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ABSTRACT 

This study purports to investigate the effect of class size on pupils’ responses and 

teacher feedback. It examines the relationship between these variables in the context of 

English teaching and learning at two Algerian secondary schools, namely Mohammed Seddik 

Ben Yahia and Houari Boumedienne. This piece of research is based on the hypothesis that 

class size affects classroom interaction. The dissertation is divided into two parts, the 

theoretical part exposes issues about class size and interaction and the practical part includes 

two questionnaires and a direct observation instrument that are used in data collection. The 

data obtained reveal that most teachers and students, with the exception of a few, agree that 

small classes affect positively classroom interaction in terms of pupils’ responses and teacher 

feedback. The frequency of correct and complete, correct, but incomplete and incorrect 

responses is higher in small classes. More self-initiated, teacher-selected and classroom 

directed responses are identified with small classrooms. These different types of responses are 

also more attended to in small classes where teachers were observed to use multifarious 

feedback strategies for almost every type of the aforementioned responses such as praise, 

asking pupils to self-correct or asking peers to correct or complete the answers. Though 

teachers attempt to follow up pupils’ responses in large classes, which are rather messy, 

choral and involving comments, the teacher resorts to interrupt students more. On the basis of 

these, some recommendations have been proposed to help students overcome their difficulties 

in order to improve their interaction, and others to help teachers in their way of teaching. 
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1. Statement of the Problem 

Effective education depends on a number of factors, among which the teacher, the 

learners and the classroom, or the physical environment, where the teaching and learning 

processes take place are the ones extensively studied. One factor that affects classroom 

environment is class size. The latter refers to the average number of pupils within a typical 

classroom in a school. As the number of pupils per class gets smaller, the educational system 

in a given country, state or institution is considered to be having one of the high standards. 

However, to the exception of few countries large classes are the norm all over the world be it 

at primary education, secondary education, colleges or universities.  

The effect of various class sizes on the classroom processes, in general, and classroom 

interaction, in particular, has stirred contentious debate among researchers for a long 

time. While some think small to normal classes do not present as many problems as large ones 

particularly in terms of the smooth running of interacting and the involvement of every 

learner, others differ completely by showing that smaller classes are connected with less rich 

teacher-students interaction and fewer questions from students. 

The discussion naturally leads to the issue of settling on a dividing line to tell a small 

class from large one which, though officially stated by the Algerian Ministry of National 

Education to be 35 pupils per class, may be subject to personal judgements for every teacher 

and pupil. In addition, teachers and pupils may vary in terms of their preferences for the 

degree of comfort they feel in either of the two settings. 

 A balloon filled with air expands and eventually bursts, and by analogy, large classes 

risk to get ‘out of control’, be ‘hard to manage’, or make ‘teaching and learning difficult’, as 

often reported by teachers of English at the secondary schools we have been working with. In 

such contexts, the main obstacle posed by large classes is discipline, which seems to be absent 
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or less serious in small classes. However, with regard to the interaction between the teachers 

and pupils in their respective classes, it is hard to tell whether more pupils are responsive in 

one setting over the other in terms of how many pupils get involved in supplying answers, the 

rate of participation per pupil and the frequency with which they do so. In addition, and apart 

from the apparent fact that it is difficult to provide feedback for students sitting at the back, in 

large classes, it is a prejudgement to say that teachers offer more quality feedback for each 

pupil in small classes in comparison to what they would do in large ones. Therefore, each 

setting presents different and complex challenges for pupils’ responses and teacher feedback, 

and the issue deserves to be explored to determine the effects of class size. 

2. Research Questions 

Speaking about class size in secondary schools when teaching English, it is important to 

consider its relationship with or impact on interaction, by seeking answers to the following 

questions:  

1. What is the ideal class size teachers and pupils consider to be preferred and conducive 

to better interaction? 

2. What is the rate of students’ responses in small and large classes? 

3. Does class size have an impact on the quality of students’ responses in interaction? 

4. What is the rate of teacher feedback on pupils’ responses in small and large classes? 

5. Does class size have an impact on the quality of teacher feedback on pupils’ 

responses? 

3. Hypothesis of the Study 

This study is designed to test whether class size affects classroom interaction in EFL 

classes at Mohammed Seddik Ben Yahia and Houari Boumedienne secondary schools. It is, 
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therefore, exploratory in nature, and the hypothesis can be broken down into two sub-

hypotheses as follows: 

1- Class size is negatively related to the rate and quality of pupils’ responses. 

2- Class size is negatively related to the rate and quality of teacher feedback. 

4. Purpose of the Study 

The reason behind choosing this topic is the belief that pupils, teachers, researchers as 

well as educational policy makers need to understand the dynamics of class size by 

investigating its relationship to effective and successful interaction in the classroom. 

Particularly, this study aims at investigating the effects of class size on pupils’ responses and 

teacher feedback. Additionally, the study aims at suggesting some useful strategies for 

teachers to use in order to cope with secondary school classes that are heterogeneous by 

number. 

It is felt that the exploration of the issue of class size will help in deriving insights to 

improve the know-how of teachers of English in handling it. Moreover, the study intends to 

produce a body of knowledge first-hand from a sample of Algerian secondary schools about 

classroom interaction which can be helpful in making English teachers aware of their 

responsibilities to each individual pupil regardless of the size of the class. The findings can 

also be used as a springboard for discussions about how to manage class size because they 

may contribute to a better understanding of classroom environment. In turn, this may enable 

teachers to adopt a variety of strategies for the benefit of the quality of education of every 

pupil. 

5. Means of the Research 

 This study takes place at two secondary schools, ‘Mohammed Essedik Ben Yahia’ 

(school 1) and ‘Houari Boumediene’(school 2) secondary schools, situated in Elmilia, Jijel.It 
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relies on quantitative and qualitative data collection and analysis methods, using two 

questionnaires: one for students and the other for teachers. The questionnaires are 

administered to one hundred thirty pupils in school 1 and one hundred twenty pupils in school 

2 making up four classes in each secondary school, and belonging to four small classes and 

four large ones. Four teachers of these pupils are also questioned. In addition, a third tool 

consisting in a classroom observation is implemented with the teachers and pupils questioned. 

Eight observational sessions are conducted, divided equally between small and large classes. 

6. Structure of the Dissertation 

This dissertation starts with a general introduction outlining the broad lines along 

which the research is designed. The latter is divided into three main chapters. The first two 

chapters constitute the literature survey, and the third is devoted to the field work.   

Chapter One, entitled “Teaching and Learning in Relation to Class Size”, offers a 

review of class size and classroom management. The main purpose of this chapter is to give a 

comprehensive definition of class size, present and explain the phenomena of small and large 

classes as well as explain the classroom management concept, and finally the relationship 

between class size and classroom interaction. 

Chapter Two, “Students Responses and Teacher Feedback”, outlines some issues 

concerning classroom interaction. The main focus of this chapter is to shed light on the 

definition and importance of classroom interaction, IRF pattern, and ends up with aspects and 

theories of classroom interaction. 

The third and the last chapter, “Field Work” is entitledField Work. It provides a 

description of data collection procedures, analysis and interpretation of the results. 
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Chapter One: Teaching and Learning in Relation to Class Size 

Introduction 

Class size is a popular topic in any educational system. Recently, at secondary schools, 

the size of the classrooms has gained centre stage in the debates about how to manage the 

teaching process effectively, depending on the number of pupils in each class.  

In this chapter, certain elements related to class size will be dealt with including a 

review of the different definitions supplied by researchers for class size, large classes and 

small classes. The effectiveness English language teaching with classes that vary in size will 

be examined. Then, the general problems typical in each class type will be discussed. 

Moreover, the concept of classroom management is introduced, and suggestions are drawn 

from literature as to how effectively manage teaching and learning in a classroom. At last, the 

chapter ends up with revealing the relationship between class size and classroom interaction. 

1.1. Class Size Definition 

There is a long standing belief that the number of students in a class affects the quality 

of the learning environment (Ehrenberg, 2001) (Cited in Coetzee, 2008, pp. 26-7). Hence, in 

teaching English as a foreign language (EFL), where teachers generally have to meet several 

classes in one day, the effectiveness of their teaching is or may be influenced by the number 

of students in their classes. This number should be reasonable so that a teacher can cooperate. 

Class size has been an enormous challenge in English language teaching and learning 

processes in most developing countries, and Algeria is no exception. Issues that relate to class 

size, and that contribute to defining it, include whether it significantly affects the teaching and 

learning processes and the criteria for dividing classes into large and small ones. 
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1.1.1. How is Class Size Determined? 

 Class size is a significant factor in the quality of education, and so it is naturally a 

concern of parents, teachers, pupils and school administrators. Everyone is concerned about 

the pupils receiving adequate attention and the teachers being able to control and successfully 

manage their classes. The phenomenon of class size is an extensively recurrent theme in 

educational literature, aiming to define it and measure its impact on teaching and learning.  

