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Module 4 Assessment Task 

SD/10/04 

 
Record one of your (or a colleague’s) English classes, and transcribe part of your data. 

 

Make an analysis of the transcribed data, using Sinclair and Coulthard’s model, at the 

level of exchange, move and act (Sinclair, J. and M. Coulthard, 1975.  Towards an 

analysis of discourse: the English used by teachers and pupils.  Oxford: OUP3). 

 

Comment on how easy/difficult it was to fit your data to the categories and the usefulness 

of this kind of analysis for understanding classroom communication. 
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An Analysis of Classroom Discourse: The Usefulness of Sinclair and 

Coulthard’s Rank Scale in a Language Classroom 

 

 

1. INTRODUCTION 

To get a better understanding of how teachers and students communicate with each other, 

I recorded and transcribed an EFL lesson.  Using Sinclair and Coulthard’s rank scale 

model, I analyzed part the lesson to determine whether their model could be easily 

applied.  The first section of this paper will introduce the different parts of Sinclair and 

Coulthard’s rank scale in order to get an understanding of the model.  This will then be 

followed by a discussion about the data gathered and the analysis of the transcription.  I 

will then apply my analysis to their rank scale model, discuss how applicable this model 

is, and talk about some alternatives I have developed.  Lastly, I will discuss the 

usefulness of this model and if teachers can utilize it as a tool to develop and understand 

spoken discourse between students and teachers in the classroom. 

 

 

2. SINCLAIR AND COULTHARD’S RANK SCALE 

The model produced by Sinclair and Coulthard derived from the rank scale model 

originally developed by Halliday, which initially concentrated on theory of grammar 

(1961, cited in Willis, 1992, pg.112).  Sinclair and Coulthard believed discourse needed 

to be a separate category of analysis from grammar and phonology (Burns, 2001, pg.127), 

therefore developed a rank scale model to analyze discourse.  The top of the rank scale is 

labeled as lesson, followed by transaction, then exchange, move, and act.    
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Transaction 

 

 

 

Exchange 

 

 

 

Move 

 

 

 

Act 

 

Figure 2.1 (McCarthy, 1991, pg. 22) 

 

Diagram 2.1 shows the basic rank scale of Sinclair and Coulthard’s model (1992).  They 

describe the scale as “[e]ach rank above the lowest has a structure which can be 

expressed in terms of the units next below” (1992, pg.2).  Thus, acts combine to form 

moves, moves combine to form exchanges, and so on.  However, in this paper, I will only 

be discussing the levels of exchange, move, and act thoroughly in order to focus on the 

inner levels of the rank scale. 

 

2.1 ACT 

Acts are the smallest and “…lowest rank of discourse” (Sinclair and Coulthard, 1992, 

pg.8).  Acts are used “…to initiate succeeding discourse activity or respond to earlier 

discourse activity” (Coulthard, 1977, pg.104).  There is always a main act in the opening 
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move labeled as the head act.  There are three primary head acts, which frequently appear 

in opening moves; elicitation, directive, and informative (Sinclair and Coulthard, 1992, 

pg.15). 

 

There can be cases when there is more than one act in a move, however there must be a 

head act while the other acts are optional.  Nomination, bid, cue, clue, and prompt acts 

are all considered as “…subordinate elements of the teacher’s initiating move…” 

(Sinclair and Coulthard, 1992, pg.17), meaning that in addition to the head act there can 

include an accompanying act in the opening move.   

 

Sinclair and Coulthard’s classifications and definitions of all twenty-one speech acts can 

be found in Appendix A. 

 

2.2 MOVE 

Moves consist of acts and combine to form exchanges.  There are five classes of moves, 

which make up exchanges.  Firstly, there are framing moves, which are used to structure 

the lesson and are often followed by focusing moves, which are there to draw students’ 

attention to the direction of the lesson (Sinclair and Coulthard, 1992, pg.22).   

 

The other three moves are labeled as opening, answering, and follow-up.  Sinclair and 

Coulthard (1992, pg.22) state that, “[t]he purpose of a given opening may be passing on 

information or directing an action or eliciting a fact.”  The opening move is to direct the 
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students to participate in the discourse.  The answering move, usually a response from the 

students, is determined by the head act within the opening move.   

 

The follow-up move, which is typically produced by the teacher, takes place after the 

answering move as a reaction to the student’s response.  This move is considered vital in 

telling the students whether they have done what the teacher wanted them to do.  With 

such importance, if the follow-up is withheld, the students might think that they produced 

the wrong answer or that there is a problem  (McCarthy, 1991, pg.16-17).  

 

2.3 EXCHANGE 

There are two classes of exchanges; boundary exchanges and teaching exchanges  

(Sinclair and Coulthard, 1992, pg.25).  Boundary exchanges contain two moves, framing 

and focusing moves.   

 

The three principal teaching exchanges described by Sinclair and Coulthard are 

informing, directing, and eliciting exchanges (1992, pg.26-27).   Sinclair and Coulthard 

state that,  

 

“A typical exchange in the classroom consists of an initiation by the teacher, 

followed by a response from the pupil, followed by feedback, to the pupil’s 

response from the teacher…” (1992, pg.3). 

 

This coined the term Initiation, Response, and Feedback (IRF) (Coulthard and Brazil, 

1992, pg.65).  This however does not mean that each exchange must include all three 
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parts.  Let us have a look the teaching exchanges separately to illustrate how each one is 

structured.       

 

2.3.1 INFORMING EXCHANGE 

Informing exchanges take place when the teacher needs to tell his/her students about new 

information, facts, or just simply say something to them.  The opening move will 

therefore begin with an informative act and can but does not necessarily need to be 

followed by a reply by the students (Sinclair and Coulthard, 1992, pg.26).  For instance,  

 

T: A group of people used symbols to do their writing.  They used pictures 

instead of, as we write, in words. 

(Willis, 1992, pg.112) 

In this example, response from the student is optional, and therefore Sinclair and 

Coulthard label the structure of this exchange as I(R), whereas the aspect in brackets is 

optional, meaning there is an option for a response but not any feedback (1992, pg.26).   

 

2.3.2 DIRECTING EXCHANGE  

A directing exchange is “…designed to get the pupils to do but not to say something” 

(Sinclair and Coulthard, 1992, pg.26).  Therefore, the response from the students is the 

‘doing’ part, which will most likely but not always be a non-verbal response.  Even 

though it is non-verbal, the students respond to the direction the teacher has given.  For 

example, 
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T: Now you can do them in any order you like.  Let’s see if you can sort out 

which is which. 

P: NV. 

(Willis, 1992, pg.113) 

This example shows the teacher is directing the students to complete some sort of activity.  

The response from the students is non-verbal suggesting that they have acknowledged 

what the teacher has said.  Feedback is not necessary but often occurs, therefore labeling 

the structure IR(F) (Sinclair and Coulthard,1992, pg.26). 

 

2.3.3 ELICITING EXCHAGE 

The most common exchange in the classroom is an eliciting exchange (Willis, 1992, 

pg.113).  These exchanges begin with the teacher asking a question (usually one they 

already know the answer to).  An answer is then given by the student, and finally a 

follow-up evaluation by the teacher.  (Hellermann, 2003, pg.80).  Here is an example 

from the study done by Sinclair and Coulthard. 

