aLe7/ 69. . 29,5 9. .3.,8 il 2170821 9 23 9.8 45 19%2 234
Repetiti.

Positive
Explana- 1.6 1 5 12 10 3 15 2 10 5 25 7 35 20
>, tion ; ' : '
II. _Response
Response Dev. Soli-
Extension: ciation 2l 5 883 20 33193 1 157 8 1353 3 5 23 38.3 60
Develop- without
ment clues
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T1

T3

Ty

Ts5

Té %

Ty

Tg

Total

Sub-
Class

Categoxry Cates

Name Number Freq. Perc. FreqePerc,

Freq. Perc, Freq. Perc. Freq. Perc. Freq. Perc. Freq.Perc. Freq.Perc. Freq. Perc.

Response

Development: 2,2 1 348
Solicitation

with clues.

v20

7649

1

348

3

115

3.8 26

——

Response
Development 23
Statement

100

III.Respo

se
Extension
Improve-

Response
Improvement 3e1
Solicitation
without clues

100

Response
Improvement 302
Solcitation

with clues

IV, Soli-

citation

Repetiti
on

Several answer
solicitation 4,1

without clues

346

10

3547

2

Te2

14

50 1 36

v.

Several answer
solicitation 4.2 2 50
with clues

Lesson

Progression 5

Total . Frequency and
Percentage of 33 601
Positive Feedback

1.3

169

313

20

3.7

121

22.4 38

7

57 1046

93

17.3 539
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4,2,2,1¢ Direct Acceptance

The six categories identified in this sub-class sccounted
for 418 cases or 77.5% of the total positive feedback types
used by the sample te;chers. Among the five sub-classes
identified it was possible to observe that teachers showed
a high preference for this sub-eclass.

Table 2 indicates that amongst the categories in sub-
class I, the most frequently used are repeating pupil's
response positively (1.5) end simple praise confirmation (1.1)
which have a frequency of 234 and 140 respectively. All of the
sample teachers used these categories while reacting to correct
student responses., Teachers' behaviour in the use of these two
categories most frequently is indicative of the fact thet after
obtaining correct answer from a student they prefer to go onto
their next task rather than to allow students to build en their

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

Next to the above two categories in the same sub-class
cbme elaborate praise and positive explanation each of which
has a frequeney of 20. Elaborate praise (1.2) is used by
four teachers and positive explanation (1.6) is used by six
teachers, By going over the recorded data it was possible
to observe that elsborate praise usually eccurs when a student
answers @ question correctly after repeated failures by other
students to provide the correct response (See Extract 11,
111, 112, 121 and 125). Positive explanation is basically used
to either directly state to the class why a student's response
is correect (Extract 102, 109, 110, 150) or to furthér elaborate

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

All of the sample teachers reacted to the correct responses
of students verbally. Unlike the provision of negetive feedback
no_non-verbal acknowledgement or prsise was detected when used
alone. Of course, non-verbal acknowledgements like showing

agreement by moving the head up and down accompanied the verbal
treatments,

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

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

4.2.2.2, Response extension: development

The three categories under this sub-class totally aeccount
for 87 cases or 16.1% of the total frequency computed for
positive feedback. ' :

In this sub-class one category (i.e. 2.3) was used only
onee, This must have either been affected by the preference of
teachers to use category 1.1, and 1,5 (this effeet must also be
borne in mind while considering the rare or the small number
of occurrence for the other class I categories) or by the type
of students' responses which did not require response development
statement, Teachers prefer to nominate others to provide
edditional answers (as seen in the use of categories 2,1, 2,2,
4.1 and 4.2) or to reject ;tl‘*ogether what students say (as
observed in the use of the various class I categories) rather

than developing students' responses themselves,

Six teachers used response development: solicitation
without clues (2.1 and it alone accounts for 11,1% of the
total frequency computed for Class I categories, lThis category
was basically used to help students refleet on what

they said after correct answers (see Extract 23, 27,
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47 and 77), to lead students to a specific answer the teacher
seeks to obtain (Extract 24, 67) or to relate or check

past knowledge - specially knowledge of grammar (See
Extract 34, 44, 48, 74, 79) Inather cases it is used to
further ask students what is demsnded by the text, The
following example may illustrate the point, It is picked
from Extract 142, |

T3 Wﬁat does it mean ? Tear oneself away from ...
S. Depart from '
T. Depart from. Can you meske a sentence using depart

from ?

There are several instances where this category is used

for this purpose specially by TS’ T6 and T7.

When compared with response development: solicitation
without clues (Category 2.1) $Solicitation with clues
(Category 2.2) was used in a limited number of instances,
Teachers do not seem to care about providing students with
clues when teachers further develop students' responses by
soliciting, 1In the 20 instances noted, cateéory 2.2. was
used to genuinely develop correct answers (see Extract 26,
29, 37, 40, 43) or to lead students to a single answer the
teacher seeks to ebtain (See Extract 32, 34, 38, 76)

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

or the contribution of students as it is. This may develop
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a feeling in the student that whatever he wants to say in
the foreign language there is only one way of doing so,

4.,2.2.3« Response extension: Improvement

N

_ The single occurrence and the absence -’ altogether

of response improvement solkcitation without eluesg (Category
3.1) and with clues (3;2) should be analysed in light with
the nature of students' responses and largely of teaéhers!®
solicisations. The occurrence of category 3.1 highly depénds
on the existence in students' responses of partly correct
answers which need further eiicitation by the teacher for
their completion. Sample teachers strictly followed the
procedure of asking questions from fhe book the provision

of whose answers required the memorizetion of certain patterns
and vocabulary meanings. As a result of this, students*
responses were most frequently judged as *correct' or »
*incorrect's Accordingly, the treatments‘that foilowed
tended to make use of other categories that indicate
'correctness! or 'incorrectness' than response extension

with or without clues.

4,2.2.4. Solicitation Repetition

The use of several answers solicitation without clues
(4.1) and several answers: solicitation with clues (4.2)
accounts for 5.9% of the total frequency counted for class I

- catefiories. Teachers have shown the preference of using
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several answers solicitation without clues than with clues.
Five teachers have used category 4.1 It is consistently
observed in the data that teachers as much as possible
avoid the use of clues. Category 4.2 is used only in 4

instences and it is used only by two teachers,

4.2,2.5. Iesson Progression

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

Thus far, an ettempt haes been made to see the verious
types of positive feedback., We now emamine how the sample

teachers handle incorrect utterances.

4.2.3. Types of Feedback Teachers Used: Class II Categories.

Teachers' feedback behaviour in class II categories
was also 1denfified and the frequency of the various types
of treatment used was computed. The following table summarizes

the result.



Table 3, Frequency (F) of Teacher Feedback Behaviour in Class I3 Categories

> o Sub-class Cate, F % F % F % F % F % F % F % F X F
..Llass N?,
VI, Interrupt 14 2744 4 T.8 31 60.8 2 3,9 51
VII. Accept 7 1 25 2 75 Fy
VIII, Simple ReproofDenial 8e1 43 9e7 5 1641 5 1661 3 9.7 1 3.2 14 45.2 .31
Nego  Elaborate Reproof 8e2 2 40 1 20 2 40 5
4lation Elaborate Denial 803
Non=verbal Releotion 8.4 6 2341 20 7649 26
IX. Re Repeat 9.1 3 13 1 4¢3 16 69,6 3 13 23
petitionRepetition with no change 942 1 33.3 2 66,7 3
Rep. with no change except in
emphasis 9.3 1 20 3 60 1 20 ' 5
Repetition with change 9.4 1 25 2 50 1 25 4
Rep. with change & emphasis 9e5 3 25 3 25 2 16,7 4 333 12
Loop 96 1 2,5 2 5 11275 2 5 3 3,5 2 5 5 12,5 14 35 40
X, Que-Original question 1041 : 1 20 2 40 - 2" 40 5
stions Alteredquestion 10,2 1 3343 : 2 66.7 3
Question 3 - 1063 1 503 1 5.3 7 3648 B 26,3 3 15,8 2001055 19
XI Explanation 111 4 23.5 159 T 41.2 - B T29.4 ‘
Prompt and 1142 6 20 8 26,6 6 20 1 5155) 1 2.3 4 13.3 4 1363 %0
Clue 1163 4 22,2 2 111 2 111 9 50 1 De5 18
XII  Transfexr 12 2125 T 43.7 1 642 c 6 3.5 16
XIII, BReturn 13
XIv, Vexrification 14 1 9.1 2 18,2 2 1842 2 1862 1 9.1 2 18462 11
XX,  Provide 15 2 1343 4266 4 26661 6.7 4 26.6 15"
Total Frequency and Percentage 32 9.5 5 1¢5 53 156 62 1844 23 6.8 11 3.3 118 351 33 9.8 33§

of Negative Feedback

——
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Table three gives the array of the various reactions to
students' 'incorrect' utterances. In this cless teachers
used most 6f the treitments identified. There is only one
category (category 13) which was not used by eny of the

sample teachers,

4.2.3.1. Interrupt

Against the expectation of the researcher, only half
of the sample téachers used category 7 (Interrupt). Although
the frequency of this category ranks frist and covers:
15.2% of the total number of treatments in Class II
categoriea, it was highly used by one teacher (i.e. T7) who
used it in 31 instances out of the total 51,

Interruption in mid-sentence was basicslly used for
three purposes: to pin-point area of students' errors (sese .
Extract 53, 56 and 96); to ask. . for replay of inaudible
student uttereances (Extraet 112, 116, 118); and to
acknowledge the correctness of part of an unfinished sentence
(See Extract 51, 89 and 117).

T4 also used this category in 14 instances. This
teacher only taught for twenty-five minutes of the class-time.
Consicdering this it may be said that the teacher hes a
preference for the category. T6 and TB used the category
in only 4 and 2 instences respectively. It could, therefore,
be said that only two teachers (!7 and T4) showed a high

preference in using this category.
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4.2.3.2, Accept

We have only two teachers who used the category of
accept in three instences. The words used by the teachers
resemble the words they commbnly use while offering simple
praise confirmation - words like 'Yes, 'alright', etc.
However, ih this category the words are used either as a
sign of acceptance of utterance or as a sign of accepting
the correctness of content only. Thus, teachers immediately

correct linguistic errors:

S. Whether to fight for the welfare (Pron: WAlfear)

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

T. Yes ... Welfare (Pron: Welfear), welfere is the

the right pronouncietion of the word... "
(Extract 78)

The remaining six teechers did not use this category,
perhaps because of its confusing nature or because whenever
the student's utterance is correct in%erms of content but
has linguisfic errors they only focus on the latter and do
not want to acknowledge the correctness of the content. There
are many instances in the data where teachers seem to be
interested only in the form of the language (See Extract 48,
49, 51, 55, ete.) rather then in the content of whet students

say.
4.2,3.3. Negation

' Direct rejection of students' incorrect utterances as
designated by the sub-elass 'negation' is the third largest

used in class II categories.r It coveis 62 instences (or 18.45)



out of the total 336 occurrences. Among the four types of
negation identified, the sample teachers used simple reproof
denial (8.1) in 31-instences and told students their mistakes
by frequently using the word 'no'. The collected data -
reveals that reactions which ﬁse_'no' are as rare after
errors as 'good' and 'ok' or repe%ition of the correct
answer are-commbn aftér éorrect responses, One reason for
this might be that teachers may feel the practice would be
discouraging.