Generally speaking, there are number of definitions associated with class size. First of 

all, class size is a term made up of two parts: class and size. Referring to School English 

Dictionary (2001), ‘Class’ is defined as “a group having the qualities of the same kind”, and 

‘Size’ as “the degree of largeness or smallness”. (pp. 63-363). The two terms class and size 

are interrelated to construct the word class size. 

According to Hoffman (1980), class size is the number of students per teacher in a 

class. Similarly, Adeyemi (2008) viewed class size as an educational tool that can be used to 

describe the average number of students per class in a school. The School and Staffing Survey 

(SASS) which was conducted in 1987 in the United States. It is sponsored by the National 

Center for Educational Statistics (NCES). It is an integrated sample survey of public and 

private schools, School districts, principals, teachers, and public school libraries. SASS 

defined class size as a measure which is obtained by simply asking teachers how many 

students are enrolled in their classes. The average of all of the teacher responses is reported as 

average class size. Besides, the latter represents the average number of pupils being taught by 

one teacher classes during a single selected period in each school; it is calculated by dividing 

the number of pupils being taught by the number of classes, at the time of the annual school 

census in January. This measurement gives information on the number of classes taught by 

one or more teachers (Blatchford, 2003).  
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The latest issue of Education Indicators in Focus in December 10, 2012 showed that 

at the lower secondary level among all Organization for Economic Co-operation and 

Development (OECD) countries with comparable data, the average class size varies from 20 

students or fewer in Denmark, Estonia, Finland, Iceland, Luxemburg, Slovenia, Switzerland 

(public institutions) and the United Kingdom, to more than 34 students in Korea. In china the 

number of students per class reached 50 students. Whereas in Nigeria, Martins et al. (2007) 

reported in Oyo State that average class size in most secondary school exceeds 50. With 

regard to the Algerian context, the average class size is 36 students. 

1.1.2. Does Class Size Matter?  

Some researchers argued that the size of the class is very important in determining a 

variety of students’ outcomes. They found that students learn more and teachers are more 

effective in small classes. This is strongly confirmed by Izzo (1980) who claimed that the size 

of the class is very important physical factor. It influences the choice of method, and 

decreases the amount of individual attention the teacher can give to each student. She found 

that small classes are preferable for language learning and correlated significantly with 

language achievement. Moreover, the effects of class size seem to be greatest for pupils in the 

early grades, from pupils from lower socioeconomic backgrounds, and for disadvantageous 

pupils (Fin & Achilles, 1999) 

On the contrary, large classes can be a challenge for students to pay attention, thus, 

they may need more help but with a large number of students the teacher does not have the 

time to help them. To Mutawa and Kailani (1989), large classes make it difficult for the 

teacher to supervise pupils which would lead to ineffectiveness in teaching and learning. 

However, not all English teachers think that class size matters; some researchers believe that a 

good teacher is good whether he teaches small or large classes. Felder (1997) argued that 

there are ways to make large classes almost as effective as their smaller counterparts. 
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As a conclusion, most researches show that students improvements increases in small 

classes, where there pupil-teacher ratio is lowered, and existing researches show also that 

there is a negative relationship between class size and students achievements. 

1.1.3. What is a Small Class Size? 

There is no agreed definition of what constitutes a small class, but generally it is 

characterized by a specific number of students that is determined by teachers in terms of the 

maximum number that still facilitates the teaching and learning process or the number they 

can easily work with. Small classes can depend on the location of school, the amount of 

population in the area, or the level of schooling. Student Teacher Achievement Ratio (STAR), 

a four-year educational reform experiment, conducted from 1985-1989 by the state of 

Tennessee, claimed that small class is the one that has between 13 and 17 students. On the 

other hand, California Class Size Reduction stated that it is the one that has 20 students or 

less. In Algerian education system, a class of 35 or fewer is considered small class. 

 

The National Education Association (NEA); founded in 1957 in the United States ,has 

just under 3 million members, and represents public school teachers and other support 

personnel, faculty and Staffers at  colleges and universities, retired educators, and college 

students preparing to become teachers. It supported a class size of 15 students in the earliest 

grades of regular school programs and even school programs for students with exceptional 

needs. Additionally, a 1997 Education Week survey found that 83% of teachers and 60% of 

principals agree that class size in elementary schools should not exceed 17 students, 

composed with a national average of 25 students per class. Glass and Smith (1979) 

statistically analysed 300 reports involving almost 900,000 students, and found that once the 

class size fell below about 15 students, learning increased progressively as class size became 

smaller. 
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1.1.4. What is a Large Class Size? 

 A class is said to be large in which the number of students exceeds the optimum level 

such that it causes hindrance in the teaching learning process. Researchers claimed that there 

is no global definition of what constitutes a large class. It differs from country to country and 

from one situation of teaching to another. Hayes (1997) argued that there is no quantitative 

definition of a large class, as perceptions of this will vary from context to context. Ur (1996) 

stated that: 

Large is, of course, a relation term, and what a large class is, will 

vary from place to place...a group of twenty may be considered 

large; in my own teaching situation 40-50... A study done by a team 

of the Lancaster-Leeds Language Learning in Large Classes 

Research Project (Project Report N° 4) of Coleman et al., indicates 

that an average perception of the large class may be around 50 

students (p. 302). 

Additionally, Ur (1996, p. 302) specifically proposed that “the exact number does not 

really matter: what matters is how you, the teacher, see the class size in your own specific 

situation”. This view is also supported by Baker and Westrup  (2000, p. 2) who suggested that 

“a large class can be any number of students, if the teacher feels there are too many students 

for them all to make progress”. Todd (2006, p.1) further added that “what is taught influences 

teachers of the size of class”. (Cited in Din, 1999) 

 Moreover, a considerable amount of literature has alluded to what could be viewed as 

large classes. A report from a workshop organized by the University of Queensland (April, 

2015) in Can Tho City, Vietnam, indicated that participants who are college and university 

teachers could not agree on a single definition of what a large class is. In their attempt to 

define a large class, they expressed the following understandings:  

- The large class is only in the mind of the teacher 

- A large class is one with more students than available facilities can support. (p.12) 
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1.2. Effectiveness of English Teaching and Learning in Small Classes   

Some studies from Tennessee, Wisconsin, and elsewhere investigated and concluded 

that the class size has to do with students’ achievements. The majority of these studies 

suggested that both students and teachers benefit from small classes. The benefits are 

cumulative; the more time the students spend in small classes, the greater the improvement 

they will gain. These benefits can be stated in terms of individual attention received by each 

learner, learner engagement and achievement, better teacher morale and classroom control 

and management. 

1.2.1. Individual Attention 

The main advantage of having a small class is that the teacher knows the students 

individually, knows what they struggle with, and what their strengths are. When the class is 

small, students can work quietly by themselves so that the teacher has the time to walk around 

and spend few minutes with each student and give them more detailed feedback. Blatchford 

(2003) and Basset and Brown (2005) showed that although there was a heavy reliance on 

whole class teaching and individual work in primary school, pupils in small classes were more 

likely to experience one-to-one teaching and were more often the focus of a teacher’s 

attention. 

In a large skill observational study in Britain, pupils in smaller classes were found to 

experience more teacher attention than pupils in larger classes (Galton, Simon, & Croll, 

1980). Moreover, teachers can spend more time with children in need of special help, give 

them more immediate feedback and offer individualized supports for learning (Blatchford, 

Moriarty et al., 2002). Thus, teacher’s individual attention helps him/her solve students’ 

problems and learning difficulties and so, ensures that the results are achieved. 
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1.2.2. Engagement 

Researchers agreed that students talk and participate more in smaller classes, where 

they are active and more likely to interact with the teacher rather than passively listen to the 

lesson. According to Mckeachie (1990), small classes tend to be more effective because 

students are actively processing materials rather than passively listening and reading. 

Chatman (1997) showed that class sizes vary by the type of classroom interaction, and that 

classes requiring active student participation are smaller. Therefore, small class size improves 

students’ engagement because it provides greater opportunities for students’ participation and 

peer to peer interaction.  

Finn et al. (2003) developed a theoretical and empirical case for why student 

classroom engagement is the key process that explains why smaller classes lead to better 

attainment. They found that students in smaller classes are more engaged in learning 

behaviours. They concluded that class size seems to affect student engagement more than 

teaching. Student engagement then is strongly related to class size; as class size increases, 

engagement decreases and this leads to disruptive behaviour, boredom, and apathy towards 

the course. 

1.2.3. Achievement 

Quasi-experimental studies such as Student Teacher Achievement Ratio (STAR) 

experiment, Student Achievement Guarantee in Education (SAGE) program, and California 

Class Size Reduction that investigated the effect of class size on students’ achievement, 

suggested that small classes have positive effects on students’ achievement. Similarly, 

Robertson (2005) pointed out that smaller classes have been suggested as a solution to low 

academic achievement. Moreover, the Institute of Education Sciences, the research arm of the 

US Department of Education concluded that class size reduction is one of four evidence-based 
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reforms that have been proven to increase student achievement through rigorous randomized 

experiments. 