 

    T: …And er, I’ve got this here.  What’s that?  Trevor. (initiation) 

    P: An axe.                    (response) 

    T: It’s an axe yes.  What do we cut with the axe?    (follow – up) / (initiation)     

    P: Wood, wood      (response) 

    T: Yes I cut wood with the axe…              (follow – up) 

(1975, pg. 94 cited in Burns, 200, pg.129) 

 

There are two exchanges here, both being eliciting, due to the fact that the teacher’s 

initiations consist of eliciting acts.  As seen in this example, all three parts of the IRF 

structure are included.  Coulthard (1977, pg.104) believes that feedback is essential to let 

the students know if they produced the correct response.  “If it does not occur…the 
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teacher has deliberately withheld it for some strategic purpose” (Sinclair and Coulthard 

1992, pg.27).  A study carried out by Edwards and Mercer (1987 cited in Cullen, 2002, 

pg.122) of a primary school EFL lesson in Malaysia concluded that a teacher’s follow-up 

was particularly important in the IRF exchange structure. 

 

3. DATA COLLECTED 

I analyzed a transcription from a colleague’s primary school class.  In addition to the 

students and teacher being present, there was also a Korean partner teacher whose main 

role was to translate directions to the students.  I did not include the Korean teacher’s 

discourse in my analysis, due to the fact that I cannot confidently translate Korean into 

English.  The materials for the class include an audiovisual CD that the teacher uses 

along with a textbook.  I have included the CD dialogue in the analysis because I feel it 

has an important role in the discourse.  The transcription was carried out in partnership 

with the teacher involved who was therefore able to describe various non-verbal elements 

of the interaction.   

 

The full classroom transcription can be found in Appendix B. 

 

4. THE APPROPRIATENESS OF SINCLAIR AND COULTHARD’S 

RANK SCALE 

Once transcribing the lesson, I then proceeded to analyze the transcription by applying it 

to Sinclair and Coulthard’s rank scale.  During the analysis I came across some 

interesting discoveries regarding this model.  I believe the discoveries and difficulties 

when applying the transcription were partly due to the fact that my analysis was from a 
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language classroom.  Language classrooms have different techniques and discourse used 

compared to non-language subject classrooms.  Since Sinclair and Coulthard based their 

model on non-language subject classrooms, it seems this has a large impact on why the 

difficulties about to be discussed were problematic in my analysis. 

 

The full analysis can be found in Appendix C.   

 

4.1 REPEATING VS. ELICITING 

There were many instances when the teacher merely wanted the students to repeat a word 

or a sentence. I originally designated these types of exchanges as eliciting because 

following the opening moves by the teacher, the students produced verbal responses, 

usually followed by teacher feedback.  The head act of an eliciting exchange is an 

elicitation act, which according to Sinclair and Coulthard is “[r]ealized by a question”  

(1992, pg.19) and is “…designed to obtain verbal contributions from pupils” (1992, 

pg.26).  Since the students were producing verbal responses triggered by the teacher’s 

opening move I initially termed them as eliciting exchanges. 

 

  Exchange #6 

  T: One, two, three, four. 

  Ss: One, two, three, four. 

  T: OK, good. 

 

  Exchange #7 

  T: And third, you have cows. 

  Ss: You have cows. 

  T: Very good. 
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These exchanges mirror Sinclair and Coulthard’s IRF structure, except that the teacher 

was not asking a question.  Therefore, I decided that I could not classify them as eliciting 

exchanges.  Rather, the teacher or the CD would say a word or sentence and the students 

would automatically know they had to repeat.   

 

Other examples of these problematic exchanges contain directing acts in the opening 

move.  I tried to classify them as directing exchanges since the teacher wanted the 

students to do something, repeat.  However, as discussed earlier Sinclair and Coulthard 

define directing exchanges as intentions to get the students to do something not say 

something (1992, pg.26).  By having the students repeat, the teacher wants them to say 

something, thus causing these exchanges to contradict being directing.   

  Exchange #48 

  T: One more time.  

  CD: I have two cats. 

  Ss: I have two cats. 

  T: Good, very good. 

 

The function of this exchange is to get the students to repeat after the CD.  It seems that 

the teacher and the CD work together to form the opening move.  The teacher directs the 

students to repeat and the CD provides the model of the language to be repeated.  The 

students’ response is a repetition of the model and the teacher follows up with positive 

feedback.  There cannot be two head acts in a move, therefore I have termed the direction 

given by the teacher as a supplementary act and the model provided by the CD the head 

act because throughout the transcription, without the direction from the teacher, the 

students repeat anyway. 
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Thus, I have proposed a new exchange and have labeled it as a repetition exchange.  The 

head act in the opening move, I have termed model (mo), which functions as the example 

of what the students are to repeat.  There can also include an optional directing act in the 

move, but the head act is the model.  The answering move needs to include the repetition 

of the model from the students.  As the response suggests, I have labeled this act 

repetition (rpt).  There are many instances where this is present in my analysis (see 

Appendix C).  

 

model mo Realized by an utterance from the 

prompter.  Its function is to 

provide a correct model of the 

required language. 

repetition rpt Realized by a repetition of the 

utterance by the prompter.  Its 

function is to repeat the correct 
model of required language. 

    

In my analysis the follow-up move was common but optional and can include Sinclair 

and Coulthard’s acts.  Therefore, I have included a new teaching exchange to my analysis 

in order to capture the ‘listen-and-repeat’ aspect of this lesson and have structured it as 

IR(F). 

 

4.2 NON-VERBAL HEAD ACTS 

Another problem that I encountered with exchanges was when the teacher provided a 

non-verbal act in the opening move to elicit a response from the students.  The teacher 

would perform a gesture that the students would have to interpret and give a verbal 

response.  I originally thought that the teacher was giving the students a clue as to what 
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he wanted elicited.  However, Sinclair and Coulthard state that a clue must be attached to 

a head act and that its function is to provide further information to help the student 

respond (1992, pg.17).  In exchange #81 there is a clue (no, no…) but in addition to this 

clue, the teacher is giving a non-verbal act of thumbs down to elicit a response from the 

students.   

 

  Exchange #81 

  T: No, no…[thumbs down] 

  Ss: No, I don’t. 

 

 

  Exchange #83 

  T: NV [thumbs up] 

  Ss: Yes, I do. 

 

  Exchange #84 

  T: NV [thumbs down] 

  Ss: No, I don’t. 

  T: Excellent. 

 

As seen in these examples the teacher initiated the elicitation by giving the students a 

non-verbal gesture.  These gestures elicited a correct response from the students.  

Therefore, in this analysis I have considered non-verbal gestures to be a head act in the 

opening move of an eliciting exchange.  More examples of this can be seen in exchanges 

34-36, and 80 
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4.3 STUDENTS’ CONFUSE THEIR ROLES 

The role of the teacher was generally designated to the opening and follow-up move.  

This part made the analysis easy in that there was a distinct role played out by the teacher.  

On the other hand, I had some difficulties trying to apply the responses from the students 

to this model of discourse.  It seems this was caused by the confusion from the students 

about their roles in the discourse.  These students were very keen on repeating new words 

that they heard, which caused them to repeat or reply when they were directed to listen.  

This occurred especially when the CD was played because these students are accustomed 

to being instructed to repeat what the CD has said.  Here are some examples from my 

transcription analysis. 

 

Exchange #23: 

CD: One, two, three, four, five, six, seven, eight, nine, ten. 

Ss: three, four, five, six, seven, eight, nine, ten.  

T: Good. 

 

Exchange #45 

CD: I have two cats.  I have three dogs. 

S5: I have two.  I have two cats. 

T: Yes. 

 

These are both informing exchanges that the students were directed to listen to in the 

previous exchange.  Instead of listening, the students in exchange #23 begin counting in 

sync with the CD.  In exchange #45 the student replies to what he had just heard.  The 

teacher follows-up by saying ‘good’ and ‘yes’ to comment on their ability to count and 

produce the language just heard, not their action.   