Next to simple reproof denial teachers used a non-
verbal signal (8.4) to indicate 'incorrectness'. The most
frequently used non-verbal signal is prq_longed silence which
is most often followed by nomination (See Extract 111, 112,
114, 121, 124, etc.) In only one instance did a teacher use
grimace as a sign of disapproval (Extract 117)¢Non-verbal
signaiﬁ wére used only By two teachers (T4 and T7)o The other
teachers preferred to react verbelly. Although the non-verbal
signals that were noted are those which were primarily used
to indicate the existence of error in students' responses,
signals like moving the head sideways accompanied other

verbal treatments,

There were only five instances of using elaborate
reproof. Most of them have & complaining nature. Here is

an example:

Te You didn't follow: What have I told you ? ‘ought®
nust be followed by the full infinitive 'ought to'.. Then
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you write 'ought' plus 'to!' and *they'. Should I go to a
goldsmith and make a necklace where there is 'ought to' on

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

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

4.,2.3.4s Repetitions

The six types of repetitions used by teachers cover .
almost 25.9% of the total reaction of teachers in class II
categories, This sub-class ranks firs¥ in terms of the
total frequency computed for the six types of repetition.
Among the six types of repstition, foop (9.6) was used by
all the sample teachers; repeat (9.l1l) and repetition with
change and emphasis (9.5) repetition with no change except
in emphasis by four teachers (9.3), and repetition with
change (9.4) by three and repetidion with no change (9.2)
by two teachers respectively.

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

outside class,



Next to category 9.6, Repeat (Category 9.1) wes used
to ask students to repeat their incorrect utterances with
the teachers' intent to have them self-correct., However,
since teachefs most often used this category with no
accompanying clue or explanation on the nature of students?
errors it did not help students to adjust their utterances;
A simple 'again' after incorrect utterance does not seem
helpful (g'ee Extragt 122, 124, 130, 132, etc.).. In only
three instances did teachers use the category'togefher with

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

Repetition with no change and repetition with no change
except in emphasis (Category 9.2 and 9.3) were used either
to help students discover location of errors or to look for
correct formulation of their response., Category 9.3 seens
better in serving the latter purpose. Teachers used rising
intonations while repeating incorrect utterances of students
thereby indicating fact of error. The following example

illustrates this:

T. Which part is the adverd clsuse of manner ?
S. He were a teacher

T. He were a teacher %
[{Extract 144)

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

response, substituting grammatically correct forms where
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necessary without calling ettention to the correction in

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

may indicate that teachers put stringent demands on grammatical
accuracy and are less interested in commending students: for
expressing ideas in the foreign language (This relates with
the discussion under 4.2.3.2)- Findings in this sub-class

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

4.2.3.5. Question 3

Teachers were also observed using the three categories
of questions when students failed to give correct responses,
Out of 27 such instances, category 10.3 (Question 3) was
used 19 times, Since this strategy provides explanatioh
on the nature of students' errors and offers some clues on
the nature of their immediate correction it seems helpful
in eliciting correct responses (See Extract 10, 23, 40,
48)., In 5 instances teachers simply repeated the questions
they previously asked with no additional information, clud
or explanation, Added to this altered question (Cetegory
10.2) wqs also used in 3 instances. In function and pattern

category 10.2 resembles category 9.1.

4,243.6. Clue, Prompt and Explanation

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

formulation, and also used prompts whose purpose was mainly

S
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to serve as a leed-in cue. The sub-class accounts for 65
occurences or 19,34% of the totel frequency computed for

class II categories.

In this sub-class the most frequently used category
is 11.2 (pfompt); This category also has the fourth lergest
‘oecurrence out of the 23 categories identified., Seven
teachers used this technique. They frequently reduced
students' uttergqunces and asked them to repeat utterances
beginning at the point of error by at times using alight
rising intonation.

18 instances of clue and 17 of explanation were also
coded. Clues (11.3) were given when students did not follow
instructions given (See Extract 16, 26, 124, 127) or in
other cases when teachers deemed its provision necessary
and helpful to adjust students' utterances. However, its
success seems to depend on the”kind of information it contains,
Simple assertions like 'there is something wrong' =~ 3

do not seem helpful.

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

given focus on grammar,



4.2.3.7 Other Categories

The remaining categories (category 12-15) were used

in 42 instances. v

Teachers used category 14 (verification) to assure
understanding of corréction by students. A new elicitation
was frequently noted. This category was specially used after
pronuncietion errors by students (See Extract 11, 77, 79).
Teachers corrected pronunciation errors rather than asking

other students to supply the correct model.

In only 15 instances teachers theamselves provided correct
answers (or used category 15) for questions students were not
able to answer. This was actually done by five teachers.

The figure for this category may be a clear indication of
the fact that teachers prefer to go on looking for answers

from the students themselves than providing it.

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

The main immediste measurément of effectiveness of any type



of corrective reaction would be a frequeney count of the
student's correct responses following each type (Chaudron
1977) . ‘This was computed ss follows:

Number of Successes
Number of Occurrence

Success Ratio =

It must, however, be noted that since students' discovery
of correct answers cannot only be attributed to the’kind of
category used, the computation in Table 4 basically serves
to establish sn“associetive 1link between the kind of category
used and its success in eliciting correct responses. (Op.Cit)

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

wae made for 9 categories,
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Table 4, Success Ratio of the Most Frequently Used
Claess II Gategoriel

= “Success

Categories Identified 4 Occurrence # Successes Ratio(inﬁ)_
Question 3 (10.3) ‘ 19 12 €3.1
Clue (11.3) 18 5 27.8
Repeat (9.1) 23 5 2147
Prompt (11.2) 30 6 20
Explenation (11.1) 17 2 1.8
Interruption (6) 51 5 9.8
Simple Reproof Denial

(8.1) » 31 3 9.7
Nonverbal Rejection 26 2 TeT
Transfer 16 1 6525

The figures in Table 4 are suggestive of a positive

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

the needed responses from the students,

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

—of clue and explanation (Rf. The diseussion under 3.2.3.5).

Next to Question 3 (10.3), the use ;f elue has provided
students with a better chance of offering correct responses,
The success of clues, as noted earlier, obviously depends
on the kind of information they contain. For instance, clues
such a8 'you mispronounced this word’ (Extiact 14) may not
help the'student to get the answer righ‘t. Clues offered when
students are not observing directions are effective in setting
students on the right trace (See Xtract 26, 124, etec.).

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

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



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

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

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

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

This seems true of transfer also.

4.2.4, Teacher Feedback Behaviour in Class III Categories

The frequmcy of teachers®' feedback behaviour in two
of class III categories was cémputed. The result is given

hereunder,



Table 5. Teachers' Feedback Behaviour in Cless III Categories

:

i s

1 2 T3 4 s T6 7 Tg

Total

Category Freq Per Freq Per Freq Per Freq Per Freq Per Freq Per Freq Per Ferq Per
Number : 4 : :

16.1 - - 1 100 - - - - = e = - 1
Total - - 3 375 = = - - 2 25 e - 1 125 2 25 8




This class contains only two categories one of which
indicates the undecided meture of teachers while they offer
feedback (16.1). From a single occurence of this category
it could be seid that teachers prefer to indicate the
corrgctness or incorrectness of students by using either

r. Class I or Class II Categories.

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

types.

4.2,5.. . Computed Mean and Standard Deviation for Class I

end Class II Categories

Computations of Mean (X) and 8tandard deviation (S)
were made to see how many times on average teachers used
each of the categories identified in Class I and II; and to
see the difference 2mong the teachers in using these categories,

The results are given in the subsequent two tables.

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

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

e e AT e e



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

praise confirmation (category 1.1) the range is 43,

Table 6. Meen and Standerd Deviation Computed
for Class I Categofies

Category No. Mean SD
1.7, 17.4 11.9
1.2, 2.5 3.76
1.3, 0.5 0.75
1.4, - -
1.5. 20,2 21.7
146, 2.5 2.2
2.1, 7.5 T.5
2.24 3.4 6
2.3, 0.12 0.13
3.4. 0.12 0.3
3.2. - =
3.1. 3.5 D 4.6
4.2, 0.5 0.83
5 b 0.12 0.3

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

repetition (1.5) seventeen and twenty-nine times respectively.
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Positive explanation (1.6) was used by six teachers and on
average sample teachers used it 2.5 times, Response develop-
ment solicitation without clues (2.2), and several answers
soliéitation without clues (4.1) have a mean frequency of

3¢4 and 3.5 respectively. These categories were used by
five teachers. Elaborate praise (1.2) has a mean frequency
of 2.5, The other categories which have a mean frequency
below 1 (Eleborate confirmetion and several answers
solicitation with clues) were used only by two teachers; and
a single teacher used response development stetement (2.3)

and response improvement solicitation without clues (3.1)

The standard deviation computed in general indicates
that teachers do not vary emong themselves in the use of
response development statement (2.3), response improvement
- solicitation without clues (3.1), lesson Progression (5),
elaborate confirmation (1.3), several answers solicitation
with clues (4.2) and positive explanation (1.6). A
significent difference among teachers was seen in the use
of positive repetition (1.5) end simple praise confirmation
(1.1)e With regard to these categories teachers bear
resemblance with each other only in thet they ell used thenm,

From the 14 categories identified for Class I, it was
possible to observe that teachers reacted most frequently
by using simple praise confirmation (1.1), positive
repetition (1.5), positive explanation (1.6), response

development soliciation with elues (2.,2) and several answers
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solicitetion without clues (4.1). Among these eategorieé

a great similarity is seen between teachers in the use of
positive explanation (1.6). Next to this category come
several answers solicitation without clues (4.1) and response

development solicitation with clues (2.2).

Similar computations were alsoc made for class II

categories. The results are indicated in the table below.