1.2.4. Teacher Better Morale 

The teacher cannot provide a supportive environment, where students can express 

themselves and participate, if he/she feels overwhelmed, burned-out, and stressed. Glass and 

Smith in their meta-analysis of 30 comparisons between smaller and larger classes found that 

in 25 comparisons, students and teachers favoured smaller classes in which the teacher morale 

was higher, attitudes to students better and satisfaction with performance greater (Cf. Cooper, 

1989). Clarke (1981) argued that in smaller classes teachers are more caring towards pupils 

and there is more opportunity for pupils to personally confide in teachers. 

1.2.5. Classroom Control and Management 

Small classes tend to be quieter and more easily managed. There is less need for 

critical comments from teachers in smaller classes, reflecting fewer difficulties in classroom 

management. Finn (1996) found that within small classes less time is spent in classroom 

management. A similar view provided by Archilles, kisser-kling, Aust, & Owen (1995) who 

claimed that teachers of small classes spend more time on instruction and less on classroom 

management or matters of discipline. Besides, Blatchford, Russell, & Brown (2007) argued 

that smaller classes provide opportunities for learning and reduce time spent on management 

and behavioural issues.      

1.3. Effectiveness of English Teaching and Learning in Large Class Size  

 Large classes bring not only challenges, but also opportunities for teachers, as noted 

by Lewis and Woodward (1988) who claimed that it is the teaching methodology rather than 

class size that contributes best to the efficacy of teaching. Such views encourage teachers to 

take adaptive teaching strategies to cope with the problems arising from the environment. In 
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addition, three more benefits can be provided by large classes; these are: more opportunities 

for co-students interaction, an atmosphere of cooperation, and creativity and innovation. 

1.3.1. Co-students Interaction  

Teaching large classes is a challenge, but it can offer also many opportunities for the 

teacher to improve his/her teaching to make it more enjoyable and rewarding. The value of 

large classes is that they contain a diversity of students and learning styles and the teacher can 

use many different, active, and fun ways of teaching.  

1.3.2. Cooperation  

Hess (2001) argued that in a large class there are always enough students for 

interaction, and there is a rich variety of human resources. The teacher is not the only 

pedagogue, and since a large class is usually heterogeneous; more proficient students can be 

used to help lower level ones. She also stated that the teacher is never bored and that 

professional development occurs naturally as the teacher tries to find new ways of coping 

with the large number of students. Large classes also have their own synergy, where students 

from all backgrounds come together and form a body of knowledge that is greater than its 

parts. This synergy is dynamic and can be used to encourage positive attitudes toward the 

overall learning experience when the teacher uses best practices in teaching (Wolfman, 2002).  

1.3.3. Creativity and Innovation 

Some researchers such as Ur (2000) and Hess (2001) argued that large classes can 

provide richer human resources and greater opportunities for creativity than smaller classes. 

In addition, some researchers noticed that more students mean more ideas, and hence more 

opinions and possibilities.  
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1.4. General Problems in Small Classes 

Although most researchers  such as Blatchford (2003), Bourke (1986), Finn (1996) 

etc. agreed that small size classes resulted in better improvement in both teaching and learning 

processes, as this can mean more classroom interaction, more attention from the teacher,  and 

better achievement, some other researchers believe that small classes have also their 

downsides. In other words, Small classes can be more challenging for teachers and learners. 

Among the problems of having small number of pupils in class the less opportunities to be 

exposed to varied, unchanged teaching practice, and the costs of reducing class size. 

1.4.1. Less Viewpoints, More Boredom 

 Small classes are not always better; sometimes it is seen as a big deal. Students there 

may not be exposed to different viewpoints because there are not many students to contribute 

to discussions hence, students in may become bored with the same pairs or grouping all of the 

time. To contradict the positive influence of teaching and learning English in small classes, 

Bourke (1986) opined that smaller classes are connected with smaller number of teacher-

students interaction and fewer questions from students. He stated that there will be less 

lecturing from the teacher and more waiting for responses when teachers ask questions.  

1.4.2. Unchanged Teaching Practice 

A common concern expressed among researchers who have looked at the pedagogical 

impact of smaller classes, is whether teachers really change their manner of teaching. A 

number of studies showed that teachers tend to remain unchanged in their teaching practice 

when they change to teach in small classes (Shapson et al., 1980; Galton and Simon, 1980; 

Hargreaves et al., 1998). However, the benefits of a small class environment will not come 

automatically if teachers do not adapt their teaching. The SAGE evaluation stated that 

teachers in SAGE classrooms still use direct instruction as the dominant mode of interacting 
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with students. They simply perform the same style of instruction, only with the added benefit 

of having fewer students to oversee, and fewer tests and homework assignments to assess. 

1.4.3. Costs of Reducing Class Size 

In general, smaller classes require more classrooms, more teachers and this can be 

very costly.  Krueger (2003) in calculating the costs of the famous STAR project affirmed that 

reducing class sizes from 22 to 15 in grades k-3 results in a $2. 

1.5. General Problems in Large Classes 

 Large classes are often perceived as one of the major obstacles to ensuring a high 

quality of education. Indeed, there are many research studies pointing to the disadvantages of 

large classes (Kennedy and Kennedy, 1996). They indicated that overcrowded classes create 

negative feelings in the teachers who have to cope with the challenges of teaching large 

numbers.  

Kennedy and Kennedy (1996) believed that it is difficult to control what happens 

when the size of a group passes a certain number. Similarly, Harmer (2000) observed that 

many teachers find it difficult to organize dynamic and creative sessions, to reach students 

sitting at the back of a large class, or to pay attention to the needs of individual learners.       

 Large classes represent enormous disciplinary obstacles to both teachers and learners. 

Teachers of large classes face difficulties in controlling their pupils who make noise 

especially when they do activities or finish before the others, then the teachers cannot stop 

them. A disciplined class is seen as a perfect field for teachers to transmit knowledge. 

Discipline is only possible if the size of class is normal. Hence, in a large class it is difficult to 

maintain discipline. Hayes (1997) showed that: “…it is noisy, some students who aren’t 

interested in class will disturb the others … when we have the activities in class it will be 

difficult to control or to solve their problems”(p.107). 
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Moreover, Teachers and students of overcrowded classes may find themselves 

uncomfortable while teaching or learning. They may feel confused, unhappy, and 

overwhelmed because of the overall hostile situation. Teachers get nervous and the teaching 

learning process will not proceed in a natural manner, if they fail to involve their students in 

their learning activities. Hayes (1997) proved that: “Large size of class makes me frustrated 

and tired and I feel hopeless to manage the class successfully.”(P.109) 

Ward and Jenkins (1992) commented on being struck by the unpreparedness of first 

year students to deal with the large-class sizes that confront them in college. They shed light 

on the importance of students forming relationships with other students in their class and with 

staff if they are to feel comfortable in the new setting and experience a better learning 

environment. Yet, students reported being uncomfortable and confused, spending their first 

weeks in a ‘state of shock’, and feeling anonymous in their large classes. As a result, they 

often adopt a passive role in class and are disinclined to ask questions or make contributions. 

Some students respond to the anonymity and impersonal nature of large groups by engaging 

in behaviour that they would be unlikely to exhibit in small classes (Carbone, 1999). 

Teachers of large classes further may face the problem of individualization. They 

ignore their students as individuals and focus only on groups. Due to the large number of 

students as well as the shortage of time, teachers cannot pay attention to every individual 

student in the class. Generally, a class encompasses students from different backgrounds 

having different problems. Ur (1996) affirmed, “I can’t get to know and follow the progress of 

all the individuals in my class; they are too many of them, and they’re all so different.”(p. 

303). Thus, it is difficult for the teacher to know his/her students individually, to 

communicate, discuss, listen, and concentrate. Hayes (1997) summarized the problems of 

teaching in large classes as the following: 
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 Discomfort: Many teachers worry from the physical constraints imposed by large 

numbers in confined classrooms. They feel unable to promote student interaction, 

since there is no space to move. Some teachers also feel that teaching in large classes 

is physically very wearing. 

 Control: Teachers often worry from the discipline aspects of large classes. They feel 

they are unable to control what is happening, and that the classes become too noisy.  

  Individual attention: Many teachers state that they are neglecting the needs of their 

students as individuals.                                                                                                                          

  Evaluation: Teachers feel responsible for checking all of their students' work, and 

worry if they cannot correct their mistakes. (p.116) 

1.6. Classroom Management  

Classroom management is an important area in education. It represents a significant 

aspect of the teacher’s pedagogical knowledge and it is often found as a component of 

taxonomies and descriptions of core knowledge for educators. Some researchers suggest, 

moreover, that novice teachers may need to reach a minimum level of competency in 

management skills before they are able to develop in other areas of instruction (Berliner, 

1988). The decisions and actions a teacher takes are extremely influential. The actions and 

attitudes of the teacher during the first few class sessions set the tone for the rest of the term.  

Because classroom management is so important, most effective teachers should create a 

classroom management plan well in advance of the class. Every teacher knows that managing 

a classroom is one of the biggest parts of their job, and doing it properly creates a stronger 

learning environment. 