 



 15

According to Sinclair and Coulthard, the structure of an informing exchange is I(R) 

without an option for being a follow-up move (1992, pg.26).  As you can see from the 

previous examples, the teacher gives a follow-up response to the students.  I believe that 

the follow-up reply from the teacher is him accepting the students’ responses and 

understanding that the students have mistaken their roles but have produced valid 

answers regardless.  It seems that the teacher wanted an informing exchange, but due to 

the misunderstanding by the students it turns into something different.  Perhaps this 

positive feedback could be the reason why the students continue to mistake their roles 

because they are never told that they are making an inappropriate response. 

 

4.4 PUPIIL INFORM EXCHANGES 

Other utterances that I had difficulty categorizing were when a student would produce 

language that did not follow the structure.  These types of utterances always followed 

repetition exchanges.  It seems that the students wanted to voice their own discourse after 

repeating as a class, either by repeating the model again or producing a phrase that was 

linguistically linked to the model.  I have considered these to be pupil inform exchanges.  

Sinclair and Coulthard describe these exchanges as students “…offer[ing] information 

which they think is relevant, or interesting [and] usually receiv[ing] an evaluation of its 

worth…” (1992, pg.28).  Even though the students have only a minimal knowledge of the 

language, it seems that they understand and are voicing relevant phrases following the 

model.  The structure here is IF and can be seen in exchanges 2-4, 70-71, and 105-106.    
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4.5 FOLLOW-UP MOVE 

I also noticed instances during the eliciting exchanges where the teacher leaves out the 

feedback.  As discussed before, linguists find it to be an important step in the eliciting 

exchange and go as far as saying if it is left out then something is wrong.  However, there 

are times when once receiving the correct response from the students, the teacher skips 

the follow-up move and continues to the next exchange.    

 

Exchange #30 

T: What about this? 

Ss: Eight. 

T: NV 

 

Exchange #117 

T: What’s this? 

Ss: It’s a monkey. 

T: NV 

 

These examples are eliciting exchanges that I have deemed to have non-verbal follow-up 

moves.  The teacher proceeds to the next exchange signifying a correct response from the 

students.  Seedhouse (2004 cited in Waring, 2008, pg.578) believes that this lack of 

follow-up represents a positive evaluation by the teacher.  By starting a new exchange, 

the students understand that their response was correct, and it might be considered that 

the beginning of the new exchange is the positive feedback.  Further instances of these 

exchanges can be seen in exchanges 26, 28, 31, 33, 110, 122, and 130. 

 

 

 



 17

5. USEFULNESS IN STUDYING CLASSROOM COMMUNICATION 

Sinclair and Coulthard’s decision to use a rank scale for their model is useful in that it 

allows the discourse to be examined in layers.  Discourse patterns can be identified at the 

small-scale level of the individual acts, and the larger-scale level of exchanges.  Rather 

than looking at each word or phrase separately, these labels can highlight communicative 

patterns found in the discourse.  This can determine the type of structure within the 

discourse and how it is organized.   

 

The labels used represent the functions of the utterances, and so this type of analysis 

shows the relationships between the functions.  Approaching discourse from this point of 

view helps to understand the communicative purposes of the participants, and how 

different discourse structures achieve these purposes.  By breaking up the discourse in 

layers, the functions of each part become clear and by understanding these functions we 

can see how they combine to form classroom discourse.  

 

Examining discourse through Sinclair and Coulthard’s model can provide a better 

understanding of the roles of the teacher and students, and how these roles are created 

and maintained by the language used.  By observing the roles through the discourse, we 

can see how teachers and their students use language in order to interact.  Once teachers 

understand how their language affects their role in the classroom they can begin to use 

language more consciously. 
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This type of analysis can help teachers become aware of how communication is 

transferred from teacher to student as well as become conscious of the functions and 

structures of the language and as a result how language affects classroom discourse.  By 

being aware of the language and its functions the teacher can structure the language for 

better communication.  In contrast, van Lier believes that, 

 

“The teacher who wishes to analyse interaction in his or her own classroom 

would be well advised not to use ready-made systems of coding and categorizing, 

but to look for the dynamics, the participation patterns, the work that language is 

made to do…Rather than investing further time in ‘coding’ on the basis of the 

transcript, it is worth just pondering, intuitively and informally, over what goes 

on…” (1984, pg.168).  

 

Instead of using the rank scale, maybe teachers need to reflect on what else is effecting 

communication in the classroom.   

 

I believe this supports the difficulties that I had in my analysis.  A good example of this is 

when the teacher uses a non-verbal head act to elicit a response from his students 

discussed in section 4.2.  I found this section very difficult to code according to the model.  

The teacher is using language and gesture to make connections and give answers.  The 

teacher makes the thumbs up gesture whilst modeling ‘yes I do’ and then with the thumbs 

down gesture expects the students to logically reply with ‘no I don’t’.  The implied 

question is ‘if this means yes I do, then what does this mean?’  In the end, I decided to 

label this as an eliciting exchange with a non-verbal elicitation act.  However, this still 

seems a bit inaccurate and I do not think the labeling captures the essence of what is 
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happening here.  There seems to be more going on in the discourse than can be accounted 

for just by the language being used.  

 

6. CONCLUSION 

This paper discusses how a classroom transcription fits into Sinclair and Coulthard’s rank 

scale, but unfortunately, I have concluded that the model does not fully cover what was 

happening in this language classroom.  The difficulties I had applying the transcription to 

their model seem that there are larger aspects of discourse going on, specifically in the 

language classroom.  van Lier points out that,  

  

“Such systems attempt to find the structure or discourse (a futile quest, I believe), 

but fail to attend to the dynamism of interaction, the structuring work undertaken 

by all participants in order to achieve a classroom lesson” (1984, pg.166). 

 

It is important to remember that classes who have been taught by the same teacher for a 

long period have habits of communicating and interacting.  These habits are especially 

important with young learners because verbal communication is limited.  Analyzing only 

the language involved therefore might not capture the full complexity of the discourse 

and how teachers and students communicate. 
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Appendices 
 

 

Appendix A: Classification of Speech Acts 

Sinclair and Coulthard (1992: 19 – 21) 

 
Label Symbol Definition 

marker m 

Realized by a closed class of items – ‘well’, ‘OK’, ‘now’, ‘good’, ‘right’, 

‘alright’.  When a markers is acting as the head of a framing move it has a 

falling intonation, [1] or [+1], as well as a silent stress.  Its function is to 

mark boundaries in the discourse 

starter s 

Realized by a statement, question or command.  Its function is to provide 

information about or direct attention to or thought towards an area in order 
to make a correct response to the initiation more likely. 

elicitation el Realized by a question.  Its function is to request a linguistic response. 

check ch 

Realized by a closed class of polar questions concerned with being 

‘finished’ or ‘ready’, having ‘problems’ or ‘difficulties’, being able to ‘see’ 
or ‘hear’.  They are ‘real’ questions, in that for once the teacher doesn’t 

know the answer.  If he does know the answer to, for example, ‘have you 

finished’, it is a directive, not a check.  The function of checks is to enable 

the teacher to ascertain whether there are any problems preventing the 

successful progress of the lesson. 

directive d 
Realized by a command.  Its function is to request a non-linguistic 

response. 

informative i 

Realized by a statement.  It differs from other uses of statement in that its 

sole function is to provide information.  The only response is an 

acknowledgement of attention and understanding. 