Table 7. Mean and Standerd Deviation Computed for
Class 1II Categories,

Name of Category Nonber - M oSl ction
Interrupt 6 6.4 9.3
Accept 7 «37 «62
Simple Reproof denial 8.1 3.9 3.8
Elaborate reproof 8.2 0.62 0.7
Elaborate denial 8.3 - -
Non-verbal rejection 8.4 3.2 6
Repeat 9.1 2.9 4.7
Repetition with NO CHANGE 9.2 037 0.6
Repetition with NO CHANGE : :
except in EMPHASIS 9.3 0.62 0.9
Repetition with CHANGE 9.4 0.5 0.59
Repetition with CHANGE and |
EMPHASIS 9.5 1e5 1.2
Loop 9.6 5 4.5
Original Question 10.1 0.62 0.7
Altered question 10.2 0.37 0.6
Question 3 10.3 2.4 2.9
Explanstion 11.1 2.1 2.1
Prompt 11¢2 3.7 2.3
Clue 1103 262 2.5
Transfer 12 2 2.3
Return 13 - -
Verification 14 1.4 0.49

Provide 15 1 02 1 022




No computation was mede for category 8.3 and 13
since they were not used by any one of the eight sample
teachers, Teachers showed no deivation in avoiding both of

these categories while they handled in correct utterances,

Most of the sample teachers preferred to offer negative
feedback by frequently using category6,9.6, 11.2, Xff-»—".?;’ 84
.. and 91, Among these categories teachers showed strong
similerity in the use of category 14, 15, and 11.2.
Although they are used by @ limited number of teachers the
sample téachers are also much alike in the use of category
9.3, 9.2, 10.2, 7, 8.2, 10,1 and 9.3. We do not see much
agreement among teachers in the use of category 6, 8.4,
9.1, 9.6, 8.1, 10.3 and 11.3, These categories are
idlesyncratic to teachers and perhaps signs of different
styles and methods.

4,3, Presentation and Discussion of Descrégtive Data

In this section an attempt is made to correlate the
results from the eight classes and peint out some general

trends that the observation data suggest.

The whole procedure of feedback provision or the most
common triad cycle in teachers' talk - Question - Answer -
Comment -~ was done in an environment which teachers strictly
defined., Almost all of the questions or eliecitations were
made from the Grede 11 ENE text book. Answers to questions
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related to grammar were expected to confer with the rules-
specified in the book or with those specified by the teacher.
c¢onformity or failure in observing these rules provided
teachers with the grounds for accepting or rejecting responses,
Even when students were asked the meanings of words they

were expected to keep to dictionary definitions or definitions
given in the textbook. There were only a few instances in
which students were esked to contribute their own comments,
ideas, etc. in the progression of lessons observed. However,
most of the time they were only in the class to give responses

to whatever the teacher asked.

In eddition to this general observation, specific
discussions relating to class I and class II categories: .

are made hereunder,

4.3.1. Class I Categories

When teachers react to students' correct responses
certain kinds of Claess I categories occur comparstively
frequently in claessrooms and that other kinds are very much

less common,

Teachers preferred to use category 1.1 and 1.5 more
often thaen others when they wanted to confirm the sccuraey
of students  communication., Although not pointed out in
the numerical tables, these two categories were repeatedly

used together, The following exchange is a typHeal example
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of the data collected.

T, What's the meaning of doctrine ?

S. Beliefs and teachings of a political party

T. Yeah, beliefs and teachings of a politicel party
(Extract 58)

Category 1.1,is rarely coded occuring alone although
this is not always the case for category 1.5. This
combination is common for the other categories ilao.
Categories in cless I generally are used in combination

more than we see for class II categories

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

Teachers' preferences for category 1.1 and 1.5; and,
next to these, for 2.1 and 4.1 may partly be the result of
their being easy to manipulate. Categories which specially
involve clues (2,2 & 4.2) seem more demanding., It has been
possible to observe that teachers do not want to.develop
students' positive statement except that of confirming its
correetnéss. They develop students® positive statements

usually when this is required by the textbook. Teachers
have also shown preference in using categories like 2.1 and
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4.1 which involve no clues than categories which incorporate

the feature of clue.

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

of long sentences.

Apart from individual differences the nature of the
lesson and the time the teacher uses may go towards
accounting for the varietion exhibited among teachers in
the use of the different feedback types. T, and 24 who only
used 20-25 minutes of the nor@al class-time have a total
of 33 and 20 occurrences of class I categories in their
reactions respectively - small figdres compared to the other

teachers.

The only teacher who used only 3 categories (this
teacher has been observed consistently using the leest number
of feedback types identified for the study) is Tye He was
conducting a reading lesson and followed a procedure of
asking students to read sloud, followed by the teacher's
reading eloud the same text and expleining the gist of'the
various parsgraphs and the mesnings of words in the pessage.
The teacher himself frequently offered explanations to the
meanings of words rather than elieiting responses from
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students., This strategy left no room for asking studentis
questions end for further observation by the researcher of

the teacher's reaction.

#

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

responses were noted than incorrect ones,

4.3.2, Class II Categories

Since most lessons were teaching gremmar patterns or
vocabulsry and meaning, there was little or no tolerance
of errors, Tolerance of grammatical errors was only observed
in the case of T5 and Tg in two or three instences When
they were reacting to responses after asking students to
construet sentences based on words given., The long chains
of elicitation and reelicitations in the course of the lessons
were made to correct simple grammatical errors which were
not relevant to understanding between the teacher and the
learner, Teachers' assistaence was not in genereal geared
toward enabling thé students to express content within
'specified limits but towards accurscy of response (See
Extract 24, 28, 34, 126, etec.)

After errors of pronunciation, short repetition cycles

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

required to repest correct models sfter the teacher.

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

gave correct answers, Extract 34 provides s typical exemple.

At times teachers begin to give corrections on individusl
words and immediately go on correcting the full utterance
thus confusing students as to what teachers expect them to
do (See Extraet 111).

Concurrent with the trends seen in Fanselow's findings
(Op.Cits 587-8),many cyeles in the sample classes contained
instances of repeated errors dvue in part, perhaps, to the
fact that the teachers often did not indicate either that
an error had occurred or where it had occurred. Exchanges

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



CHAPIER FIVE
CONCLUSIONS AND RECOMMENDATIONS

This paper has sttempted to address the significance

of feedback provision in languege claessrooms,

True, the most common type of communication in the
clessroom involves a teacher's elicitation and a student's
response which is followed by the reaction of the teacher
(Bellack 1969; Sinclair snd Couthard 1977). As attested by
Bellack (1969) "if this sequence does indeed define a genseal
pattern of clessroom discourse, it would seem to be important
to investigete this sequence of moves in greater detail®

the current research was conducted in this spirit.

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

sample teachers,

5.1« Conclusions

We have touched on three questions that h8ld significant
factors for achieving the main purpose of the study. These

#weres



(2) How much of the class-time is spent on the
provision of feedback 7

(b) What types of feedback do teachers use ?

(e) Does there exist a reguler pettern in the reactions

of teachers ?

From the analyses and observations made besed on the afore-
meéntioned questions, it was possible to arrive at the

following conslusions.

5¢«1¢1s The current research has, among other things,
clearly shown that teachers spend a great deal of the c¢class-
time for the provision of feedback. It has been found out
that 29.2% of the cless time (or almost 12.4 minutes) is
spent for this: purpose. Although teachers spend a gieat
proportion of the class-time for the provision of feedback
their strategies Ao not seem successful. Teachers do net
encoursge students to expand on their replies. Sometimes
teachers distort the contribution of students in their demand
to fit students® responses to teachers! frame of reference.
Most of teacheré' treatments fail to sérve as a means of

clarifying meanings and increasing understanding.

5ele2e The results: of this research indicate that
teachexra' feedback behaviour is a rigid behaviour. 1In both
classes 1 and class II categories a limited number of feedback

types oscur comparetively more frequenily than others.
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These are simple praise confirmation (1.1), positive
repetition (1.5), response development solieitation without
clues (2.,1) and several answers solicitation without cluea
(4.1) from olass I; and interrupt (6), simple reproof
denial (8.1), Loop (9.6), Prompt (11.2) and non-verbal
rejection from class II categorieé. This does not necessarily
mean that teachers showed egreement between themselves in
the use of these categories. From the standard deviation
computed it was: possible to note that teachers showed much
agreement between themselves in the use of positive
explanation (1.6), several answers solieitation without
clues (4.1) _and response development solicitation with
clues(2.2) in class I; and repetition with no change except
in emphasis: (9.3), repetition with no change (9.2), altered
question (10.2), accept (7) and elaborate reproof (8.2) in
class II categories (See Table 2, 3, 6 and 7)s

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

‘explanation has a better chance in elieciting correct

answers not only when these categories are used alone but
also when they are used together and when they supplement
other categories like repeat (9.1), prompt and transfer,



5¢1¢4. Teachers #trictly defined the environment in
which students should operate. They also preferred to put
stringent demands on grammatical accuracy and pronunciation.
As a result of this practice long chains of elieitation amd
reelicitation in the course of the lessons were noted which
viere no% relevant to understanding between teachers and
students, This clearly indicates that teachers are most
interested in the form of the languege than in what students

say.

5¢1e5. Teachers provided feedback by using verbal and
non-verbal signals, Non-verbal signals usually accompanied
other categories in both classes. In class II, however, they
were primarily used to indicate to the student that his:
utterances are not correet. However, this strategy is not
effective in eliciting correct response. It has one of the

least success-ratio_ cemputed (see Table 4).

5.1¢6« Most of the semple teachers waited for students
to finish their utterances before beginning to provide feed-
back. This seems an encouraging practice compared with other
findings which 4indicated that teachers frequently cut-off
student responses before completion when they thought that
the responses are incorrect (Holley and King 1971; Chaudron
1977).

5.1.7. Students generally receive little or no help

from teachers in their aettempt to provide cecorreet utterances.



Teachers spend most of the class-time due to this strategy.

In this regard the current finding does not concur with

the findings of Fanselow (1977), Chaudron (1977) and Holley
and King (1971) who reporfed that providing correct answers
was the most popular treatment in their data. The stirategy
used by the sample teachers is what McHoul (1990) calls:
"the strategy of indicating unacceptabie student answers
without providing direct corrections as such.™ The practice
of the sample teachers resembles what Hicks (1983:245) has

found out about Tanzanian teachers:

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

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

afe easy to manipulate.

5.1.8. The results of the . - resmearch further revealed
that teachers' feedback behaviour is complex behaviour.
Teachers feedback behaviour is related to teacheys' preference,
the time evailable, the type of lesson in progression, the

type of students' responses etec.
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5.2. Recommendations:

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

recommendations sre made.

5¢2.1¢ One general suggestion that could be made is
that teachers need to avoid using a narrow range of feedhgck
types and sre rather esdvised to use a wide vartety of options

available to then.

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

5¢2¢3s Although the provision of feedback takes up a
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gizeable proportion of the class~time the kinds of class II
categories - . do not seem effective in eliciting correct
responses. Hence teachers need to reflect on their bhh;viour
so as to maké some adjustments. Together with the need for
using a wide variety of feedbasck types, teachers need to maKe
suffieient use of feedbaek types like clue, explanation,

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

to discover the correct answers for themselves.

5.2.5. Students eould be made to actively participate
in the procedure of feedback provision., Rather then to
simply attempt to respond, students could be encoureged to
ask questions after any task or question they do not

understand,

5.2.6, The implications of research works which
concentrate on teacher-tézjk should be given important place
and their utilization should be sought by teacher training
institutes which aim at inoreasing the effectiveness of
teachers., In this regard this researéh suggesta that a
systematic approach to feedback provision would be more

effective then random feedback provision.