1.6.1. Defining Classroom Management 

 Definitions of classroom management vary, but usually centre on the core idea that it 

consists in the actions taken by the teacher to establish order, engage students, or elicit their 
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cooperation. Duke (1979) affirmed that classroom management is the provisions and 

procedures necessary to establish and maintain an environment in which instruction and 

learning can occur. Classroom management is also defined by Fenwick et al. (2006) as the 

ability to manage, to engage, to focus, and to bring productive order to the classroom full of 

active students. Moreover, Evertson and Weinstein (2006) referred, in their definition of 

classroom management, to the actions teachers take to create a supportive environment for the 

academic and social emotional learning of students.  

Jones (1996) emphasized the comprehensive nature of classroom management by 

identifying five main features: 

1. An understanding of current research and theory in classroom management and 

students ‘psychological and learning needs. 

2. The creation of positive teacher-student and peer relationships. 

3. The use of instructional methods that facilitate optimal learning by responding 

to the academic needs of individual students and the classroom group. 

4. The use of organizational and group management methods that maximize on-

task behavior. 

5. The ability to use a range of counseling and behavioral methods to assist 

students who demonstrate persistent or serious behavior problems (p.507).  

1.6.2. Effective Class Size Management 

Effective classroom management is acquired with practice, feedback, and willingness 

to learn from experiences. For students, the absence of this effectiveness reduces learning in 

the class. For teachers, it can cause unhappiness and stress and eventually lead individuals to 

leave the teaching profession. The inability of teachers to effectively manage classroom 
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behaviour often contributes to the low achievement of at-risk students and to their excessive 

referrals for special education (Donovan and Cross, 2002). 

Evertson and Weinstein (2006) stated that the actions teachers take in managing the 

classroom lead to create a supportive environment for the academic and social emotional 

learning of students. They suggested five types of actions the teacher relies on to create an 

effective classroom environment. The teacher should: 

1. Develop caring, supportive relationships with and among students. 

2. Organize and implement instruction in ways that optimize students’ access to 

learning.  

3. Encourage students’ engagement in academic tasks, which can be done by 

using group management methods (e.g., by establishing rules and classroom 

procedures). 

4. Promote the development of students’ social skills and self-regulation.  

5. Be able to use appropriate interventions to assist students with behaviour 

problems.(pp.24-26) 

1.7. Relationship between Class Size and Interaction  

The relationship between class size and interaction is widely considered and 

investigated, what is noticed by the majority of the researchers is that interaction may either 

increase or decrease during teaching-learning process mainly depending on the size of the 

class. In large classes, teachers feel that teaching learning process is hindered as they cannot 

organize the kind of interactive activities considered so essential to language teaching (Rivers, 

1986). Besides, large number of pupils in the class decrease the amount of time that can be 

spent dealing with individual pupil (Glass et al., 1982). In their reported studies, Dunkin and 

Doevan (1982) indicated that teacher- pupil interaction decreased as the class size increased, 
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for instance, from a small class of 30 pupils or fewer to a large one of 40 pupils. They stated 

that teacher-pupil interactions are at the core of the educational process. 

Additionally, Whitsitt (1995) observed both small and large classes in English in 35 

high schools. Small classes have an advantage over large classes in attracting the employment 

of more group participation and more opportunity for personal interactions not only between 

the teacher and individual pupils but also among the pupils themselves. That is, small classes 

proved to be superior to large ones, because overcrowded classrooms may distract teacher 

attention to all students, the teacher then may not reach a huge number of students, thus 

interaction between him and his students and between the students themselves is reduced. 

Conclusion 

 In summary, this chapter has focused on the phenomenon of class size and the 

elements related to it with regard to the effectiveness of English language teaching and 

learning. The focus has been also on the different problems that arise in classes with large and 

small classes, varying according to the number of students. Moreover, it was shown that the 

environment of both small and large classes is positively influenced by effective classroom 

management. Finally, the relationship between class size and interaction was revealed.
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Chapter Two: Students Responses and Teacher Feedback in Classroom Interaction 

Introduction 

Classroom interaction is a jointly constructed event in which both teacher and learners 

play a crucial role. Interaction is also one of the important ways that enable learners learn how 

communicate in foreign language.  

In this chapter, classroom interaction is explored starting by its definition and 

importance as well as its types, and followed by examining the parties involved in interaction: 

teacher-learner interaction and learner-learner interaction. Actually, there are various patterns 

of interaction that may be found within a classroom, however, this chapter is devoted to 

highlight the model of the description of teacher-pupil talk developed by Sinclair and 

Coulthard (1975), labelled as Initiation Response Feedback (IRF). Next, light is shed on the 

aspects of classroom interaction including: turn taking, negotiation of meaning, and feedback. 

Last, some theories to interaction are presented; these are the input hypothesis, the interaction 

hypothesis and the output hypothesis.  

2.1. Classroom Interaction 

Teaching English as a foreign language (EFL) involves to prepare learners to use 

English as so as to be able to participate in conversations inside the class, for lack of 

opportunities to use the FL outside the classroom. Interaction in the classroom has its own 

specificities that set it apart from everyday conversations; it is also viewed as necessary for 

learning EFL and occurs between different participants in the classroom. 

2.1.1. Definition of Classroom Interaction  

The term interaction is further defined by Wells (1993) as a collaborative activity 

which involves the establishment of a triangular relationship between the sender, the receiver, 

and the context of situation. Interaction is commonly defined as a kind of action that occurs as 
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two or more objects has an effect upon one another. The idea of two-way effect is essential in 

the concept of interaction, as opposed to a one-way causal effect. (www.wikipedia.com). 

Concerning the concept of classroom interaction, Ellis (1985) said that it is the 

discourse jointly constructed by the learner and his interlocutors. It is a process of acting 

reciprocally or acting upon each other. The concept of language classroom discourse refers to 

the language that teachers and students use to communicate with each other in the classroom. 

Nunan (1993) viewed classroom discourse as the distinctive type of discourse that occurs in 

classrooms. Classroom Discourse is a special type of discourse that occurs in classrooms. It is 

often different in form and function from language used in other situations because of the 

special social roles that learners and teachers have in classrooms and the kind of activities 

they usually carry out there. Scholars, researchers, and language teachers focused on 

classroom discourse in order to know what actually happens in the classroom that really 

matters, that makes a difference to the learners’ progress in language acquisition. ‘’Discourse 

is the organization of language beyond the level of sentence and the individual speaking turn, 

whereby meaning is negotiated in the process of interaction’’ (Carter and Nunan, 2001: 221). 

Researchers tried to define the concept classroom interaction from different angles and 

perspectives. Classroom interaction is studied from a social interaction perspective to unearth 

the mechanisms teachers and students use to conduct their classroom business. It is one of the 

primary means that occurs every day in the classroom activities between the teacher and the 

learners. Robinson (1994) maintained that interaction refers “To reciprocal face-to-face 

action. This can be verbal, channeled through written or spoken words, or non verbal, 

channeled through touch, proximity, eye-contact, facial expression, gesture, posture, 

appearance, environmental factors, etc.” (p.7). That is to say that Robinson in his definition 

attempted to explain the nature of interaction by saying it is a face-to-face action and 

reciprocal process in which students face each other or their teacher. 

http://www.wikipedia.com/
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Additionally, Malamah-Thomas (1987) claimed that classroom interaction “means 

acting reciprocally”, where the process of giving and receiving is dominating the class. She 

further argued that, “The teacher acts upon the class, but the class reaction subsequently 

modifies his next action, and so on.” (p.39) Malamah-Thomas focused in her definition more 

on the fact that the teacher’s acts that should be influenced by and formulated according to the 

students’ reactions during classroom interactions. A similar view is shared by Wagner (1994) 

who stated that interaction in the classroom is the “reciprocal events that require at least two 

objects and two actions. Interaction occurs when these objects and events naturally influence 

one another” (P.8)  

2.1.2. Importance of Classroom Interaction 

Successful FL learning in the context of the classroom relies strongly on the richness 

of classroom interaction, where the teacher and students create enjoyable atmosphere full of 

actions followed by reactions. In this sense, Allwright (1984) stressed the importance of 

classroom interaction in FL lessons saying that it is “inherent in the very notion of classroom 

pedagogy itself” (p.158). Besides, Woolfolk and Galloway (1985) posited that this enjoyable 

atmosphere which leads to reciprocal mutual understanding is supposed to be shaped by the 

learner himself/herself by being an active participant inside the classroom.  

Interaction in the classroom provides learners with the necessary conditions to learn. 

Thomas (1987) asserted, “... classroom interaction serves an enabling function: its only 

purpose is to provide conditions for learning’’ (p. vii). Another significant role of classroom 

interaction is demonstrated by Yu in the Asian social science journal (2008) who claimed that 

“Classroom interaction in the target language can now be seen as not just offering language 

practice, not just learning opportunities, but as actually constructing the language 

development process itself” (p.28). In other words, the development of language can only be 

realized through classroom interaction which constructs the whole operation. 
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Furthermore, Allwright & Breen (1989) as quoted by Chaudron (1998, p.10) affirmed 

that interaction is considered important for the following reasons: 

    a. Only through interaction can the learner decompose the target language (TL) structure. 

    b. Interaction gives learners opportunities to incorporate TL structure into their own speech. 

    c. The meaningfulness for learners of classroom event of any kind, whether thought as an 

interactive or not, will depend on the extent to which communication has been jointly             

between the teacher and the learner. 