prompt p 

Realized by a closed class of items – ‘go on’, ‘come on’, ‘hurry up’, 

‘quickly’, ‘have a guess’.  Its function is to reinforce a directive or 

elicitation by suggesting that the teacher is no longer requesting a response 

but expecting or even demanding one. 

clue cl 

Realized by a statement, question, command, or moodless item.  It is 

subordinate to the head of the initiation and functions by providing 

additional information which helps the pupil to answer the elicitation or 

comply with the directive. 

cue cu 

Realized by a closed class of which we so far have only three exponents, 

‘hands up’, ‘don’t call out’, ‘is John the only one’.  Its sole function is to 

evoke an (appropriate) bid. 

bid b 

Realized by a closed class of verbal and non-verbal items – ‘Sir’, “Miss’, 

teacher’s name, raised hand, heavy breathing, finger clicking.  Its function 
is to signal a desire to contribute to the discourse. 

nomination n 

Realized by a closed class consisting of the names of all the pupils, ‘you’ 

with contrastive stress, ‘anybody’, ‘yes’, and one or two idiosyncratic items 

such as ‘who hasn’t said anything yet’.  The function of the nomination is 

to call on or give permission to a pupil to contribute to the discourse. 

acknowledge ack 

Realized by ‘yes’, ‘OK’, ‘mm’, ‘wow’, and certain on-verbal gestures and 

expressions.  Its function is simply to show that the initiation has been 

understood, and, it the head was a directive, that the pupil intends to react. 

reply rep 

Realized by a statement, question or moodless item and non-verbal 

surrogates such as nods.  Its function is to provide a linguistic response 

which is appropriate to the elicitation. 

react rea 
Realized by a non-linguistic action.  Its function is to provide the 

appropriate non-linguistic response defined by the preceding directive. 
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comment com 

Realized by a statement or tag question.  It is subordinate to the head of the 

move and its function is to exemplify, expand, justify, provide additional 

information.  On the written page it is difficult to distinguish from an 

informative because the outsider’s ideas of relevance are not always the 

same.  However, teachers signal paralinguistically, by a pause, when they 

are beginning a new initiation with an informative as a head; otherwise they 

see themselves as commenting. 

accept acc 

Realized by a close class of items – ‘yes’, ‘no’, ‘good’, ‘fine’, and 

repetition of pupil’s reply all with neutral low fall intonation.  Its function 

is to indicate that the teacher has heard or seen and that the informative, 
reply or react was appropriate. 

evaluate e 

Realized by statements and tag questions, including words and phrases such 
as ‘good’, ‘interesting’, ‘team point’, commenting on the quality of the 

reply, react or initiation, also by ‘yes’, ‘no’, ‘good’, ‘fine’, with a high-fall 

intonation, and repetition of the pupil’s reply with either high-fall 

(positive), or a rise of any kind (negative evaluation). 

silent stress ^ 

Realized by a pause, of the duration of one or more beats, following a 

marker.  It functions to highlight the marker when it is serving as the head 

of a boundary exchange indicating a transaction boundary. 

metastatement ms 

Realized by a statement which refers to some future time when what is 

described will occur.  Its function is to help the pupils to see the structure of 

the lesson, to help them understand the purpose of the subsequent 

exchange, and see where they are going. 

conclusion con 

Realized by an anaphoric statement, sometimes marked by slowing of 

speech rate and usually the lexical items ‘so’ or ‘then’.  In a way it is the 

converse of metastatement.  Its function is again to help the pupils 

understand the structure of the lesson buy this time by summarizing what 

the preceding chunk of discourse is about. 

loop l 

Realized by a closed class of items – ‘pardon’, ‘you what’, ‘eh’, ‘again’, 

with rising intonation and a few questions like ‘did you say’, ‘do you 

mean’.  Its function is to return the discourse to the stage it was at before 
the pupil spoke, from where it can proceed normally. 

aside z 

Realized by a statement, question, command, moodless, usually marked by 
lowering the tone of the voice, and not really addressed to the class.  As we 

noted above, this category covers items we have difficulty in dealing with.  

It is really instances of the teacher talking to himself: ‘It’s freezing in here’, 

‘Where did I put my chalk?’ 
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Appendix B:  Classroom Transcription (15:58 – 26:43) 

T = teacher 

Ss = majority of the students.  I can never be sure as to how many are participating at 

once, but Ss is designated as the majority of the students. 

S1-14 = individual student’s participation. 

CD = there is an audio/visual CD that is played during the lesson.  

The arrows represent overlaps of the language being spoken. 

 

1. T: So… first of all.  Three things today, three things.  I have cows. 

2. Ss: I have cows. 

3. T: K. 

4. S1: I have cows. 

5. T: Good.  Number two. 

6. S2: You have 

7. T:                            How many cows? 

8. Ss: How many cows? 

9. T: Good.  One, two, three, four. 

10. Ss: One, two, three, four. 

11. T: Ok, good.  And third, you have cows. 

12. Ss: You have cows. 

13. T:    Very good.  Three things and I’ve only written two on the board so let me 

           write the third one.  You…have…cows.  [T writes on whiteboard] 

14. Ss:                                                             have…cows. 

15. T:    You have cows.  Ok, good.  Now… let’s see what’s next. 

 

Korean homeroom teacher speaks Korean to direct students to look at the T.V.  

 

16. CD:  One, two, three, four, five, six, seven, eight, nine, ten. 

17. S3:   Ten. 

18. T: Ten.  Ok, one more time.  Let’s do this with To.  Who’s he though?   

Who’s he? 

19. Ss:    Tony! 

20. T:      Tony.  Very good.  Let’s count with Tony.  You ready?  Ready? 

 

Korean homeroom teacher speaks Korean to direct students to participate in unison. 

 

21. CD: One, two, three, four, five, six, seven, eight, nine, ten. 

22. Ss: One, two, three, four, five, six, seven, eight, nine, ten. 

23. T: Good.  Now… look.  This word, one, two, three, four, five, six, count. 

24. Ss: Count. 

25. T: Count. 

26. Ss: Count. 

27. T: K, count.  One, two, three, four. 

28. S4:  Ten, nine, eight, count count. 

29. T:  Now…listen carefully. 
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30. CD:  One, two, three, four, five, six, seven, eight, nine, ten. 

 