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

explore not to conclude."
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Extracts From the Classroom Talk of T,

Categoriss

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

I couldn't buy)



I,
: Se
9.6 T.

Se
1.5/1,1 T,

I,

. S8
1«3 2o

T.

Se
9.3/11.1/1.5 <.

I.
SS.
l.5 T,

T.
SSe
T.

I.

: Se
11.2 T.
Se
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Extract 5 |

What's the result of the car being expensive ?
Yes ?

XX

Yes 7

He can't buy it.

He can't buy it, righte.

Extract 6 ‘ - |
I ought to write to him, What is the modal
auxiliaxry ?
Ought
Oughte

Extract 7

Can anyons tell me what they are ? What are the
two types of infinitives % .

Infinitives and non-infinitives,

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

full infinitives and bare infinitives,

thract_B -
I had better goe What kind of infinitive it is ¢
Bare.
It's bere infinitlve. An infinitive without to,
A Extract 9
eee What does it rafer to
Futureo .
It refers to the future, an okligation to be

performed in the future,

Extract 10 _
Instead of 'ought' who can use 'should' ¢..
instead of *ought!

I should to write to him,
I should ?
I should to write to him.



8;l/ll./ll;3/10;3

1.5

7/9.5/14

1.2/2.1

1.5/2.2

9.1

8¢2/11.1/941

1.2

2.1

T.

S.
T.
T.

Se

So
T.
Se
I.

T.

I.

Se

T.
Se
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No. We have said that the only modal '
auxiliaries followed by the full infinitives,
that is by *'to' plus 'verb phrase' are
*ought', 'have', and 'used', The rest of
the auxiliaries must be followed by the ine
finitive without Wo's S0 can you improve
your answer ? I should ...

Write
Write

Extract 11

Who can answer the first one ? You'll read
the question and you'll answer the question.
Yes, please, Speak loudly.

We develop (Pron:dive/e2P ) new products
everydayg.

Yaah, develop (Pron:d/'ve/lsp) Listen and
repeat,

Develop .
Very good, Yeah the answer, .
We should develop new products everyday.

New products. You are supposed to use both
*should® and ‘ought to ' So, answer the
same question using ‘ought to!

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

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

We ought ... we ought to develop new products
evary day

Very goode.

Extract 12

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

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

You answer

They should apply Mathematics in different
activities, They ought to apply Mathematics
in different activitiaes,



1e1e

9.1

8.2/9.5/2.1

1

1

T l/2at

9.5

1.1

13

1¢3

15

T.

Te

Se

Te
Se

T.

Se

T.
SS.
T.

T.

S

T.
Se

T.
S.
Te
Se.
T.
Se
T.

T.
SS.
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Good.
Extract 13

Who can try number three ? You need the
question,

You use an electric (Pron: electrik )
pump to raises the water,

Again

You use an electrical (Pron: eliktrikal )
punp to rise the water,

Do not read what's not writtgn. It is not
electric (Pron: eliktrik) It's electrie
(I'letrik). Alright, you answer the question

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

To raise
Raise
Raise, Raise means take off

Extract 14

Who can txry number two ? Yes, you reaé& the
question and answer the question yourself.

Yon use an electric pump to reise the water
We should use an electrie pump to raise the
water,

The question has already been answered.

The next question.

Don't (x3) retreat. You resist the enenmy.
Don't resist you should resist the enemy.
Don't xetreat you ought to reist the enemy.

You mispronounced this word

(Pron: 1ritait)

Retreat

Retreat

Good., Now, have you answered the questioms?
Don't retreat you should resist the enemy
0h, no.

Extract 15
What is the short form of cennot ?
Can't



1:5/4.2 1,
SS.
1l.1/2.3 T,
S.

1.1/1.5 T,
P,

S.

1.2 o,
S

11.2 T,
8.
8.1/11.2 7%,
S.

11.1/11,3/11.2 7,

Se
1.2 T,

Se

Se
1.2 T,
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Can't, By the same t@ken you can contract
this

Oughtn't

Oughtn't, can you think of the negative interr-
ogative form ? Yes,please,

Oughtn't I
Yeah, Ought I not, This is the full form

Extract 16

Now, let's go back to that question

Don't retreat you shouldn't resist the enemy.
Don't retxesat

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

- resist the enemy

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

Don't retreat. You should ... You shouldn't
resist the enemy. :

Aha, you make it negative. Fake it positive ...
Don*t retreat you should :

Resist the enemy.

And with 'ought to?

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

Resist the enemy

Excellent,
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Appendix II

Extracts From the Classroom Talk of T,

Categories Text
Identified
Extract 17
Te Apartheid ... Do you know the meaning ? e.e.
8. X '
9.6 T, ek ?
S. Discrimination
1.1/1,5 ?, Ok, now, it's a discrimination among the
- whites and the non-white people.
Extract 18

Pe A ferenji (tr: a white person) woman and an

- EBthiopian or a blackman they marry each other,
The son or the child between them is not either
ferenji or a black person, ok ? He is a
person of mixed Blood (x2) ... How do we call
it in Amharic this person 7 ILulseged

Se 2% (tr: mixed) '

1.5/4.1 T, 2% and ? '

Se %94 (tr: hybrid)

8.2 P, A7 LLPAA (teacher curses the student)
Bxtract 19

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

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

Bxgract 20

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

S Freedom ‘

9.6 To eh '
S. Freedom,
1.5/ 1.l T, PFreedom, yes.



To
S.
10,3 T.
Se
1.5 2.

n
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‘Bxtract 21

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

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

Collection
Gathering, collect ing , meeti (x3) - There
will be meet (x2) m—e=e=t=i-n-g.

gathering t's also possible,
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Appendix III

Extracts From the Classroom Talk of T3

Categories Pext
Identified
Extract 22
Te We can say the same ..¢ 8R s.s the same mean=
ing in how many different ways ?
S. Four '
1.5/1.1 T. In four, alright.
Extract 23
P, Are we showing the difference khetween two
things ¢
S. No '
1.5/1.1/2.1 T, No, yes. We are doing what ?
S. We are doing the same thing
1l.2 T, We are showing 7
S. The same meaning,
8.1/10.3 T. No. They have the same meaning, but when we
are comparing the two things, are we saying
that one is better and the other one is less ?
Yes, please, Yas
S« No.
9.6 T, Yes ?
Se No
1.1/1.5/2.1 T, Yes, no, What are the same ?
Se They are not the same
3.1 T With ?
S White
l.1 T. Yes,
Extract 24
Te What do we mean by sincere ?
S« Honest
1.1/1.5/4,1 P, Yas, honest. And not only honest, but

Se

Having a straight manner,



1.5/1.1/4.2 T

Se
9.6 T,

Se

9¢2/40.3 T
Se

12 T,

S.

8.1/11. T.
-

9.6 T,

-
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Straight manner, alrightes A person who
Bkear (Pron: bir)

eh ? '

bear (Pron: bir)

beer ? What's beer ?

B~8=3g3=r

Yes ¢

Sincere

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

Obey
eh
oksy

1.5/1.1/T.0bey, alright, So, sincere means honest ecee €R oes
2.1

one who never tell ... t8ll what ? eh eee ON8 who

1,1/1.5/2.1 2.

Se
1.5/2.1 7.
Se
l1.1/1.5 T.

T,

Se
11.3 7.
Se

never tell
Se ILie
1.5/2.1 T, A lie, What is the spelling of lie 7
Se L=4i-e
- le5/141 T L -4i=- e, yes., And one who never cheats we
call him he is sincers,
Extract 25

Te Now, out of these persons. Who is sincere ?
Or more sincere, Yes, .

S. Martha is more sincere

Yes, Martha is more sincere than Senayit. Now
we Rave used which one ¢

More

eh ? More, adjective, sincere, eh
Than

Yes, than,

Extract 26

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

Senayit is more sincere than Marthae
No we shouldn't repeat
Senayit is less sincere than Martha,
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1.1/1.5 T. Yes, Senayit is less sincere than Martha,

Se ©Senayit is not as sincere as Martha ... Senayit
is not as aincere as Martha

1.1/1.5/2.2 T. Yes, Senayit is not (2) as sincere as Martha,
Now, let's give Them the same kind of eeo 6h cee
ability here., 6h cee (tr: ok)
S. Senayit is so sincere as Martha
1.1/3.1 T, Yes. Or
Se Senayit is as sincere as Martha,
1.5/1.1 8¢ Senayit is as sincere as Martha, alright.

Extract 27

T. Now, let's take question number four (12)
English is not so hard as Wabhs ...

Se Maths is harder than English

i.l/2.2 T Eh, yes. ‘Now there is a change in compamison
here, What is the difference we made hsers ?
Yes, please

Se. Not use more
l.1/2,1 T, Yes, Why ?
S. Bacause hard is one syllable

1.5/1¢1/1.6/2.1 T, One syllable, ¥es., With one syllable words
instead of more or less we add what ? fer' and
in the superlative degree ? ' - -

S. @ = S = t =

1.5/1.1/2.,1 T, We add e = 8 = t , alright, But after it we
have what ?

SS. Than

1.5/1. /4,2 T, Than, alright. Maths is harder than English,
alright ? Now we are going to have England.
6h cee ‘h?{- (tr: Ok.)

S. BEnglish is less harder than Maths
1ll.2 T, English is less ?

S. Harder than Maths
1l.2 T, Is less ?

S. English is less hard than Maths

1.1/1.5/11.1 T, Yes, English is less hard. Not ... you don't
say harder, »
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10.3

11.2

8.2
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9.6
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Se
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Se
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Se
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I,
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Extract 28

Let us say that they are both hard (2). Yes,
pleass

English is (2) not so hard as Maths
Bnglish is
English is so hard as Maths

Well, Yes, yoursentence is correct, but what
I said was what ? ... I8t us aay that both are
&he same ... They are equally hard

English is not as hard as Maths
English is
not as hard as Maths

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

English is as hard as Maths

Yes, English is as hard as Maths or ?
Maths is so hard as English

Yes, Maths is so hard as English

Extract 29

Before we discuss tell me the answer you gave
Beliefs and teachings of a political party

Yes, doctrine is the belief and teaaching of a
Political Party ... What do you understiand when
we say the beliefs and teachings of a Political
Party ?

It's a Political principle that a political
party XX

I couldn't hear

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

Alright, Can we give examples as how a polit-
ical party uses the doctrine %

XX
eh ?
Propaganda

And what's that Propaganda ? You have to
elaborate what it means goffers the answer by
giving extended examples _



=
| SS.
1.1/1.5 T.

T.
. S.
l./1.5 T.

I.
: Se
105/202 TO

Se

Se
15 T.

z.

, Se
9.6 2,
S.
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Extract 30

Do you think these farmers will support this
party ?