2.1.3. Types of Classroom Interaction 

Rivers (1987) determined that the teacher should look for the most appropriate 

approach, design of materials, or set of procedures for each particular classroom. Rivers went 

on to distinguish between different types of interaction, including interaction between the 

teacher and learners, interaction between learners themselves, learner and authors of texts and 

the community that speak the language (p. 1-7) . In the following, the first two types of these, 

namely teacher-learner interaction and learner-learner interaction will be explored in brief 

along with the form of interaction known as the Initiation-Response-Feedback pattern, or IRF. 

2.1.3.1. Teacher-Learner Interaction 

A common and straightforward type of interaction happens between the teacher and 

one learner or many learners in which the teacher takes the role of an elicitator, explainer, and 

instructor, as well as asks questions, uses learners’ ideas, gives direction criticizes or justifies 

student talk and responses.  On the other hand, learners will benefit by drawing on the 

experience of their teachers to interact in an effective manner. A similar view held by Lemke 

(1990) who said that in language classroom setting, the teacher-learner interactive pattern in 

language classes is the most traditional pattern. In this pattern of interaction, the teacher plays 

the role of an expert, providing learners with direction and doing most of the talk. According 
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to Whitaker (2004), the main variable in the classroom is not the student, but the teacher. 

Great teachers have high expectations for their students, but high expectations for themselves 

too. These teachers recognize the importance of interacting with their learners. That is to say 

if they are unable to interact with them emotionally then influencing their minds will be 

impossible.  

Scrivener (2005) made the following diagram to show how the interaction happens 

between the teacher and students. 

 

 

 

 

 

Figure 2.1: Illustration of Teacher-Student Interaction (Scrivener, 2005: 85) 
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2.1.3.2. Learner- Learner Interaction 

Student interaction is a very important dimension that occurs between students 

themselves. This type of interaction has an impact on the patterns of communication, 
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classroom learning, and opportunities for FL learning and acquisition. Studies on interaction 

indicated that in student interaction, learners receive comprehensible input, opportunities to 

negotiate for meaning and receive other’s feedback and opportunities to produce modified 

output (Mackey, 2007, p. 29). Johnson (1995) added that a well-structured and managed 

interaction between learners can be a significant factor of cognitive development, educational 

achievement of students and emerging social competencies. It can further develop learners’ 

capacities through collaborative works. He further argued that student interaction may 

actually be more important for educational success than teacher-student interaction.  

Besides, practice is beneficial when it is designed with groups or peer rather than 

with the teacher or whole classroom, since cooperative works allow students to receive 

feedback through correcting each other’s mistakes. Lynch (1996) posited that“In learners 

rarely pick up each other’s errors, even in short term [...] group work is more likely to lead to 

negotiation of meaning than interaction with the teacher” (p.111) 

Scrivener (2005) suggested a diagram for classroom interaction between students 

which indicates the reciprocity of the learning process in which a student exchanges 

information and gets a feedback from his or her classmates.   

 

 

 

 

 

Figure 2.2: Illustration of Student-Student Interaction (Scrivener, 2005:86) 
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                           Key: 

                                                     Student-student interaction  

                           St                   Student 

                           T                         Teacher 

2.3. IRF Pattern 

In classroom settings, teacher-student interaction is not random. It is organized in 

terms of sequences, in which the teacher asks student question/questions, a/ the student 

responds, and the teacher provides feedback about whether the response is correct. This 

sequence is often referred to as an Initiation-Response-Feedback (IRF) in the British school, 

and Initiation-Response- Evaluation (IRE) in the American school. 

The IRF sequence was first proposed by Sinclair and Coulthard (1975) who found that 

teaching exchanges have regular structure in the verbal interaction between pupils and 

teacher. They found the structure starts with teacher initiation, followed by pupil response, 

then by teacher feedback. An example from Sinclair and Coulthard’s analysis of an 

interaction within a lesson (Coulthard, 1992) is: 

 Teacher (initiates): Can you tell me why do you eat all that food? Yes 

 Pupil (responds): To keep you strong. 

 Teacher (evaluates): To keep you strong. Yes. To keep you strong. (p.2) 

In the extract above, the teacher’s initiation (I) in the first line prompts the student response 

(R) in the second line. In the third line, the teacher offers feedback (F) to what the learner has 

said.  
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Many researchers are of the opinion that IRF is the most frequently used form of 

interaction in teacher-fronted classroom. van Lier (1996) affirmed that the IRF structure is 

probably the element that best symbolizes classroom interaction. The same opinion is held by 

Walsh (2011) who said that the IRF exchange structure is the most commonly occurring 

discourse structure to be found in classrooms all over the world.  

The IRF is a teacher-dominated structure; the teacher is the authority in the class, and 

he/she has the right to control the discourse. Musumeci (1996) stated that, in the classroom, 

the teacher has most of the floors, and this is due to the asymmetrical roles of teacher and 

pupils. Cazden (2001) indicated that students are hardly in the position of initiating these 

sequences and the teacher’s response is never followed by an evaluation by the student. 

According to van Lier (1996), the IRF exchange is three turns long; the first and the 

third turns are produced by the teacher, the second one by the student. Initiation poses an 

issue for discussion and requires students to contribute to the issue in response. Hellermann 

(2003) said that initiation brings in a new question or issue to the turn and it may extend into 

elicitation of the previous topic or possibly directive or informative responses. van Lier 

(2001), on the other hand, commented that the initiation stage may require students merely to 

recite previously learned items. He added that at the most demanding end of IRF, students 

must be articulate and precise, they are pushed by successive probing questions to clarify 

substantive or illustrate a point that they made previously. This phase is highly controlled by 

the teacher; the teacher knows what he or she wants to tell the class, but chooses to do it by 

setting up situations in which they are steered more or less successful into telling it 

themselves (Brazil, 1995). Typically, in the initiation phase, the teacher asking of a question 

constitutes the key tool in the communicative exchange. McCormick and Donatoa (2000) 

stated that questions are fundamental discursive tool for engaging learners in instructional 

interactions, checking comprehension and building understanding of complex concepts. The 
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third turn, feedback, is an important feature of this exchange because it allows learners to see 

whether their response has been accepted or not. Feedback, as stated by Sinclair and 

Coulthard (1975), can be acceptance, rejection, evaluation, or commentary on the response of 

the participant’s second turn. 

2.3. Aspects of Classroom Interaction 

In English Language learning, classroom interaction is considered as an effective 

strategy to develop the students learning process, because it provides learners with 

opportunities to practice the speaking skill inside the classroom. In classroom talk then, the 

learners should be aware of some aspects of classroom interaction such as: turn taking, 

negotiation for meaning, and feedback.  

2.3.1. Turn Taking  

To interact effectively, speakers have to be good listeners, understanding the others’ 

feelings, and respecting turn taking. The latter is a central issue in classroom interaction and a 

basic form of organization for conversation. Turn taking as defined by Bruthiaux et al. (2005) 

is the means by which teachers and students take hold and relinquish the speaking floor. To 

Wong &Waring (2010), without turns, there would be no interaction in classroom.  

In social interaction, the most common turn taking pattern is the selection of next 

speaker and self-selection. As the regards interaction in the classroom, turn taking is 

habitually controlled by the teacher. In other words, it is initiated by the teacher through 

asking questions as well as giving instructions to the learners. Learner self-selection may 

occur depending on the assertiveness of the learners engaged in the interaction. 

Moreover, Turn allocation is about giving turn to the next speaker. Tsui (1995) 

affirmed that classroom interaction is determined largely by turn taking allocation behaviour 
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of the teacher and turn taking behaviour of the students. She added that allocating turns to all 

students is one of the most striving and challenging tasks to be achieved by FL teachers.  

Allwright and Bailey (1991) showed that there are two ways that a teacher follows to 

get his students involved in the classroom activities. One way is “personal solicit” in which 

the teacher asks directly the learner to speak. The second way is “general solicit” where the 

teacher throws the turn open to the whole class.  

2.3.2. Negotiation for Meaning  

 Long (1996) claimed that interaction plays an important role in L2/ FL development, 

since meaningful interaction is considered as the main source of speech in the target language. 

He further argued that interaction gives learners opportunities to exchange data with their 

interlocutors, for instance, the learners sometimes ask for clarifications, modifications or 

simplifications in order to get a comprehensible input that allows them to develop their target 

language. The conversational moves, that are used by the interlocutors while interacting, are 

regarded as a strategy that is taken under the term of “negotiation for meaning” in order to 

develop L2/FL learning. Negotiation for meaning has been defined as “the process whereby 

interactions are modified between or among conversational partners to help overcome 

communication breakdowns’’ (Long, 1983; Long & Porter, 1985; Porter, 1986).   