31. Ss:                               three, four, five, six, seven, eight, nine, ten. 

32. T:  Good.  Ok, now [inaudible] What about his?  [T holds up fingers] 

33. Ss:  Seven. 

34. T:  Yes.  Very good.  What about this?  [T holds up fingers] 

35. Ss:  Three. 

36. T:  Three. 

37. Ss:  Three. 

38. T:  Very good.  What about this?  [T holds up fingers] 

39. Ss:  Nine. 

40. T:  How about this?  [T holds up fingers] 

41. Ss:  Four. 

42. T:  Very good.  What about this?  [T holds up fingers] 

43. Ss:  Eight. 

44. T:  And, this?  [T holds up fingers] 

45. Ss:  Ten. 

46. T:  And, this?  [T holds up fingers] 

47. Ss:  Two. 

48. T:  Ok, and this?  [T holds up fingers] 

49. Ss:  Six. 

50. Ss:  One. 

51. Ss:  Five. 

52. Ss:  Zero. 

53. T:  Yes, very good.  Ok, good job.  Ok, now, watching. 

54. CD:  I have two cats.  I have three dogs. 

55. T:  Ok, listen to that one.  Who do we have here?  Who are they? 

56. Ss:  Mina, Julie. 

57. T:  That’s good.  Mina and Julie. 

58. Ss: Mina and Julie. 

59. T:  Very good.  Now, let’s listen again. 

60. CD:  I have two cats.  I have three dogs. 

61. S5:  I have two.  I have two cats. 

62. T:  Yes, listen again.  Listen, listen, listen. 

63. CD:  I have two cats. 

64. Ss:  I have two cats. 

65. T:  K, one more time. 

66. CD:  I have two cats. 

67. Ss:  I have two cats. 

68. T:  Good, very good.  Cat. 

69. Ss:  Cat. 

70. T:  Very nice.  Let’s see what Julie says. 

71. CD:  I have three dogs. 

72. Ss:  I have three dogs. 

73. T:  One more time. 

74. CD:  I have three dogs. 
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75. Ss:  I have three dogs. 

76. T:  One more time.  For somebody’s benefit. 

77. CD:  I have three dogs. 

78. Ss:  I have three dogs. 

79. T:  Good.  Say one more time, have. 

80. Ss:  Have. 

81. T:  Have. 

82. Ss:  Have. 

83. T:  Good.  Ok, and number three. 

84. CD:  Do you have cows?  Yes, I do.  How many cows?  Five cows. 

85. S6:  How many cows?  Five cows. 

86. T:  That was a whole new thing.  Listen, listen again.  Listen very carefully.    

Remember so far we have, I have cows. 

87. Ss:  I have cows. 

88. T:  You have cows. 

89. Ss:  You have cows. 

90. T:  And, how many cows? 

91. Ss:  How many cows? 

92. T:  Now listen to number four.  Listen carefully. 

 

Korean homeroom teacher speaks Korean to direct students to listen. 

 

93. CD:  Do you have cows?  Yes, I do.  How many cows?  Five cows. 

94. T:  Ok, listen one more time.  [Ss listen] 

95. CD:  Do you have cows? 

96. Ss:  Do you have cows? 

97. T:  Good.  Now we have a new one, see.  Do you have. 

98. Ss:  Do you have. 

99. T:  Do you have cows?  [T writes on whiteboard] 

100. Ss:  Do you have cows? 

101. T:  Good, again.  Do you have cows? 

102. Ss:  Do you have cows? 

103. T:  Good.  Do you have cows? 

104. Ss:  Do you have cows? 

105. T:  And, good. 

106. S7:  Yes, I do. 

107. T:  Wow!  Very good.  Listen. 

108. CD:  Yes, I do. 

109. Ss:  Yes, I do. 

110. T:  Very good.  So, yes I do. 

111. S8:  Yes, I do 

112. S9:  Do you like cows? 

113. T:  Not, do you like.  Remember, do you have. 

114. Ss:  Do you have. 

115. T:  Good.  Because before we saw, listen.  Do you like apples? 

116. Ss:  Do you like apples? 
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117. T:  Yes, I do. 

118. Ss:  Yes, I do.  No, I don’t.  [T makes an X with his arms] 

119. T:  Good.  No, no. 

120. Ss:  No, I don’t. 

121. T:  Do you have cows? 

122. Ss:  Do you have cows? 

123. Ss:  Yes, I do.  [T makes an O with his arms] 

124. Ss:  No, I don’t.  [T makes an X with his arms] 

125. T:  Excellent.  See [T directs students to look at the whiteboard] same, same.    

No, I don’t.  Ok, now look.  You see this?  Do [T directs students to look 

at the whiteboard] 

126. Ss:  Do. 

127. T:  And so here, do [T directs students to look at the whiteboard] 

128. Ss:  Do. 

129. T:  Don’t. 

130. Ss: Don’t. 

131. T:  Exactly.  Ok, one more time all together. 

132. CD:  Do you have cows? 

133. Ss:  Do you have cows? 

134. T:  I thought I heard like.  One more time. 

135. CD:  Do you have cows? 

136. Ss:  Do you have cows? 

137. T:  So, say again.  You have. 

138. Ss:  You have. 

139. T:  Good.  Do you have. 

140. Ss:  Do you have. 

141. CD:  Do you have cows? 

142. Ss:  Do you have cows? 

143. T:  Ok. 

144. CD:  Yes, I do. 

145. Ss:  Yes, I do. 

146. CD:  How many cows? 

147. Ss:  How many cows? 

148. CD:  Five cows. 

149. Ss:  Five cows. 

150. T:  Good.  Excellent.  Very very nice.  Ok, so one more time.  I have cows. 

151. Ss:  I have cows. 

152. T:  How many cows? 

153. Ss:  How many cows? 

154. T:  Five cows. 

155. Ss:  Five cows. 

156. T:  You have cows. 

157. Ss:  You have cows. 

158. T:  Do you have cows? 

159. Ss:  Do you have cows? 

160. T:  Yes, I do. 
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161. Ss:  Yes, I do. 

162. S10:  No, I don’t. 

163. T:  No, I don’t.  Ok, now let me see.  Let’s look at…Yes, let’s just look, just  

wait, don’t, don’t.  Only look at me.  Only look at me. 

 

Korean homeroom teacher speaks Korean to direct students to look at the English teacher. 

 

164. T:  Now, let’s see what we have here.  What’s this? 

165. Ss:  Cow. 

166. T:  Now, let’s do it properly.  It’s a cow. 

167. Ss:  It’s a cow. 

168. T:  Good. 

169. S11:  It’s a monkey. 

170. T:  I have a cow. 

171. Ss:  I have a cow. 

172. T:  I have cows. 

173. Ss:  I have cows. 

174. T:  Ok, good.  So, it’s a cow. 

175. Ss:  It’s a cow. 

176. T:  Good, what’s this? 

177. Ss:  It’s a monkey. 

178. T:  It’s a monkey. 

179. Ss:  It’s a monkey. 

180. T:  Monkey. 

181. Ss: Monkey. 

182. T:  Good.  Do you have monkeys?  Ok, very good.  What’s this? 

183. Ss:  It’s a kangaroo. 

184. T:  Very good.  It’s a kangaroo. 

185. Ss:  It’s a kangaroo. 

186. T:  Kangaroo. 

187. Ss:  Kangaroo. 

188. T:  Good.  Er, what’s this? 

189. Ss:  It’s a dog. 

190. T:  It’s a dog.  Very good.  Do you have dogs?  Do you have dogs?  [T  

directly nominates  a student] 

 

Korean homeroom teacher translates in Korean. 

 

191. S12:  Yes, I do. 

192. S13:  Yes, I do. 

 

Korean homeroom teacher translates in Korean. 