Yes
Yes, Will support the party

Extract 31
What's policy 7 (x2) Yes
A plan of action made in a political party

Yes, a plan of action formulated and issued
by zwrites on BB) a plan of action formulated
meaning has formula (x2) and issued, given by
a political panty.

Extract 32

And the farmers are going to be given what ?
Land

They are going to0 be given land where thsy
can prodacé eh ,., what ever they like., To
do this ... to produce, eh, whatevery they
like. To do this (x2) to give them the land
has to come from where % (x2)

The land has to come from the government

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

It must be expropriated from the bourgeousds

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

Extract 33

Alright, So, shall we go to the third onse %
eee First let's see your example ... your
answer, Yes, please

XX
No, I didn't hear
Antagonistic attitudes between different races

Attitudes between (finishes the sentence by
writing on BB)



T
. S
1e1/1.5/2¢1 T

sy
1.5/2.1 T.

S5
1:5/2.1 =T

| Se
4.5/2:.2 1.

. Se
Be.1/1151/10,2/11.3 T

Se
8.1/11.1/11,2 T,

Se
le52.2 T,
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l.5/4.1 7T,

Se
l.5/4.1 T,

Se
16.1 T.

, Sl
1.5/1.,1/4.1 T.
Se
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Extract 34

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

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

Race.

Racés, R = a - ¢ — @, Race., So, when we say
racial, it means of what ? It means of

Race 1

A race, What's race ? Yes

Mankind : . : :

Em ..o Mankind, Well, mankind is a race, of

course, But let's narrow it, let's bring it
very XX

Competition between two groups

Em ... It is not a com ::: What we are saying
is ... w8 have not discussed racial, Now, what
do we mean by race ? Now, for instance, such

"kind of people are this race ? Alright ? How

do you group people as in a race or put them in
a race ? ‘

XX

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

People who have different origin,

They have different origin, Now the difference
in origin can be put together with some
characteristics, alright ? What are the
characteristics we have to put ? Eh ... in
order to differentiate one race from the other
see 1 (tr: O.ko)

Culture and language

Culture ;., language and they have the same
language, they share the same culture and also

Colorxr

Well, color. Well, most of the time, yes.
And there is another thing also

The attitude of different people

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

Religion.
Religion, yes. And there is one more
State of development
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9.6 T, Yes ?
S. State of development

1.5/4.1 T. State of development also, There is one more
important thing

S. Society. :
105/101 P. Society, alright. Eh
Se Culture

11,1 T, Well we have already said culture
Se Their type. ,
12 To %A (trs o.k.) Yes,
: S. Sex
1l1.2 T, Now there 1g‘one thing is their geographical ...

Se Situation

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

S, XX
9.6 T, Eh 7
Se 'mAPLgugoo (trs running contest)

8.1/11,140.1 P. No. That is .., racing is #HAPEGILI° (trs
running contest ) But we are not talking
about this one. Race in Amharic is

S. HE (tr: race)
8.1 T, Not ' HG ' But yes
S« XX ... _
Is To Em ese W8ll it could bﬂ, but ‘)'Du" (tr:
tribe ) is much better,
_ Extract 35
®, So let's take two people here, two races, Yss
S. XX

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

1.5/141/2.2 T. The Gurages and the Oromos, right. But, eh,
alright, let's take them, alright ? But they
are most of the time they live peacefully.
But why not take two races that are most of
the time at war in our country, If you go to
Harrar, there are some races that are always
eeo 68h 33

: S. Isas
9,6 T, Yes ?
S, Isas
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The Isas and the ¢
The Afars.
The Afars, alrlght.

thract 36

So antagonistic is what ?
Conflict

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

Apartheid . - o7
Eh ? Apartheid is n :::

Extract 31__
What's apartheid ... Is apartheid a doctrine
or a policy ?
Policy
Is it a policy 7
Doctrine

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

Racial segregations
Eh 7
Racial segregation

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

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

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

Extract 38

The non - whites should show

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



1. 5/202 T.

Se
15/14 1.
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From one area to another, If $hay do, what
do they have to show ? A pass ...

They have to show a

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

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

Pass book
You{ll

You

Bxtract 39

So this is what ?
Policye. 4

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

Policy
It is policy (x2)

Extract 40

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

South Africa

It is South Africa. Does this mean that
there is no discrimination in any other
country ?

No

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

No, we don't,

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

Racial discrimination

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

Others ] _
The other people, alright,

eee There

have to show the passbook to the polic,
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Extract 41

What's the meaning of domination 7

To control - . :

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

ling but

Ha&ving force

Having force on (2) on yourself or is it on

somgkody ?

On somebody

On somebody

To impose somebody

To impose

Somebody. ‘ -

Somebody. Now, what's imposition ?

Forcing others to do something.

Yes, imposition means forcing others to do

something unwillingly. When we are forced to

do something we don't like there is imposition.
Extract 42

Now let's come back to here, Domination, yes ?

An Authority |

Eh ... domination, well, there is some kind

of authority

Being powerful

And ? Not only being powerful but

XX

Yes, Now, yes.
Extract 43

Which one is more in number ?

The non-whites

The non-whites are more in number than the

whites, And who is sontrolling the country ¢?

The whites.

The whites, And who is powerful ?

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

The whites have got more weapons than the
non-whites

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

Being dominated

Yes, they are keing dominated. And who is
dominating 7

The white.
The white,
Bxtract 44
The fifth one., Is it migrant or immigrant 7

Migrant . \

Yes, alright, Migrant, Yes ?

To mowe from one place to another.

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

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

Ons who moves from ons place to another

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

Adjective
It is an adjective

Extract 45

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

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

Extract 46

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

They are not allowed to move from ons place
to another



Xed/1e5

T.

I,

-Se
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Yes, they are not allowed to move from one
place to another,

Extract 57

After they are engaged are they allowed to
come kack and live with their family ?

They are forbidden

1.5/2.1T.They are forkidden to come back to their place.

1.5/2.1

2.1

1.1/1.5

Se
I,

Se

‘T,

Se
T.

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

For a fixed day

For a fixed day ... S0 are these people truly
migrants ?

No, they are not

Wy ?

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

Extracts From the Classroom Talk of T4

Categories Taxt
Identified
Extract 48
P, Number 1, Why did the old bus breakdown on
‘ the hill ? o
Se. The 0ld bus break down on the hill since the
roads was. up and down
103 T Is this ... Is the question in present tense
or in past tense ?
SS. Past tense
1l.3 T, The answer must be given in past tense
Se. Sincs the road was worn out the old bus broke
down on the hill
93 T. Broken ? Any other ?
Se Since the road was worn out the old bus broken
down on the hill
9.1 T, Again, please
S. BSince the road was worn out the o0ld bus broksn
down on the hill
12 T, Sisay
Se Since the road worked for a long time break
down on the hill
8.4 T, (Silence) yes
Se Since the road was up and down the old bus
break down on the hill
10.3 T. Break or broke ?
SS. Broks
14 T. Since the road was up and down the old bus
SS. Broke down

1.5/1.1/2:2 %,

Se

9.3 T.
906

Broke down, Yes, that's better,¥he o0ld bus
broke down since the road was up and down.

You can bring the adverbial clsuse a% the
beginning of the sentence.who can bring ? Yes ?

Since the road was up and down, the o0ld bus
break down

Break down 7
Broke down
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Se
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Se

8.1 T,
Se
8.4 T,
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S.
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S

9.6 T,

S.

1.5/4.1 o,
. s.
11,2 T,

<

11.2 T
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Broke down, yes, Where should I put the
comma, ? '

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

Extract 49

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

Prasent tense.

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

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

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

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

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

Since she is married Sj/ﬁ
’ ges.

Mantwab (2) was

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

Extract 50

Why did you fesl dizzy ? Why ? Yes ?

I felt dizzy since I was sick

I felt (2) dizzy since

I was sick : .

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

Since ? .

Since (x2) I were live in Gondar, I felt dizzy
Since ?
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1.5/1.1/4.1
11,2

8.4

12

8.4

9.6

1.5

Se
Te
Se
Te

I.
Se

T.
S.

T.
Se

T.
Se
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Se
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Se
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Se
T.
Se
T.
Se
T‘
Se
T.

Se

T.

=119= W

I were live in Gondar
(Silence)
You did feel dizzy since-

//No.l' felt dizzy
Since the weather was bg.d (x2)e I felt dizzy
since I didn't take cof I felt dizzy since
I ate much. So many reasons.

Bxtract 51
The next one, why did the crew members revolt
against their captain ?
The crew members revolted against their cap eee
captain since he was very bad leader,
Since he was very bad, yes. Any other ?
The crew members revolt against sinece (x2)
their (x2) leader was bad
The crew members
The crew (x2) members revolt since their
leader was bad
(Silence) Eh, yes.
XX
Yes
The crew members revolted against ,
/ yes, revolted,

The crew members revolted against?
Thus captains since th37

: Thus captains ?
Th
l71‘}13:11' or thus ?

Their captain since the ship was XX
(Silence) Yes ?

The crew members revolted

Please read your answer loudly, please

The crew (Pron: Ky : w ) members revolted/

The
crew

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

The crew members revolted agddmst their captain
since he was bad person.



1l.2

8.4

12

8.1

%.4

12

8.1/15

12

12

11,2

12

T.
S.
T.
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Se
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Extract 52

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

Since she was fred to work (x2) she insisted on
playing the piano.

(Silence) yes ?

She insisted on playing the piano since the XX
Anyother ¢ :

She insisted on playing the piano since XX

No

Since 4 .
i

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

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

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

‘pianoe

(Fominates another student)

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

Extract 53

Why can't they help us tomorrow ? Why ?

They can't help us tomorrow since they were busy

(Nominates)

Since they (x2) went to/
since

They went to

Nigussu, First stand properly. Since

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

Since

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

Em :s:(nomination)
They help us tomorrow since

// They help us ¢
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1.5/1.1

T.
Se

T.
Se
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very sick, I want to see a doctor. The
present tense,

Extract 56
Why did they postpone the picnic ? Why ?
They postponed the picnic (Pron: Pl:s )

since there waj%y
BEh ¢ What ? Picnic ?

Has postponed (x2)//
//;hﬂ picnic

The picnic since cannoﬁ//

Cannot ? ...ABm 283

They posponed the..picnic since they XX break-
fast = .

They postponed (completes the answer on 3BB)

Extract 57

Why did the students laugh ?

Since the teacher was laughing the students
laugh

Since the teacher was laughing the students,
lavgh. Any other reason ?