Moreover, Ellis and Barkhuizen (2005) defined negotiation of meaning as the verbal 

exchanges that occur when the speakers seek to prevent the breakdown of communication. 

They added that negotiation of meaning is a central discourse structure given that learners in 

the classroom should make the linguistic output more comprehensible for the other learners in 

the class; consequently, they have to engage with them in the interaction; however, if there is 

a lack of comprehension, different processes can be focused on to repair the interaction. 

Mackey (2007) asserted that through processes of repetition, segmentation and rewording, 
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interaction can serve to draw learners’ attention to form-meaning relationship and provide 

them with additional time to focus on encoding meaning. Repetition involves repeating the 

student’s exact speech as it is when the others do not understand. Segmentation is another 

process for repairing a negotiation; the student repeats the utterance by dividing it into 

linguistic segments with a rising or falling intonation. Rewording means rephrasing the 

original utterance, i.e. using other simple words. Thus, instead of all these terms, clarification 

can be considered as a significant term to cover these processes; the learners in interactions 

often ask the one who speaks to explain if they do not understand, and try to modify the 

speaker’s output to meet the level of understanding of the whole class.  

Furthermore, Lyster (2007, p. 106) in his book Learning and Teaching Languages 

through Content argued that the main purpose of negotiation for meaning is understanding the 

meaning of the message that the interlocutor wants to convey. In this vein, Lyster quoted Pica 

(1994) saying: “negotiation, by definition, focuses on the comprehensibility of the message 

meaning and on the message form only in so far as that can contribute to its 

comprehensibility” (As quoted in Lyster, 2007, p. 106). Ellis (2003, p.71) further claimed that 

when negotiating meaning, there is a set of strategies, that are called by Long as 

conversational modifications or moves, by which learners can improve their target language. 

The first strategy is “comprehension checks”, which is based on whether the speaker’s speech 

has been understood by the other interlocutor (listener) or not as when the speaker says: “I 

was really chuffed. Know what I mean?” Clarification requests is the second strategy which is 

related to any expression that gives clarification about the preceding utterance, for example, 

A: I was really chuffed. 

B: Uh? 

 A: Really pleased. 
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On the other hand, the third strategy is concerned with “confirmation checks” which 

means that the listener uses some expressions in order to confirm that he heard or understood 

the message as it is shown in the following example: 

 A: I was really chuffed? 

 B: you were pleased? 

 A: yes. 

Long (1996) defined anther strategy he called “recasts”  as the use of an utterance that 

rephrases another utterance by changing some words of the first utterance but keeping the 

same meaning (As stated in Ellis, 2003, p. 71). 

2.3.3. Feedback  

When students respond to the teacher questions, the teacher is expected to comment on 

the students’ contributions by showing his/her acceptance, rejection, etc. This comment is 

known as feedback. Feedback, as expressed by Ur (2000), is those responses which are given 

by teachers to learners to know if their performance is good or bad. Poor and Vadney (2006), 

provided a similar definition in which they stated that feedback is the information provided by 

the teacher about the performance of his/her students and this will help them take self-

corrective action and improve their achievement. Feedback further should help students 

understand what they are learning and what they have just learned. Winne and Butler (1994) 

stated that feedback is the information with which a learner can confirm, add to, overwrite, 

tune, or restructure information in memory. In oral communication, feedback can be classified 

on the basis of whether it is explicit or implicit (Ellis, 2006). 
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2.4.3.1. Explicit Feedback 

This type of feedback tries to overtly draw the learner’s attention to the errors made. 

Varnosfadrani and Basturkmen (2009) defined explicit feedback as the process of providing 

the learner with direct forms of feedback. The primary focus of this type is on the form of the 

language, on providing constructive advice, and on providing guidance to learners in their 

effort to raise their performance level. To address oral performance, teachers may point out 

that the learners’ utterance is wrong, therefore they directly identify their students a specific 

point of error (Carrol and Swain, 1993). 

2.3.3.2. Implicit Feedback 

Unlike explicit feedback, implicit feedback tries to attract the learner’s attention 

without overtly informing the student that he or she has made an error or interrupting the flow 

of interaction. Implicit feedback is by definition the furnishing of the type of error that has 

been made but not providing a correction. (Bitchener&Knoch, 2010). Bitchener et al. (2005) 

describe this type of feedback as “instances when the teacher underlines an error, circles an 

error, or places an error tally in the margin, but, in each case, leaves the student to diagnose 

and correct the error”(p. 193). 

2.4. Theories of Interaction 

In the field of second language acquisition, interaction has long been considered 

important in language learning. It requires in the process of second language learning the 

presence of two or more learners who collaborate in achieving communication. The efficacy 

of this process has been the subject of research for many years, and most of the researchers 

have focused their studies on second language acquisition. From Krashen’s Comprehensible 

Input (1985) which was put forward to explain the effect of addressing learners in 

comprehensible language, to Swain’s Comprehensible Output (1995), and Long’s Interaction 

Hypothesis (1996). Complementary and contending views of the two last theories 
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underscored negotiation of meaning and interaction as crucial factors to language learning. 

Last but not least, such theories have made great contributions to second language acquisition. 

2.4.1. Input Hypothesis 

In language learning, input is the language data which the learner is exposed to. It is 

commonly acknowledged that for second language acquisition (SLA) to take place, there must 

be two prerequisites: L2 input available to the learners and a set of internal mechanisms to 

account for how L2 data are processed (Ellis, 1985). In Schwartz’s view (1993), the input 

feeds or nurtures an innate system to aid its growth. But input alone cannot facilitate SLA. It 

will not function to the full in SLA until it gets involved in interaction. 

Krashen is an important figure whose input hypothesis once exercised powerful 

influence on SLA. According to his input hypothesis, students learn best when they receive 

comprehensible input that is not too easy and not too hard; instead it is just a little challenging 

for them. Krashen calls this, i+1, which means input +1. “Comprehensible input...(contains) 

predictable elements: shorter sentences; more intelligible, well formed utterances; less 

subordination; and more restricted vocabulary and range of topics with a focus on 

communication." (Díaz-Rico & Weed, 2010, p.55). He also suggested that the right level of 

input is attained automatically when interlocutors succeed in making themselves understood 

in communication (Krashen, 1985:2). According to Krashen, the Input Hypothesis is central 

to all acquisition, i.e. SLA depends on comprehensible input. In the classroom, then, the 

teacher’s main role is to ensure that learners receive comprehensible input by providing them 

with listening and reading materials. 

Moreover, Krashenrefered to the term of “comprehensible input” as not all the target 

languagethat second language learners hear is understandable. This means that there is a little 

amount of second language that is understood by the learners (As stated in Allwright and 

Bailey, 1991, P. 120). In this context, Long (1983) claimed in his model which is adapted 
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from Allright and Bailey (1991) that the conversational adjustments, such as: confirmation 

checks and comprehension checks, are considered as the most effective means that lead to the 

achievement of comprehension. He stated in the following model that communication, 

exchange of information, feedback, and negotiated interaction lead to provide a 

comprehensible input as well to language acquisition. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure2.3: Long’s Model of the Relationship Conversational Tasks and Language 

Acquisition (Adapted from Allwright and Bailey, 1991, p. 122) 
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to occur when learners have access to comprehensible input. He was also a supporter of 

Krashen’s idea about the necessity of lowering the effective filter in the process of learning a 

new language. 

Additionally, in conversations involving non-native speakers (NNSs), negotiations are 

frequent. Long(1980) was the first to point out that conversations involving NNSs exhibited 

forms that did not appear to any significant degree when only native speakers (NSs) were 

involved. For example, confirmation checks, comprehension checks, and clarification requests 

are prepared throughout conversations in which there is a non-proficient NNS participant. In 

his updated version of the Interaction Hypothesis, Long (1996) suggested that  

“negotiation for meaning, and especially negotiation work that 

triggers interaction adjustments by the NS or more competent 

interlocutor, facilitates acquisition because it connects input, internal 

learner capacities, particularly selective attention, and output in 

productive ways” (pp.451-452).  

Accordingly, Long updated his Interaction Hypothesis to elucidate that the negotiation of 

meaning facilitates SLA. Hence, some other factors are, indeed, of empirical value to achieve 

this acquisition such as noticing and selective attention.   

Allwright (1984) Affirmed that interaction is the “fundamental fact of classroom 

pedagogy because everything happening in the classroom happens through a process of live 

person-to-person interaction”. During such kind of interaction, learners make efforts to 

generate comprehensible output, which turns to be the source of input for other interlocutors. 

Misunderstandings occur frequently in interaction due to different factors that can be on 

different occasions, phonological, syntactic, vocabulary, contextual or cultural, to name only a 

few. To get meaning through, seek correct interpretation, or make up for communication 

breakdown, the learners resort to all sorts of strategies. The feedback the learners get from 
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their teachers and peers drives them to “test their hypotheses and refine their development 

knowledge of the language system” (Hedge, 2000). 