 

193. Ss:  Yes, I do. 

194. T:  Ok, yes I do. 

195. Ss: Yes, I… 
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196. T:  One more time.  Yes, I do. 

197. S14:  Yes, I do. 

198. T:  Ok, very good.  Very, very, now.  So, it’s a dog. 

199. Ss:  It’s a dog. 

200. T:  Ok, good.  What, what’s this? 

201. Ss:  It’s a bear. 

202. T:  Bear. 

203. Ss:  Bear. 

204. T:  Good. 
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Appendix C: Transcription Analysis 

 

Exchange # Initiation Response Feedback 

1.  Boundary 
FRAME 
T:  So ^ (m) 

  

 
FOCUS 
T:  First of all.  Three things 

today, three things.  (ms) 

  

2.  Repetition 
OPENING 
T:  I have cows.  (mo) 

ANSWERING 
Ss:  I have cows (rpt) 

FOLLOW-UP  
T:  K. (e) 

3.  Pupil 
Informing 

ANSWERING 
S1:  I have cows.  (i) 

 
FOLLOW-UP  
T:  Good.  (acc) 

4.  Pupil 
Informing 

OPENING 
S2:  You have…  (i) 
 

  

5.  Repetition 
OPENING 
T:  Number two.  (s) 
T:   How many cows?  (mo) 

ANSWERING 
Ss:  How many cows?  (rpt) 

FOLLOW-UP  
T:  Good.  (acc) 

6.  Repetition 
OPENING 
T:  One, two, three, four.  (mo) 

ANSWERING 
Ss:  One, two, three, four.  (rpt) 

FOLLOW-UP  
T:  OK, good.  (acc) 

7.  Repetition 
OPENING 
T:  And third.  (s) 
T:  You have cows.  (mo) 

ANSWERING 
Ss:  You have cows.  (rpt) 

FOLLOW-UP  
T:  Very good.  (acc) 

8.  Informing 

OPENING 
T:  Three things and I’ve only 
written two on the board so let 
me write the third one.  (z) 
[T writes on the whiteboard] 
You…have…cows.  (i) 

ANSWERING 
Ss:  have cows.  (rep) 

FOLLOW-UP  
T:  You have cows.  (e) 
OK, good (acc). 
 

9.  Boundary 
FRAME 
T:  Now ^ (m) 

  

 
FOCUS 
T:  Let’s see what’s next.  (z?) 

  

10.  Informing 

OPENING 

CD:  One, two, three, four, five, 
six, seven, eight, nine, ten.  (i) 

ANSWERING 
S3: Ten.  (rpt) 

 

11.  Boundary 
FRAME 
T:  OK ^ (m) 

  

12.  Directing 
OPENING 
T:  One more time.  Let’s do this 

with To…(d) 

  

13.   Eliciting 
OPENING 
T:  Who’s he though?  (el) 
Who’s he?  (el) 

ANSWERING 

Ss:  Tony!  (rep) 

FOLLOW-UP  
T:  Tony, very good.  
(e) 

14.  Directing 

OPENING 

T:  Let’s count with Tony.  (d) 
You ready?  (ch)  Ready?  (ch) 

ANSWERING 

Ss:  NV  (rea) 
 

 

15.  Repetition 
OPENING 
CD:  One, two, three, four, five, 
six, seven, eight, nine, ten. (mo) 

ANSWERING 
Ss:  One, two, three, four, five, 
six, seven, eight, nine, ten.  (rpt) 

FOLLOW-UP  

T:  Good.  (acc) 

16.  Boundary 
FRAME 

T:  Now ^ (m) 
  

17.  Directing 
OPENING 
T:  Look, this word.  (d) 

ANSWERING 
Ss:  NV  (rea) 

 

18.  Informing 

 

OPENING 
T:  One, two, three, four, five, 

six, count.  (i) 

ANSWERING 
Ss:  Count.  (rpt) 

 

19.  Repetition OPEINGING ANSWERING FOLLOW-UP  
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T:  Count.  (mo) Ss:  Count.  (rpt) T:  K (e). 

20.  Informing 

OPENING 

T:  Count.  One, two, three, four.  
(i) 

ANSWERING 

S4:  Ten, nine, eight, count, 
count.  (rep) 

 

21.  Boundary 
FRAME 
T:  Now ^ (m) 

  

22.  Directing 
OPENING 

T:  Listen carefully.  (d) 

ANSWERING 

Ss:  NV  (rea) 
 

23.  Informing 

 

OPENING 
CD:  One, two, three, four, five, 
six, seven, eight, nine, ten.  (i) 

ANSWERING 
Ss:  three, four, five, six, seven, 
eight, nine, ten.  (rpt) 

FOLLOW-UP  
T:  Good.  (e) 

24.  Boundary 
FRAME 
T:  OK ^ (m) 

  

 
FOCUS 
T:  So (m) 

  

25.  Eliciting 
OPENING 
T:  What about this?  (el) 

ANSWERING 
Ss:  Seven.  (rep) 

FOLLOW-UP  
T:  Yes (e), very good.  
(acc) 

26.  Eliciting 
OPENING 
T:  What about this?  (el) 

ANSWERING 
Ss:  Three.  (rep) 

FOLLOW-UP  
T:  NV [T changes 
fingers] 

27.  Repetition 
OPENING 
T:  Three.  (mo) 

ANSWERING 
Ss:  Three.  (rpt) 

FOLLOW-UP  
T:  Very good.  (acc) 

28.  Eliciting 
OPENING 
T:  What about this?  (el) 

ANSWERING 
Ss:  Nine (rep) 

FOLLOW-UP  
T:  NV [T changes 
fingers] 

29.  Eliciting  
OPENING 
T:  How about this?  (el) 

ANSWERING 
Ss:  Four.  (rep) 

FOLLOW-UP  
T:  Very good.  (acc) 

30.  Eliciting  
OPENING 
T:  What about this?  (el) 

ANSWERING 
Ss:  Eight.  (rep) 

FOLLOW-UP  
T:  NV [T changes 
fingers] 

31.  Eliciting  
OPENING 
T:  And, this?  (el) 

ANSWERING 
Ss:  Ten.  (rep) 

FOLLOW-UP  
T:  NV [T changes 
fingers] 

32.  Eliciting 
OPENING 
T:  And this?  (el) 

ANSWERING 
Ss:  Two.  (rep) 

FOLLOW-UP  
T:  OK.  (acc) 

33.  Eliciting 
OPENING 
T:  And this?  (el) 

ANSWERING 
Ss:  Six.  (rep) 

FOLLOW-UP 
T:  NV [T changes 
fingers] 

34.  Eliciting 
OPENING 
T:  NV [T holds up fingers] (el) 

ANSWERING 
Ss:  One.  (rep) 

FOLLOW-UP 
T:  NV [T changes 
fingers] 

35.  Eliciting 
OPENING 
T:  NV [T holds up fingers] (el) 

ANSERING 
Ss:  Five.  (rep) 

FOLLOW-UP 
T:  NV [T changes 
fingers] 

36.  Eliciting 
OPENING 
T:  NV [T holds up fingers] (el) 

ANSWERING 
Ss:  Zero.  (rep) 

FOLLOW-UP  
T:  Yes, very good.  
(acc)  OK, good job.  
(e) 

37.  Boundary 
FRAME 
T:  OK  (m), Now ^ (m) 

  

38.  Directing 
OPENING 
T:  Watching (d) 

ANSWERING 
Ss:  NV  (rea) 

 

39.  Informing 
OPENING 
CD:  I have two cats.  I have 
three dogs.  (i) 

  

40.  Directing  
OPENING 
T:  OK (m).  Listen to that one.  
(d) 

  

41.  Eliciting OPENING ANSWERING FOLLOW-UP  
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T:  Who do we have here?  (el)  
Who are they?  (el) 

Ss:  Mina, Julie.  (rep) T:  That’s good.  (acc) 

42.  Repetition 
OPENING 
Mina and Julie.  (mo) 

ANSWERING 
Ss:  Mina and Julie.  (rpt) 

FOLLOW-UP 
T:  Very good.  (acc) 

43.  Boundary 
FRAME 
T:  Now ^ (m) 

  

44.  Directing 
OPENING 
T:  Let’s listen again.  (d) 

ANSWERING 

Ss:  NV  (rea) 
 

 

45.  Informing 
OPENING 
CD:  I have two cats.  I have 
three dogs.  (i) 

ANSWERING 
S5:  I have two.  I have two cats.  
(rep) 

FOLLOW-UP 

T:  Yes.  (acc) 

46.  Directing 

OPENING 

T:  Listen again, listen, listen.  
(d) 