Since the teacher told them a story the
students laughed

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

~
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Appendix V

Extrects from tke Classfoom Talk of g

Categories Text
Jdentified
Extract 58
T, What's the meaning of doctrine ?
Se Beliefs and teachings of a political party
1.1/1.5 Te Yeah, beliefs and teachings of a political
party ,
Extract
Te What's policy
Se Plan of action formulated and issued by a
. political party
1,1/1.5 T, ¥Yes, policy we mean plan of action formulated
and issued by a political party.
Bxtract 60
Te Racial means what 7
S. Antagonise
l.1/1.5 T, Yes, racial means antagonistic attitude Whetween
different races,
Bxtract 61
P. Number four, domination
Se Dominating or being dominated
1.1/1.5 T. Yes, domination means dominating or being
dominated
BExtract 62
Te Number five, migrant means
: S One who moves from one place to another,
1.1/1,5 ®. Yes, migrant means {x3) one who moves from
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one place to another

Extract 63

What's antagonistic mean ¢
Enemy

Antagonistic 7

Enemy .

Enemy, ok, Antagonistice When we say
antagonistic idea, what does that mean ?
Antagonistic idea, yes

To be against-
To be against, right,.

Extract 64

How do you use the wor& impose in a sentence ?
Imposed, yes

Good leaders impose their interosts upon the
people ¢icple

Right, What else ¢

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

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

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

Alright, imposed upon me, possible, Yes ?
Europeans impe$@ African people XX

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

Extract 65

What's the meaning of to safeguard, Yes
Protection

Protection or yes ?

Defend

Defend. How do you use it #n a sentence ¢

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

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

World people to safeguard from AIDS

World péople should be agitated to safeguard
themselves and their children from AIDS, yes ?

We have to safeguard our country from enemies

Yes, we have to safeguard our country from
enemies,

Extract 66

Number 3, ruthless, yes
Cruel . .

Cruel, right, yes ?
Unkind . .

Unkind, right, yes ?
Showing no mercy.

$howing no mercy, right. Good, Good
explanation, yes ?

Have no humanity

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

He is so ruthless that he didn't forgive us

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

The sedéond world war Hitler follows a ruthless
policy

The second world war Hitler was following a
ruthless policy

Extract 67

Yes, brutality, brutality, yes

Crusl (Pron: Kru weile)

Alright, he said ?

Cruel

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

Ireats = = . _

Treats the nom~whites brutally. The Apartheid
policy treats the black people or the non-

whites brutally. That means they are treating
them as sub-humanly. They don't consider tham

as humanly

Extract 68

Alright, to undermine (x3) yes.
Weaken gradually,

Weaken gradually, ook, How do you use in a
sentence (x2)

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

Say it very lemd, ILaud. Come on

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

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

Teachers shouldn't undermine the effect of
their students

Alright, teachers shouldn't undermine the
effect of their students

Extract 69

What's the meaning of to foster

To help the growth and development of
Alright

War fosters poverty and disease

Alright, war (x2) fosters poverty and disease

Extract 70 -

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

Most colonizers said that the purpose of thsir
coming to Africa was to help the Africans, but
this was not true, It was only a pretext.

It was only a pretext
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Extract 11

Right, number 2

The whites and the non-whites in south Africa
dosnot live in the same area, Each lives in
its own reservations :
In its own reservation, right,

: Extract 72
Number 3 .
In Yekatit 1956 there emerged a great mass

CHprising. ThlS sovereignty Aklilu Habtewold,

the then Prime ‘Minister, and his Cahinat
Ministers to resign.

Is this the word to be filled in tkat place ?
Is it sovereignty or any word ? yes

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

Right, compelled.

Bxtract 73

How do you make sentence number one ? yes

loudly

The foreign minister made a long speech on
foreign policy of the countrye.e.

Yes, the foreign minister made a long speech
on the foreign policy of the country.

Extract 7%

Number 2.

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

Right, the right psople ... you have to install .

the right people in the right place. What's
the meaning of install ?

Establish

Establish, What slse ¢
Appoint

Eh 7

Appoint (x2)
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906 * To 7 . . -
Se To appoint.

1.5/4.2 T, To appoint, According to the given
- sentence. what else ?

S. Fix a machine.

l.1/1.5 T. Yeah, %o fix for all electrical things,
for example, '
Plug bnd so and so forth, We can infkall
in a studie: -

_ Extract 75
Te Number 3
S. It is true that racial discrimination
5 . is practical in many parts of Africa
1.5 Te It is true that racial discrimination is
' ' practiced in many part of Africa

Extract 76

To 0. k. Nunfber‘

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

l.1/2.2 T. Right. What's the meaning of scarcity ?
Scare and scarcity (x2) Walia Ibex is a
scare animal in Ethiopia and in all over
the world. Scars is

S. Rare

1.5/2.2 T. Scare means rare, How about items of food %
What about items of food ? Interms of food,
eh

Se Shortage.

1.5/1.1 T, Shortage, right. Shortage. Iack of avail-
ability is again shortage.

Extract 77

T« Now, number five

S. We are determined (Prons ditermaind ) to
fight against the enemy of reactionary social
customs

7/9.5/14 P. Alright, we are determined (Pron: dit3: mind )
Everybody determined :

SS. Determined
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1,5/2.1 T, Alright, we are determined to fight against
, domination of reactionary social customs.
What do we mean reactionary social customs 9
What are some of the reactionary social
customs ? v _

S Opposing social customs. Opposing

2,1/15 T. In what sense ? (gives answer)

Ex¢ract 78

T« Now, let's go to the sixth exercise, Number 6,
yes

S. Whether to fight for the oppressed masses or
not is a matter of selfishness

10.3 Te It i8 eee Is it a matter of selfishness %
SS. No
12 T. Eh

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

7/9¢5 T, Yes, selfishness and welfare (Prons
Welfare (x2) is the right pronunciation of the
given word. Alright, whether to fight for the
welfare of the oppressed masses or not is a
matter of doctrine

Extract 79

T. Number 7
S. The soverigntY ' (Pron: spvariti ) of the

country is unquestionable
9.5/14 P, Soverignty., BEverybody soverignty
SSe Soverignty
1.1/2.1 T. Ald¥ght, What do we mean by the word

soverignty
Se Unity :
1.5 T, Unity or integrity is our sovereignty, our
oneness

Extract 80

T, O.k. number 8

S. The patient can't endure the pain. You must
get him g pain killer
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The law forbids them to do so

Extract 86

Number 4, Yes .

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

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

Extract 87

Number 5, Yes

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

This is because the law forbids them to do so

Extract 88

Number 6

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

This is because the law forbids them to do so

Extract 8

Number 8, Yes

In many parts of the world, men cannot sell
their offsprings because of this law forbids.
S50 ese to do sO

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

their offsprings
/ Eh-huh

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

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

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

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

Extract 91

Number 10, Ten and the last.

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

Yes, this is because the law forbids us to do so.

Extract 92

Who can tell us the meaning of offsprings ¢
&ng one

Seasons
Offsprings ?

XX

In what sense ?
Being racial,
No, Yes ?
Inddgeidual

No

Children

Not exactly. Eh

Give birth to

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

Possible, but in its literal meaning it has ...
We can use it in two ways (Goes on explaining
in detail)
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Appendix VI

Extracts from the Classroom Talk of Ts

PO

Categgrias Text
Identified
Extract 93
T. Number 7
S 0ld tradition has deprived some psople of their
. rights to eat meat
1.5/1.3 P, O0ld tradition has dprived some peoples of their
~  ®ights to.eat meat
thatts lto
Extract 94
T. Number 8
S« The law has deprived the whites and the non-
whites of their right to go to the same school
1.5 Te The law has deprived the whites and the non-
whites of their right to go to the same school
Bxtract 95
Te Nins ... Yes, girl
Se The law has deprived the capitallst countries
workers of their right to get according to their
ability & quality of work
1.5 Te The law has deprived the capitalist countries
workers of their right to get according to their
ability and quality of work
Bxtract 96
Te Number ten, The last one
Se The law has deprived them of their right to
. pursue (Pron: Pri 3 ju /
6 T /ao ?

Se

Pursue
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S.
2.

Pursue, yes.
Their studies
Their studies

Extract 97

Aparthéid safguardsthe interests of the non-
whites, Yes

False

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

Extract 98

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

Apartheid made life difficult for black South
Africans

Apartheid made life difficult for bldack South
Africans

Bxtract 99

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

A person who comes from another place.

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

Extract 100

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

True
Eh ?
True

Is it true ? (x2) Non-white Africans are
citizens of Bantustans, Is it true 7 None
white Africans are citigens %f Bantustans. Is
this statement true or sSe



1.5/14

1.5

1.1/1.5

1.5

1.5/2.1

1.5/1.1/1.6

10.3

1.5/2.1

105/106

B . B it
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. According to the reading passage. O.k.'boy.

Se
T.

SSe
I,

T.
Se
T.

SSe
T.

T,
S.
T.
Se
T.

T.

T.
SS.
TO
SSe
S.
T.

False,.in paragraph four

It eee the statement is false according to the
paragraph four, So the second one ... it is

False.

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

Extract 101
Ock, number 3, Is it true or false ?

False, The evidence is on paragraph 6

Yes, s0 it is false, The evidence is on para-
graph eee
Four

Four

Extract 102

Ocke Four eee yos
Falss.

False, Paragraph ?
Paragraph seven.

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

Extract 103

OQk. five. O.k.
True, Paragraph 8
Is it true 7?7 Is it %rue ?

Yes

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

Right .

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

l.1 ' T,

T,
SS.
1.5 T,

T,
- B
1.5/1.3 1.

The purpose of the Bant?%y
: / The Bantustans
Was to promote tribal thinking and to

umdermine the unity of the African population

in south Africa
Good.

Extract 107

...‘whaf are they ? Are they whites or non-
whites ? Ok, they are

Non-whites
They are non-whites,

Extract 108

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

It does not really for whites »

itldoes not really mean whites, Yes, that's
ite

FRNRE ISP SCHS SoSRNORE SOPPIS SRR SRR S AR e 7w G S A AR S SRR S SRt
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Appendix VII

Extracts from the Classroom Talk of o

Categories Text
Identified

Extract 109

Te Who can answer this quesion ? Yes

S. You shoald have studied Wery hard. You ought
’ have ... you ought to have studied very hard,
however, you studied very hard

8.4 T, (S:Llence) 1.

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

1.,1/1.2/1.6 T Yes, Very good (x2) you should have studied,
Therefore, you have to change, right ? , the
first part of the V simple present tense,
into the past tenselby using what ? You should
have studied very hard, however , you didn't,
alright ? Therefore the first ... the second
part of the séntence to explain that the action
did not occur,.

Extract 110

Pe O¢k. What about the sscond ons 9

S. Everyone ought to have done his share of works
. However, no one did

9.1 T. Again, again

Se. BHveryone ought to have done his share of work.
Howsver, no one dide.

1.1/1.2/1.6 *®. Yes, very good, The sentence says what ?
Everyone ought to do his share of work, Yes,
correct, Therefore, when you change 'ought' to,
right, the past tense form you have to say
everyons, right, ought to do ... ought to have
done his share of work, howaver, no one did

|

Extract 111
Te RNumber 3
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Se The janitor shouldn't have (x2) lock the
door (x2) ... before the doors ... However (2)
The janitor didn't.