2.4.3. Output Hypothesis 

Swain (1985) argued that one reason the learners made so many errors in their use of 

L2s/FLs was because they produced less of the language. This finding lessened the validity of 

the input hypothesis. Swain (1985) formulated the Output Hypothesis as a reaction to 

Krashen’s (1985) Input Hypothesis. In her Output Hypothesis, she did not neglect the 

importance of input in enhancing SLA/FLL, but emphasized the fact that learners must be 

offered the chance to produce the target language. She added that the output can push learners 

to notice the gap between the interlanguage and target language. It can also trigger the 

learners to pay attention to the linguistic form in order to express their intended meaning. 

Swain (1995) said:  

“In producing the target language, learners may notice a gap between what they want 

to say and what they can say, leading them to recognize what they do not know, or know only 

partially, about the target language. In other words, under some circumstances, the activity of 

producing the target language may prompt second language learners to consciously recognize 

some of their linguistic problems; it may bring to their attention something they need to 

discover about their L2”. She claimed also that by motivating the students to carry out special 

learning tasks requiring interaction and giving them feedback, foreign language learners will 

produce the language, and it is only during the production of the second language, that the 

learners can notice that they are not able to say what they want to say in the target language. 

Production cannot take place in isolation, but through interaction this will help the learners to 

acquire the second language. 
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Conclusion 

In this chapter, we discussed the concept of classroom interaction with its main 

types, and attempted to show its importance within EFL classes. Then we explained the IRF 

pattern as the most occurring form of interaction in classroom teaching. Some Aspects of 

classroom interaction such as turn taking, negotiation of meaning and feedback were shown to 

be the aspects that make a classroom interactive. Finally, this chapter mentioned some of the 

most influential theories of interaction. 
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Chapter Three: Field Work 

Introduction 

The present chapter is devoted to the field work which is undertaken to investigate the 

effect of class size on pupils’ responses and teacher feedback. To do so, it starts by describing 

the procedures followed in collecting data, choosing the target population and the sample. 

Next, the discussion turns to presenting, analysing and then interpreting the findings of the 

investigation tools. The last section is devoted to interpreting the results of the study by way 

of answering the questions posed at the outset. 

3.1. Data Collection Procedures 

For the purpose of gathering data, we have addressed two questionnaires for both 

teachers and pupils, and conducted a classroom observation. The reason behind the use of two 

questionnaires for different participants is to gather as much data as possible to cover the 

phenomena related to class size, taking the perspectives of both teachers and students and 

comparing them. Classroom observation, on the other hand, allows to extract natural data 

directly from the classes where the performance of both teachers and pupils is described as it, 

not in terms of opinions and attitudes which may be biased. The three tools together allow 

comparison as well as formation of clear idea into what really happens inside classrooms that 

are different by size, in terms of pupils’ responses and teacher feedback. 

3.2. Population and Sampling 

 The study sheds light on the population of secondary school pupils at two secondary 

schools:‘Mohammed Seddik Ben Yahia’ and ‘Houari Boumediene’ in Elmilia, Jijel, while 

studying the subject of English. Before accessing these institutions, permission was asked of 

and granted by the directorate of National Education of Jijel. 
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Once at these schools, a stratified sample was randomly chosen for questionnaire 

surveys and classroom observation. With the assistance of the administration staff, we 

determined the number of pupils in each class, then chose randomly four small classes and 

four large classes. This choice takes into account involving four teachers, two from each 

school, and where every teacher has one small class and one large class. The total number of 

pupils involved amounted to two hundred and fifty (250) pupils, distributed on the different 

streams as follows: 

- For small classes, there are four classes: 

 Two Literature and Foreign Languages classes: the first consists of 22 

pupils, the second consists of 26 pupils.  

 One Management and Economy class consisting of 23 pupils and one 

Technical Mathematics class consisting of 21 pupils. 

- For large classes, four classes were also selected: 

 Two Experimental Sciences classes: one is made up of 40 pupils, and 

the other contains37 pupils. 

 One Management and Economy class of 42 pupils.  

 The third and fourth of one Letters and Philosophy class having 39 

pupils. 

3.3. Pupils Questionnaire 

3.3.1. Description and Administration of Pupils Questionnaire 

 The pupils’ questionnaire consists of (15) questions which, in general, require pupils 

to pick up the most appropriate answer from a series of options. The questions are arranged in 

a logical order, and cover the variables of the present research. These questions are divided 

into three sections.   
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 The first section, containing four questions, investigates issues and opinions about 

class size. In question (1), pupils are asked to indicate the stream and the number of pupils in 

their class. In questions (2) and (3), pupils are asked to indicate how small or large they 

consider the number of pupils in their classes, and whether they feel more comfortable in 

small classes in or large classes. Moreover, in question (4), pupils are asked to describe the 

climate in the class of English in terms noise, fun and relaxation. 

The third section deals with the pupils’ responses to the teacher questions in seven 

questions, from question (5) to question (11). Question (5) probes whether the pupils consider 

that their teacher gives them chances to participate. Question (6), asks the respondents to state 

how often they respond to the questions posed by the teacher. In the following two questions 

(7) and (8), pupils are requested to state the frequency with which they provide answers when 

they are sure and when they are not sure about the answer. The next two questions (9) and 

(10) are about how often they answer together and correct others’ answers, respectively. 

Question (11), which concludes this section, asks pupils about the reason(s) that make them 

decide not to participate, if any. 

The third and final section tackles teacher feedback; it contains four multiple choice 

questions which allow pupils to choose more than one option, and if the options are not 

satisfactory or relevant, pupils can specify their own comment. In question (12), pupils are 

requested to tick what the teacher usually does to support them to answer questions. Next, in 

the question (13), (14), and (15) the respondents are asked to specify the teacher reaction 

when their answers are mistaken, not complete or correct, respectively. 

3.3.2. Analysis of Pupils Questionnaire 

The analysis of the pupils’ questionnaire will proceed by grouping the findings from 

small classes and large classes separately, then moves to describing them. 
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Section One: Opinions about Class Size 

1. Indicate stream and number of pupils in your class. 

........................................ 

Small Classes Number of Pupils 

Literature and Foreign Languages 22 

 Literature and Foreign Languages 26 

Management and Economy  23 

Technical Mathematics  21 

Average  23 

Table 3.01:  Stream and Number of Pupils in Small Classes 

The average number of students in the four small classes investigated is 23 per class. It 

is a number which is well below 35, which marks the dividing line between small and large 

classes. Pupils are almost equally divided on the groups, but with the Literature and Foreign 

Languages being the classes that are usually small in both secondary schools.  

Large Classes Number of Pupils 

Experimental Sciences  40 

Management and Economy 42 

Letters and Philosophy 39  

Experimental Sciences 37 

Average  39.5 

Table 3.02: Stream and Number of Pupils in Large Classes 

The average number of students in the four large classes investigated is 39.5 per class. 

It is not very high in comparing with the average number set for large classes, 35; still, it can 

be seen that large classes are essentially Experimental Sciences streams, with almost the same 

number of pupils divided on these large groups. 
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In analysing the number of pupils in all classes, illustrated in the two tables above, it 

can be noticed that there is a wide range between small and large classes, with an average 

number difference of 16.5 pupils. Hence, for reasons specific to each stream, balance in 

designing groups of pupils is not achieved. 

2. How do you consider the number of pupils in your class? 

a. Very small              

b. Small               

c. Regular              

d. Large              

e. Very large 

- Small Class Pupils: 

Option N % 

.b. 46 50 

.c. 41 44.57 

.d. 5 05.43 

Total 92 100 

Table 3.03: Pupils Perceptions of the Size of their Class in Small Classes 

 The second question is about how pupils consider their number in their classes. In the 

four small classes 46 pupils consider it small with a percentage of 50%, whereas 41 pupils 

affirm that the number is regular and 44.57% is given to this choice. Only 5.43% of pupils say 

that the number of pupils in their classes is large. 

- Large Class Pupils: 

Option N % 

.c. 33 20.88 

.d. 75 47.47 

.e. 50 32.20 

Total 158 100 

Table 3.04: Pupils Perceptions of the Size of their Class in Small Classes 
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 Concerning the four large classes, 47.47% of pupils consider their number in their 

classes large, 32.20% of pupils say that it is very large, while the remaining pupils 20.88% 

claim that it is regular. However, no one of the respondents say that their class is small or very 

small. 

3. In which classes do you feel more comfortable to study English? 

a. Large classes                                       

b. Small classes 

- Small Class Pupils: 

Option N % 

.a. 24 26.09 

.b. 68 73.91 

Total 92 100 

Table 3.05: Small Class Pupils’ Preferences for Class Size 

We can notice that 24 pupils in the four small classes with the percentage of 26.09% 

claim that they feel more comfortable to study English in large classes whereas 68 of them 

with the percentage of 73.91% claim that studying English in small classes is better. 

 - Large Class Pupils: 

Option N % 

.a. 53 33.54 

.b. 105 66.46 

Total 158 100 

  Table 3.06: Small Class Pupils’ Preferences for Class Size 

The data tabulated reveals that 105 of pupils in the four large classes with the 

percentage of 66.46% consider learning English in small classes is more comfortable than in 
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large classes whereas 53 of pupils who share the percentage of 33.54% find it better to study 

English in large classes.  