ANSWERING 
Ss:  NV  (rea) 

 

47.  Repetition 
OPENING 
CD:  I have two cats.  (i) 

ANSWERING 
Ss:  I have two cats.  (rpt) 

FOLLOW-UP  
T:  K (acc)  

48.  Repetition 

OPENING 

T:  One more time.  (d)  
CD:  I have two cats.  (mo) 

ANSWERING 
Ss:  I have two cats (rpt) 

FOLLOW-UP  

T:  Good, very good.  
(e) 

49.  Repetition 
OPENING 
T:  Cat.  (mo) 

ANSWERING 
Ss:  Cat.  (rpt) 

FOLLOW-UP  
T:  Very nice.  (acc) 

50.  Repetition 
OPENING 
T:  Let’s see what Julie says.  (s) 

CD:  I have three dogs.  (mo) 

ANSWERING 
Ss:  I have three dogs.  (rpt) 

 
 

51.  Repetition 
OPENING 
T:  One more time (d) 
CD:  I have three dogs.  (mo) 

ANSWERING 

Ss:  I have three dogs.  (rpt) 

 

 

52.  Repetition 

OPENING 

T:  One more time.  (d)  For 
somebody’s benefit.  (z) 
CD:  I have three dogs.  (mo) 

ANSWERING 
Ss:  I have three dogs.  (rpt) 

FOLLOW-UP  
T:  Good.  (acc) 

53.  Repetition 
OPENING 
T:  Say one more time (d), have.  
(mo) 

ANSWERING 
Ss:  Have.  (rpt)  

 

54.  Repetition 
OPENING 
T:  Have.  (mo) 

ANSWERING 
Ss:  Have.  (rpt) 

FOLLOW-UP 
Good.  (acc) 

55.  Boundary 
FRAME 
T:  OK ^ (m)  

  

56.  Informing 

OPENING 

T:  and number three.  (s) 
CD:  Do you have cows?  Yes, I 
do.  How many cows?  Five 
cows.  (i) 

ANSWERING 
S6:  How many cows?  Five 
cows.  (rpt) 

 

57.  Directing 

OPENING 
T:  That was a whole new thing.  
(com)  Listen, listen again.  

Listen very carefully. (d) 

ANSWERING 
Ss:  NV  (rea) 

 

58.  Repetition 
OPENING 
T:  Remember so far we have 
(con), I have cows.  (mo) 

ANSWERING 

Ss:  I have cows.  (rpt) 
 

59.  Repetition 
OPENING 
T:  You have cows.  (mo) 

ANSWERING 
Ss:  You have cows.  (rpt) 

 

60.  Repetition 
OPENING 
T:  And (m), how many cows.  
(mo) 

ANSWERING 
Ss:  How many cows.  (rpt) 

 

61.  Boundary 
FRAME 
T:  Now ^ (m) 

  

62.  Directing 
OPENING 
T:  Listen to number for.  (s) 

ANSWERING 
Ss:  NV (rep) 
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Listen carefully.  (d)  

63.  Informing 

OPENING 

CD:  Do you have cows?  Yes, I 
do.  How many cows?  Five 
cows.  (i) 

  

64.  Boundary 
FRAME 
T:  OK ^ (m) 

  

65.  Directing 
OPENING 
T:  Listen one more time.  (d) 

ANSWERING 
Ss:  NV  (rea) 

 

66.  Repetition 
OPENING 
CD:  Do you have cows?  (mo) 

ANSWERING 
Ss:  Do you have cows.  (rpt) 

FOLLOW-UP 
T:  Good.  (e)   

67.  Repetition 
OPENING 
T:  Now we have a new one.  

(com)  Do you have.  (mo) 

ANSWERING 
Ss:  Do you have.  (rpt) 

 

68.  Repetition 
OPENING 
T:  Do you have cows?  (mo) 

ANSWERING 
Ss:  Do you have cows?  (rpt) 

FOLLOW-UP 
T:  Good.  (acc) 

69.  Repetition 
OPENING 
T:  Again.  (l)  Do you have 

cows?  (mo) 

ANSWERING 
Ss:  Do you have cows? (rpt) 

FOLLOW-UP 
T:  Good.  (e) 

70.  Repetition 
OPENING 
T:  Do you have cows?  (mo) 

ANSWERING 
Ss:  Do you have cows?  (rpt) 

FOLLOW-UP 
T:  And, good.  (e) 

71.  Pupil 
Informing 

OPENING 
S7:  Yes, I do.  (i) 

 
FOLLOW-UP 
T:  WOW!  Very good.  
(e) 

72.  Directing 
OPENING 
T:  Listen.  (d) 

ANSWERING 
Ss:  NV  (rea) 

 

73.  Repetition 
OPENING 
CD:  Yes, I do.  (mo) 

ANSWERING 
Ss:  Yes, I do.  (rpt) 

FOLLOW-UP 
T:  Very good.  (e) 

74.  Boundary 
FRAME 
T:  So ^ (m) 
 

  

75.  Repetition 
OPENING 
T:  Yes, I do.  (mo) 

ANSWERING 
S8:  Yes, I do.  (rpt) 
S9:  Do you like cows?  (rep) 

FOLLOW-UP 
T:  Not, do you like.  
(com) 

76.  Informing 
OPENING 
T:  Remember, do you have.  (i) 

ANSWERING 
Ss:  Do you have.  (rpt) 

FOLLOW-UP  
Good.  (acc) 

77. Directing 
OPENING 
T:  Because before we saw  
(con), listen (d) 

ANSWERING 
Ss:  NV  (rea) 

 

78.  Repetition 
OPENING 
T:  Do you like apples?  (mo) 

ANSWERING 
Ss:  Do you like apples?  (rpt) 

 

79.  Repetition 
OPENING 
T:  Yes, I do.  (mo) 

ANSWERING 
Ss:  Yes, I do.  (rpt) 

 

FOLLOW-UP 
T:  Good.  (acc) 

80.  Eliciting 
OPENING 
T:  NV [thumbs up] 

ANSWERING 
Ss:  No, I don’t.  (rep) 

 

81.  Eliciting 
OPENING 
T:  NV  [thumbs down]  No, No  
(cl) 

ANSWERING 

Ss:  No, I don’t. (rep) 
 

82.  Repetition 
OPENING 

T:  Do you have cows?  (mo) 

ANSWERING 

Ss:  Do you have cows?  (rpt) 
 

83.  Eliciting 
OPENING 
T:  NV [thumbs up]  (el) 

ANSWERING 
Ss:  Yes, I do.  (rep) 

 

84.  Eliciting 
OPENING 
T:  NV [thumbs down]  (el) 

ANSWERING 
Ss:  No, I don’t.  (rep) 

FOLLOW-UP 
T:  Excellent!  (e)  

 

85.  Informing 
OPENING 
T:  See same, same.  (com)  No, 
I don’t.  (i) 

  

86.  Boundary FRAME   
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T:  OK ^ (m) 

87.  Repetition 

OPENING 

T:  Now, look, you see this?  (s) 
Do.  (mo) 

ANSWERING 
Ss:  Do.  (rpt) 

  

88.  Repetition 
OPENING 
T:  And so here (com)  Do.  (mo) 

ANSWERING 
Ss:  Do.  (rpt) 

 

89.  Repetition 
OPENING 

T:  Don’t.  (mo) 

ANSWERING 

Ss:  Don’t.  (rpt) 

FOLLOW-UP 

T:  Exactly  (e) 

90.  Boundary 
FRAME 
T:  OK ^ (m) 

  