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

Se The janitor should have lock2%7 :
’ No.

you say the
statement, Please say the sentence first

S. The janitor should lock the door .
: /%Zhe doors !

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

8.1 T No § mno., Yes ?

Se The' janitor should (x2) have locked the doors
. before he leaves, However, he didn't lock

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

S. The janitor (x3) should have locked the door
before he léaves. However (x2) the janitor
didn't lock.

8.4 T (Silence) yss ?

S. The janitor should lock the doors before he
leaves. However, he did not.

8.4 T. (Silence) yes.? .
Se. The janitor should loc%//
//;he janitor

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

8.1/15/11.1 T. No. The answer should be, right ? , the janitor
should have lodked the doors before he left,
Therefore, we did what ? Change simple present
tense into what ? Past tense form, yes. The
Janitor ¥should have locked the doors before he
left, hOWeVeI', 6h cee h8 4.0

Se Didn't .

1.5/1.1/1.6/1.2 T, Didn't, yes. The second part of the sentence
should be however he didn't. 3mactly. Yes.

Extract 112

T. Rumber 4
S. You ought to have telled the traffic polij7’
6 T . /Make

your voice loud
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9.1

8.4

1.2/1.1/1.6

: 6
8.1/8.2/15

9.1

11l.3

i

I,
Se

T.
Se

T.
T,
T,
Se
T.

S

T.
T.

T.
Se

T.
I,

Se

- ==T40~ : ,
You ought to have tell the traffic police the
truth about the accident but he didn't tell
Again, again

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

about the accident. However _
: 4/;0. Anyone ?

You ought to have told the traffic-police the
truth about the accident, However, ha didn't
tell - :

(Sllence) Yes ?

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

Exactly. Very good. Yes, you ought to tell(x2)
therefore have told.

. Bxtract 113
O.ke let's go to question five (x2)

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

didi't (XZL/V

say it, say the answere.

Amare should have sulmitted his applicatlon
before the end.of the semester; howevi//

She didn't eh ... his work

No. Why did you delete the word submitted ?
You have to say Amare should have submitted
his application before the end of the semester;
howaver he didn't

Again, again

Bxtract 11

Number 6 .
I think you ought to have came at once.

However, you didn't came
Again, say it.

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

Now, look. You-ought (writes on BB) to have
at onca, First, you have to change the word
think, Then you have to apply the rast of
the sentence, Yes ? Yes, you.

I think you ought to (x2) have come at once...
came at once, He didn't (x2)



8.1
9.1

8.2/11.1

1l.2

8.1/8.2/9;1

1.1/1.2/1.5

7,
Se

T.
Se

T.

Se

T.
Se
T,
S.
T.

T.
Se

Se

I.
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No. Yes, anyone ?

I think'you o (x2):o have came at once.
However, I d

Again, again, again o

I think you ought to have eame at once.
However, I did

Why don't you read the direction ? The
direction says first you have to change the
verb into past tense formand add another
sentence to make that sure that the action
did not occur, This is the direction, right ?

Why don't you do accordlng to the dlrectlon '
Yes

I thought you ought to have came at oncee.
However, you didn't.

You ought to

You ought to have cam?//
//;ou ought

To have came at once

not came, Yes, I thought
ou ought to have coma at once (x2) However,
you didn't. Alright ? (x2) This is the first...
the second part o6f the action indicates that the
action didn't occur,.

Extract 115

Number 7

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

No, no, no, why do you repeat (x2) Again say
it Zakarias.

Zakarias should have run out of the houi//
//;wever

However, he didn't run out o

1 stope No, don't
add any sentence after however he didn't. Yes
say it once again.

Zakarias should have run out of the house,
However, he didn't.

Yes, exactly. Zakarias should have run out of
the house, Howeyer, he didn't,



11l.2
8.1

8ed

15

9.1

9.6

T.
Se
T.
Se

T.
Se

T.
Se
I,

Se
T.

S.

7.

T.
Se

T.
Se

T,
Se
T.

Se

T.
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Extract 116 -

Iet's go onto question number 8
We should have all learned how bread is made
We should eh ¢

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

¥o., Yes ¢
We should have all lesrned how bread is made’
However, we didn't

(Silence) yes ?

We should have all learned//

please makeyou.r
voice 1ouder.. Yes, we should all

We should have all learnsd hi;/y

Anyother, Yes,
who can try. Yas

We should have all learnsed how bread is madse.
However, Wa didn't

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

Bxtract 117

Number 9

The baby sister should have to take care of
the small childri?/

The baby sitter

Sitter should have- -to take care of the small
children, However, he didn't

Again o
The baby (x2) sitter ought ... the baby sitter

should have to take care of the small
Children see h‘ve to ¢

ake
//(grimace) Yes ?

The baby sitter should have taken care of ~the
small children; however, they. didn'te.

Make your voice louder please, The baby-
sitter ... yes

The baby sitter should have taken care of the
small children



8.4

9.1

11.1/15

1.1/1.5

1.1/16.2

1.2/1.5

9.6

Se
T.
Se
T.
Se

T.
Se

T,
S.
T.

Se
T,

T.
Se
T.
S.

T,
Se

T.
Se
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However, they did.

(Silence) Anyone, yes? The baby

The baby sister should (12///
///1tter (x2)

The baby sister should have take care of
small children, however, she didn't care,

Again (x2) say it.

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

What's wrong with this sentence ? Yes ? It
has t0o be what ? have taken, yes. The baby =
sitter should have taken care o the small
children, However, she didn't (x2

Extract 118

Number 10

You ought to have stop e stopp€4%7
Make your

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

Yes, you ought to have stopped smoking

Extract 119

Now, the first one ... yes ?

You shouldn't have studied very hard
Yes, yes, Again, say it

You shouldn't have studdéed very hard

Exactly. You shouldn't have studied very
hard,

Extract 120

Go back to page 31 YesS ... y6S

Everyone ought to have to do his share of
work

What ?
Everyone ought to have to do his share of work



12

le2/1e5

9.6
8.4

11.3

8.2

16,2
Be4

1.2/145

9.1

T.
Se

T.

T.
Se

T.
Se

T.
S.

T.
Se
T.
Se
T.
s.

T.
Se

T.

T.
Se

T.
Se

2.

Se
Te
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Yes ?

Bveryone ought not to have done his share of
work,

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

Extract 121
Question number 3

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

Yes ? Make. your voice louder

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

(Silence) yes ¢?

The janitor shouldn't have lockad'thg door
before he leaves

Doors, it says, plural
Door

Why do you say door, yes ?
XX

Read §

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

(Silence} Yes 7

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

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

Extract 122

Number 4

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

Again

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

Make the word tell (writes on BB)

change the
worde you said what ?
They ought not to have toli/
//;old, yes,
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S. The traffic pollce the truth about the
. accident,.

1.1/1.5 T. Good. You ought to have told‘the traffic
police the truth about the accident

Extract 123

Te Number 5

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

l.1/1.5 T, Yes, Amare shouldn't have sukbitted his
application beforethe end of the semester,

Extract 124

T, Number 6 ‘
. S. I think you ought (x2) not to came at once.
11.3 T What ? Number 6, I think you ecee

S. I think you ought to not came at onee
8.4 P, (Silence) yes, anyone ? .
: Se I think you ought to came at once,
8.4 T. (Silence) yes ?
S. I thought you ought not to have come at once
9.1 T. Again

Se I think you ought not to have came at once

9.5/11.1 T. I thought (x2) you ought not to have come at
once, Because it says change the verb.

ExSrags 125
Te O.ke Number 7
Se Zakarias shouldn't (x2) run out of the house

9.1 T. XKgain
Se. Zakarias shouldn't run out of the house
8.4 T. (Silence) Yes

Se Zakees Zakarias shouldn't have run out of the
(x2) house
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1.2/1.5/116

& 4
8.4
8.4
8.4
8.4
8.4

1.1/1.5

8.1/11.3

8.4

T.

T,

Ty

S4
Po
Te
Se
,
S

T.
Se

I.
Se

T.
Se
Te

T,

T.
Se
T.

Se

T.
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ExactJy. Zakarias shou.ldn't have run out of
the housee

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

Extract 126

Number 8. Yes

We shouldn't have all lsarned ho;/y read is male
[ye shouldn®

We shouldn't a.JJ:,

learned .

(silence) Yes ? _

We shouldn't have lsarned how bread is made:

(Silence) Yes 7.

wadshouldn't have learned how (x2) bread is
made

{Silence) yes %

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

We shouldn't have all learnt how bread is made

(Silence)

You shouldn't have all learned how bread is
made .

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

Bxtract 127

Number 10 ... Nine
You ought to (x2) have not $topped smoklng
No, number 9

The baby (x2) sister shouldn'jfé/

Not sister ..
sitter

Sitter should have take care of the small
children

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

8e4 T 7TSilence) yes ?

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

1¢2/1.5 P, BExactly the baby sitter shouldn't have taken
care of the small chldren

Extract 128

Te Number 10, the last question -
8. You ought not to have stopped smoking.

1e2/1.5 T, RExactly. You ought not to have stopped
smoking

Extract 122

T, Number one., You should study very hard, Yes
S. Should you (x2) have studied very hard
- 1o l/1s5 P. Yes, should you have studied very hard

Extract 130

T. Two
S. Ought everyone have to do his share of work
S.1 T, Again
S. Ought everyone have done his share of work
1.1/1:.5 T, Yes, ought everyone have done his share of work

Extract 131

T. Number 3
S. Should (x2) the janitor lock the doors before
he leaves
8.1 T« No. Yes ?
S. You have the janitor (x2) should lock the d?;gi:
6 Te 8ok

the examples, Again.
Se Should the janitor ... Should have the janitor
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1.5/14

9¢5

12

1.2/1e5

9,1

11.1/12,3

i
3%
Ty
S

T.
Se

T.
S'e
Te
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S.
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T,
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T.
Se

T
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T.

Se.

Te
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Look the doors before he left
Yes ¢

Should theé janitor have looked eh .ee the
doors be ... before . ,

Not looked, say locked
Locked. .
Locked, Say. it oncele Yes
Should the janitor have looked (x2) the doors
before hs leaves .
Say locked, not look

Should the janitor have looked the doors
before he

) Not 1ook, locke B8y 1t. stand upe
locke say - - ,

The janitor-<es Should the Janitor have locked/

Again
say it

Should the janitor have locked the doors before
he leaves

Yes ?

Should the ganltor have locked the doors before
he left,

Exactly. Should the’ ganitor have locked the
doors before he lefte.

Bxtract 132

Ok, Number 4

Ought not you tell the police about the
accident ?

Again

“Ought not you (x2) told ... have told the pollce

about the accident.?

This is a question, It is a question simply,
Change the following sentences into negatives ?

Change into what ¢ Questlons by looking ths:
examples, .Yes

ought not .. Oought you to see © (x2) you
have to tellsss told ths tr;fh‘%gie Tolice the:

about t%;/y
: : : ho,vno, no, yes

Ought you have the traffic police ths tr:§9¢
: ought’ you
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Se HBVj//
6 T. //;o have

Se Ought to you have tol%é¢7

N ought you to have
6 T; told ee s Yas ?

S. The traffic pollce the truth about the
. accident,

9,1 T, Again, say ith

Se Ought you to have told the truth about
. the accident

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

Extract 133

Number 5
Se Should Amare has to submit xx ,
9.6 T, ' Again, please, Make your voice louder, plsase

Se Should have Amare .ee Should Amare have
submitted his application before the end of
" the semestere.

l.1/1.5 T. Yes, should Amare have submitted his -
application before the end of the semester

.

Extract 134

Te Number 6
: Se¢ Ought I think you to came at oncs
9.6 T, What ?
Se Ought (x3) I think you to have came at
. once
12 T. Yes .
S. Ought I thought you to :ave camse at once
1.5/14 T. Ought I thought you to have come at once(x?d

Say it once (x2 again
Se Ought I thought you to have come at once,
1.2 Te Bxactly

Extract 135

T. Number 7. Yes
S. Zakarias have run out of the house.



11.3/9.1 T.

1.5

8.1
12,
8.1

12

8.4/8.1

1.1/1.5

8.l

1e1/145

Se
T.

T.
Se
T.

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

Se
T.
Se

T.

T.
Se

T.
Se

T,
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Change it. . Yes, again
Should Zzkarias run out of the house ?
Should Zakarias run out of the house ?

Extract 136

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

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

We .should all learn how bread is made

No, noy, no. Yes ?

Should they all learned how bread is made
Yes

Should we have all learned how bread is made
No, Yes,

Should we have all learned how bread is made
Yes

Should (x2) we haﬁzfy
Should we

Should we have learfj/

A1l (x3) should we
Should we have all learned how bread is made
(moves head side ways) No. Yes ?

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

Yes., Should we all have learned how ... learmt
how bread is made

Bxtract 1

Number 9

Should the baby-sitter (x2) take care of the
small children 7

No. Yes

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

Yes, should the baby-sitter have taken care
of the small children.



8.1
9.1

1l.2

Lel/1s5

T.
Se
T.
Se
T.
Se

Se

T,

157

- 151 -

Extract 138

Numbsr 10 : :

Ought you have stopped smoking ¢

No. Yes

Ought .you to have to stop smoking
Again, yes

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

Ought you to have stopped smoking.
Yes, ought you to have stopped smoking.
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VAppgpdix'VIII 7 ‘
Extracts from the Classroom Talk of TB

Categories

Text

Identified
Extract 139
Te What does the word heavy heart mean %
: Se Becoming unhappy. .
1.5/16.2 T. Becoming unhappy. Is he correct ?
: S5S. Yes
1.5 Te Yes
Extract 140
T. 1Is there any other expresdiions we discussed
. last time
S XX
9.6 T. Say loud
S. Not sometimes
9.6 Te Not ? ¢eo Say loud
S. Not some times
9.6 Te Not ¢
S. Sometimes
9.6 T. Sap it again. The expressions we discussed lash
time, Who can remember
Se In tears.
1.5/2.2 P. In tears, Say it please in tears
SS. In tears
2.1 Te So what does the word in tear means ?
, S. Weeping.
1.5/1.1 T. Weeping. In tear means weeping correcte

T.
Se
1.5 T.

Bxtract 141

Any other expressions we discussed last time

Sobbing
SObbingo

Phat's the same to weepinge



TO

Se

9,6 To

 Se

4.1 7.

, Se
1.5/1.1/2.1 T

Se
9.4 T.

1.1/4.1 7,
S.

Se
1.5/1s1 T.

I,
SS.
1.5 Te

T,
; e
9.3/10,1 T,

Se
1l.5/1.6 T,

T.

S.
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Bxtract 142

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

To be

Separate

Oor

Depart from,

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

The man depart from Addis (x2)

A man departed from

Addis

Oke anyother

Abebe is depart from
A/Qbebe departed from

The army

The army departed. O.k. yes, we can say the
boy refused to depart from his mother

Extract 143

The answer will be as though he were (x2)
In a hurry

_In a hurry,

Extract 144

Which part is the adverb clause of manner
He were a teacher

He were a teacher ? The adver® clause of
manner, Yas

As if he were a tescher.

As if he were g teacher., This part we call
them the adverb clause of manner

Extract 145

Can you tell me which part is the adverdb
clause of manner

As to which he were a doctor
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Say loud :
As to‘which he were a doctor

Kgain, Say it loud

As to whic§¢¢7
As though

As though he were a doctor,.

As though he were a doctor., This part is
what kéind of clause ?

Adverb clause
Adverdb clause of
Mannsexr

As though he were a doctor. The nurse acts
as though he were a doctor, Is he a doctor ?

No.

No, but the way he acts, the way he treats
the patient this is Xike a doctor but he -
is not a éoctor

Extract 146

Which part is the verb ? Yes
Ate
Ate is the verb

Extract 147

Number 2
XX

Say loud
Wrote
Wrote

Extract 148
Three, Sentence three
Played (x2)
Played

BExtract 149

The adverb clause of manner modifies here
modifies the word., What does the word modify
mean



e
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Se XX

16,2 T, In BEnglish, Modify means
Se Show . _

1.5/1.6 P, To show or qualify. If qualifies the verb,

Extrack 150

P, Can we say in this way ? Subject and verb.
. Did they agree 7

S5Se No : : , -
14 7, He,were a student. Can we say in this way ?
. SS. No, no. : P
1.6 T, We don't says This is grammstically wrong,

This is third person singulare, Rather it
should be he is or was a student rather he was
a student we say

Extract 151

T. Is she resally hungry ¢
SS. No.

1e5/1.6 P, No. That's the way she eats. We are talking
the way she ea®¥s, but she is not hungrye.

Extract 152

Te Who can read this example ?
. Se He read as I read
9.6 Pe Say it again
S He read as I read

9.6 Te He read as
E = So I read - ..
135/2.1 T. He read as I reade Ocke Tell me the subordinate
. Clause

. . Se As I read.
1.5/2¢1 T, As I read, As I read is what kind of clause
: SSe Subordinate clause
16,2 T. One by one, raise your hand
: Se Subordinate Clause.
1.5/2,1 T. Subordinate clause. Which one is the conjunction
which introduces this clause ?
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The word as
The word as

BExtract 153

Read the whole sentence flrst

Do not (x2) +trouble to change your shoes,
come just asyou are . . .

As you areesPo not trouble to change your shoes;
come just as you are, which part is the
subbordinate clause ?

As you are

Say loud .

As (Pron:zs ) you ars. :

As (pron: 52 ) you are. Say it again, As
As you are, e _

So as you are is subordinate clause, Which
2§§u§§ the conjunction which introduces the

As - (Pron: &@5)
As (x2) say it as
As

Extract 154
Number 2, Read loud

The mechanic walks as (2) if he were lames .

The mechanic walks as if he were lame, O.Xk,.
Is he really lams ?

No
Is he really lame ?
No.

No. But the way he acts, O.kes which part
is the subordinaste clause

As if hs were lame

As if he were

Lame

And the conjunction

As . .. o

AS .. not only as se. as if (x2)
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Extract liﬁ
Thres
XX
Read loud

The dresser acts (x2) as if (x2) he were a
doctor

O.k, which part is the adverb clauss of
manner %?

As if he were a doctor. N

As if he were a doctor, Good, 260d. 0.k
which one is the conjunction which introduces
the clause ?

As if

As if

3xtract 156

Number 4

He frowned as though (Pron. sSu ) he were
hungry
Say it again

He frownsed as though (Prow Su:; ) he were
hangrye. .

He frowned as. though he were hungry. Say it
&s though

As though (Pron: so )  he were hungry
Say it again
As though (Pron: ¥y o U ). he were hungry

Ysah, That is he werse hungrye. As though hse
were hungry. What kind of clause

As (x3) though

What kind of clause .
Ad (x2) Adverbial clause of manner,
Adverb clause of

HManner.

Manner. The conjunction ?

As

As

As though

As though
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Bxtract 157
P, Number 5 L L
Se The wounded (x2) soldier lay down as if he
. were deaf

11,2 P, O ¢
: Se As if he were dead
11,2 T Is ? :
: Se As if he were dead
11,3 T, Is .What kind of clause ?.
Se AdV eee Adverbial clause of manner,

1.5 Te Adverb clause of manner,
: o Extract 158
Pe Ook, Six
. S. XX
9,6 Ts Say it again ,
. Se The woman spoke as though she were an American
2¢1 Te Which part is the adverb clause of manner

Se¢ As though she were an Americaa.

le5/2.1 T. As though she were zn American, The con=
. junction ?

S. As though. ,
1.5/2.1 T, As though, But is she an American ?

: ; S. No,
1.5/1.6 T. No, but the way she pronounces is like an
American

Bxtract 1590

To How did ke teach (x3) The answer will be what?
Se As if he were a teachsr

9.6 T. Say loud
Se As if he were a teacher.

1e5/161/242 Te As if he were a teacher, correct. Can you ask
. of using how ? (x2) Biruk

. S. How did he act ?
s IR 0 7 P, How did he act ? Goode The answer will be
S. As though he were a doctor.

1.5/1.6 To As though he were a doctor. So, foom this we
understand (x2) that the adver®s clause of
manner answers the question 'how's



p,
: : S.
1.5/1.2 T.

. . S
1.5/1.2 T.

P,

, .. 88,
1.1/1.5/2,1 7T,
, . SS.
1.5/1.1 T

Te

: 5S.
1.5 e

I.
Se

1.2/1.3/1.5 T.

T,
Se

1.3/1.5 T.

=450 =

Extract 160

Which part do you think is the main clause
and which one is subordinate clause

The student taught main clause
The student taught, wvery good.
As if he were a teacher subordinate clause ’

As if he were a teacher subordinate clause or
adverb clause of manner, Very good

thract 162

She is a;student (x2) Is this a sentence ?
Yes. : : DU

Yes., This is a sentence because (x2) it gives
Meaning .

Meaning, yes., Bemause it gives complete
meaning

Bxtract 163
Does it give complete meaning if I say as if
he were a teacher ? This part

No
No

Extract 164

Which part is the main clause and which part
is the subordinate clause ?

Ayelech ate main clause. As though she were
hungry subordinate clause

Very good. That's right, Ayelech ate this is
mein clause, As though she were hungry sub-
ordinate clause

Extract 165

Two

Doncha wrote main clause. As (x2) 1fha were in
hurry subordinate clause

That's right. Doncha wrote that's main clause;
As if he were in hurry that is subordinate clause,



1.5

=
Se

P,

- 160~

Extract 166

Last sentence.which part ig the main clause ?
The nurse acts main clause, . As though he wsre |
a professipnal subordinate clause

As though he were a professional that is
subordinate clause’s
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