91.  Repetition 

OPENING 
T:  One more time all together.  
(d) 

CD:  Do you have cows?  (mo) 

ANSWERING 
Ss:  Do you have cows?  (rpt) 

FOLLOW-UP 
T:  I thought I heard 
like.  (z)   

92.  Repetition 
OPENING 
T:  One more time.  (d) 
CD:  Do you have cows?  (mo) 

ANSWERING 

Ss:  Do you have cows?  (rpt) 
 

93.  Repetition 

OPENING 

T:  So (m), say again.  (l)  You 
have.  (mo) 

ANSWERING 
Ss:  You have.  (rpt) 

FOLLOW-UP  
T:  Good.  (acc) 

94.  Repetition 
OPENING 
T:  Do you have.  (mo) 

ANSWERING 
Ss:  Do you have.  (rpt) 

 

95.  Repetition 
OPENING 
CD:  Do you have cows?  (mo) 

ANSWERING 
Ss:  Do you have cows?  (rpt) 

FOLLOW-UP 
T:  OK.  (e) 

96.  Repetition 
OPENING 
CD:  Yes, I do.  (mo) 

ANSWERING 
Ss:  Yes, I do.  (rpt) 

 

97.  Repetition 
OPENING 
CD:  How many cows?  (mo) 

ANSWERING 
Ss:  How many cows? (rpt) 

 

98.  Repetition 
OPENING 
CD:  Five cows.  (mo) 

ANSWERING 
Ss:  Five cows.  (rpt) 

FOLLOW-UP 
T:  Good.  (acc)  
Excellent.  Very very 
nice.  (e) 

99.  Boundary 
FRAME 
T:  OK ^ (m) 

  

 
FOCUS 
T:  So (m),  

  

100.  Repetition 
OPENING 
T: One more time.  (d) 
I have cows.  (mo) 

ANSWERING 
Ss:  I have cows.  (rpt) 

 

101.  Repetition 
OPENING 
T:  How many cows?  (mo) 

ANSWERING 
Ss:  How many cows?  (rpt) 

 

102.  Repetition 
OPENING 
T:  Five cows.  (mo) 

ANSWERING 
Ss:  Five cows.  (rpt) 

 

103.  Repetition 
OPENING 

T:  You have cows.  (mo) 

ANSWERING 

Ss:  You have cows.  (rpt) 
 

104.  Repetition 
OPENING 
T:  Do you have cows?  (mo) 

ANSWERING 
Ss:  Do you have cows?  (rpt) 

 

105.  Repetition 
OPENING 
T:  Yes, I do.  (mo) 

ANSWERING 
Ss:  Yes, I do.  (rpt) 

 

106.  Pupil 
Informing 

OPENING 
S10:  No, I don’t (i) 

 
FOLLOW-UP  
T:  No, I don’t.  (acc) 

107.  Boundary 
FRAME 
T:  OK (m), now ^ (m) 
 

  

 
FOCUS 
T:  Let me see.  (z)  Let’s look 
at…(z) 

  

108.  Directing 
OPENING 
T: Yes, let’s just look, just wait, 
don’t don’t.  (d)  Only look at 

ANSWERING 
Ss:  NV  (rea) 

 



 33

me.  (d) 

109.  Boundary 
FRAME 

T:  Now ^ (m) 
  

 
FOCUS 
T:  Let’s see what we have here.  
(z) 

  

110.  Eliciting 
OPENING 

T:  What’s this?  (el) 

ANSWERING 

Ss:  Cow (rep) 

FOLLOW-UP 

T:  NV 

111.  Boundary 
FRAME 
T:  Now ^ (m) 

  

 
FOCUS 
T:  Let’s do it properly.  (z) 

  

112.  Repetition 
OPENING 
T:  It’s a cow.  (mo) 

ANSWERING 
Ss:  It’s a cow.  (rpt) 
S11:  It’s a monkey.  (rep) 

FOLLOW-UP  
T:  Good.  (acc) 

113.  Repetition 
OPENING 
T:  I have a cow.  (mo) 

ANSWERING 
Ss:  I have a cow.  (rpt) 

 

114.  Repetition 
OPENING 
T:  I have cows.  (mo) 

ANSWERING 
Ss:  I have cows.  (rpt) 

FOLLOW-UP 
T:  OK, good.  (acc) 

115.  Boundary 
FRAME 
T:  So ^ (m) 

  

116.  Repetition 
OPENING 

T:  It’s a cow.  (mo) 

ANSWERING 

Ss:  It’s a cow.  (rpt) 

FOLLOW-UP 

T:  Good.  (acc) 

117.  Eliciting 
OPENING 
T:  What’s this?  (el) 

ANSWERING 
Ss:  It’s a monkey.  (rep) 

 
 

118.  Repetition 
OPENING 
T:  It’s a monkey.  (mo) 

ANSWERING 
Ss:  It’s a monkey.  (rpt) 

 

119.  Repetition 
OPENING 
T:  Monkey.  (mo) 

ANSWERING 
Ss:  Monkey.  (rpt) 

FOLLOW-UP 
T:  Good.  (e) 

120.  Eliciting 
OPENING 
T:  Do you have monkeys?  (el) 

ANSWERING 
S12:  NV [student shakes head] 

FOLLOW-UP 
T:  OK, very good.  
(acc) 

121.  Eliciting 
OPENING 
T:  Er, what’s this?  (el) 

ANSWERING 
Ss:  It’s a kangaroo.  (rep) 

FOLLOW-UP 
T:  Very good.  (e) 

122.  Repetition 
OPENING 
T:  It’s a kangaroo.  (mo) 

ANSWERING 
Ss:  It’s a kangaroo.  (rpt) 

FOLLOW-UP 
T:  NV 

123.  Repetition 
OPENING 
T:  Kangaroo.  (mo) 

ANSWERING 
Ss:  Kangaroo.  (rpt) 

FOLLOW-UP 
T:  Good.  (acc) 

124.  Eliciting 
OPENING 
T:  Er, what’s this?  (el) 

ANSWERING 
Ss:  It’s a dog.  (rep) 

FOLLOW-UP 
T:  It’s a dog.  (acc)  
Very good.  (e) 

125.  Eliciting 
OPENING 
T:  Do you have dogs?  (el)  Do 
you have dogs?  (n) 

ANSWERING 
S13:  Yes, I do.  (rep) 

S14:  Yes, I do.  (rep) 
Ss:  Yes, I do.  (rep) 

FOLLOW-UP 

T:  OK.  (acc) 

126.  Repetition 
OPENING 
T:  Yes, I do.  (mo) 

ANSWERING 
Ss:  Yes, I… (rpt) 

 
 

127.  Repetition 
OPENING  
T:  One more time.  (d) 

Yes, I do.  (mo) 

ANSWERING 
S15:  Yes, I do.  (rpt) 

FOLLOW-UP 
T:  OK, very good.  (e) 

Very very good.  (acc) 

128.  Boundary 
FRAME 
T:  So ^ (m) 

  

129.  Repetition 
OPENING 
T:  It’s a dog.  (mo) 

ANSWERING 
Ss:  It’s a dog.  (rpt) 

FOLLOW-UP 
T:  OK, good.  (acc) 

130.  Eliciting 
OPENING 
T:  What, what’s this?  (el) 

ANSWERING 
Ss:  It’s a bear.  (rep) 

FOLLOW-UP 
T:  NV 

131.  Repetition 
OPENING 
T:  Bear.  (mo) 

ANSWERING 
Ss:  Bear.  (rpt) 

FOLLOW-UP 
T:  Good.  (acc) 
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