It can be noticed from the data tabulated in the two tables above that pupils in all 

classes do not prefer studying in large classes maybe because reasons related to noise, lack of 

individual attention and appropriate feedback. 

4. How would you describe the class of English? 

It is 
a- Noisy  

, 
c- Fun  

and 
e- Tense  

b- Calm  d- Boring   f- Relaxing  

 

- Small Class Pupils: 

 

 

 

 

 

 

Table 3.07: Small Class Pupils’ Description of the English Class 

The table above reveals the data collected in four small classes about pupils’ 

description of their class. Positive evaluations are made up of 34.78% of pupils who affirm 

that their class is calm, 26.09% who say that it is fun and15.22% who describe it as relaxing. 

Negative opinions are contributed by 17.39% of pupils affirming that it is boring, and an 

equal percentage 03.26% of the pupils affirming that small classes are both noisy and tense. 

- Large Class Pupils:  

 

Option N % 

.a. 03 03.26 

.b. 32 34.78 

.c. 24 26.09 

.d. 16 17.39 

.e. 03 03.26 

.f. 14 15.22 

Total 92 100 
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Option N % 

.a. 63 39.87 

.b. 08 05.06 

.c. 34 21.51 

.d. 32 20.25 

.e. 19 12.02 

.f. 02 1.27 

Total 158 100 

Table 3.08: Large Class Pupils’ Description of the English Class 

The table above reveals the data collected in four small classes about pupils’ 

description of their class. Positive opinions are made up of 05.06% of pupils who say that 

their class is calm, 21.51% who say that it is fun and 20.25% who see these classes relaxing. 

Negative opinions are contributed by 39.87% of pupils affirming that it is noisy, and 20.25% 

of the pupils affirming that small classes are boring and 12.08% seeing them as tense. 

These statistics reveal that the majority of large classes are noisy. On the contrary, 

small classes are calm and fun. This may be justified by reasons related to discipline as large 

classes lack the sense of organization and control. 

Section Two: Pupil’s Responses 

5. Does your teacher give you chances to answer questions? 

a. Yes 

b. No 

 

- Small Class Pupils: 

Option N % 

.a. 84 91.30 

.b. 08 08.70 

Total 92 100 

Table 3.9: Pupils’ Perceptions of their Chances for Participation in Small Classes 
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In this question, pupils are asked whether the teacher gives them the chance to answer 

questions. 84 pupils in the four small classes with the percentage of 91.30% answer positively 

by indicating that the teacher gives them the chance to answer, when the rest 08 pupils with 

the percentage of 08.70% answered negatively by saying that the teacher does not give them 

chances to respond. 

- Large Class Pupils: 

Option N % 

.a. 128 81.01 

.b. 30 18.99 

Total 158 100 

Table 3.10: Pupils’ Perceptions of their Chances for Participation in Large Classes 

As indicated in the table above, pupils are asked to state whether their teacher gives 

them the chance to answer questions or not. 128 pupils in the four large classes with the 

percentage of 81.01% answer affirmatively. They claim that their teacher gives them the 

freedom to participate. On the other hand, the remaining 30 respondents with the percentage 

of 18.99% answer negatively. 

In terms of pupils’ chances of participation, it can be seen that pupils in both settings 

get chances to participate and pupils’ chances of participation in class is not very much related 

to class size because there is only a 10% difference in opinions between evaluations made by 

pupils in the two settings, small and large classes. 

6. How often do you respond to the questions posed by the teacher? 

a. Always               

b. Often                 

c. Sometimes                

d. Rarely                
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e. Never 

- Small Class Pupils: 

Option N % 

.a. 22 23.91 

.b. 21 22.83 

.c. 44 47.83 

.d. 05 5.43 

Total 92 100 

Table 3.11: Frequency of Pupils’ Responses to Teacher’s Questions in Small Classes 

It can be seen from the table of small classes that the majority of pupils 47.83% say 

that they sometimes respond to the questions posed by the teacher, 23.91% claim that they 

always respond to his questions and 22.83% of them say that they often do so. Only 5.43% 

claim that they rarely answer the teacher’s question. These results denote that participation 

level is high in small classes. 

- Large Class Pupils: 

Option N % 

.a. 25 15.82 

.b. 22 13.92 

.c. 77 48.73 

.d. 30 18.99 

.e. 04 2.53 

Total 158 100 

Table 3.12: Frequency of Pupils’ Responses to Teacher’s Questions in Large Classes 

 The table shows that 48.73% vote for “sometimes”, 18.99% others for “rarely”, 

15.82% for “always”, 13.92% for “often”, and only 02.53% for “never”. 

It is clearly demonstrated that pupils’ participation is lower in large classes comparing 

with participation in small classes because of the difference in individual attention and teacher 

encouragement and motivation pupils receive in small classes. 
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7. How often do you participate when you are sure about the answer? 

a. Always               

b. Often                 

c. Sometimes                

d. Rarely                

e. Never 

- Small Class Pupils: 

Option N % 

.a. 45 48.91 

.b. 25 27.17 

.c. 22 23.92 

Total 92 100 

Table 3.13: Frequency of Pupils’ Participation when Sure about the Response in Small 

Classes 

According to the answers of small class pupils, almost half of them (48.91%) state that 

they always participate when they are sure about the answer, 27.17% often and while 23.92% 

claim that they sometimes do that. The answers are generally positive. 

- Large Class Pupils: 

Option N % 

.a. 37 23.51 

.b. 56 35.44 

.c. 58 36.71 

.d. 05 3.16 

.e. 02 1.27 

No answer 01 0.63 

Total 158 100 

Table 3.14: Frequency of Pupils’ Participation when Sure about the Response in Large 

Classes 

We can notice from the table above that 36.71% say that they sometimes participate 

when they are sure about the answer, the pupils give also 35.44% to the option “often”, 
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23.51% for “always”,  03.16% to “rarely”, and only 1.27% vote for “never”. The remaining 

student did not provide an answer. 

In comparing the two settings, small classes got a relatively better rating especially 

with more pupils selecting the ‘always’ option and with none choosing negative frequencies. 

8. How often do you participate when you are not sure about the answer? 

a. Always               

b. Often                 

c. Sometimes                

d. Rarely                

e. Never 

- Small Class Pupils: 

Option N % 

.a. 04 04.35 

.b. 34 36.96 

.c. 26 28.26 

.d. 18 19.57 

.e. 10 10.87 

Total 92 100 

Table 3.15: Frequency of Pupils’ Participation when not Sure about the Response in 

Small Classes 

Pupils in this question are asked to tick the frequency of their participation when they 

are not sure about the answer. The biggest proportion 36.96%  is given to the second option 

“often”, then 28.26% to the third option “sometimes”, 19.57% is given to the forth option 

“rarely”, 10.87% for the first option “never”, and only 04.35% is given to the option 

“always”. This suggests that pupils are divided on the matter of whether to participate or not 

when they are not sure about the answer. 

- Large Class Pupils: 
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Option N % 

.a. 04 02.53 

.b. 14 08.86 

.c. 40 25.32 

.d. 50 31.65 

.e. 50 31.65 

Total 158 100 

Table 3.16: Frequency of Pupils’ Participation when not Sure about the Response in 

Large Classes 

The data tabulated above shows that an equal percentage of 31.65% is given to two 

last options “rarely” and “never”. Some pupils answer “sometimes” with percentage of 

25.32%. 08.86% others answer “often”, while only 02.53% always answer even when they 

are not sure about the answer. 

The two tables clearly indicate that small class students take more risks in responding 

to questions even if they are not sure about the correct answer. This may be due to the familiar 

and relaxed classroom atmosphere provided in small classes. 

9. How often do you answer together with other pupils? 

a. Always               

b. Often                 

c. Sometimes                

d. Rarely                

e. Never 

- Small Class Pupils: 
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Option N % 

.a. 04 04.34 

.b. 08 08.69 

.c. 29 31.50 

.d. 25 27.17 

.e. 26 28.30 

Total 92 100 

Table 3.17: Frequency of Pupils’ Choral Responses in Small Classes 

The answers yielded from this item question indicate that 31.50% of the respondents 

sometimes answer with the others. 28.30% of them never participate together, 27.17% state 

that they rarely answer with each other, while 08.69% often do that. Few others 04.34% claim 

that they always provide choral responses. 

- Large Class Pupils: 

Option N % 

.a. 36 22 

.b. 46 29.11 

.c. 55 34.81 

.d. 21 13.29 

Total 158 100 

Table 3.18: Frequency of Pupils’ Choral Responses in Large Classes 

The answers yielded from this item question indicate that 34.81% of the respondents 

sometimes answer with the others. 29.11% of them often participate together. 22% say that 

they always answer with each other. Accordingly, the remaining 13.29% rarely provide choral 

responses. 
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The two tables imply that pupils in large classes are more likely to respond chorally 

and this explains the high level of noise existing there. On the contrary, pupils of small classes 

most of the time answer individually. 

10. How often do you correct the answers of other pupils? 

a. Always               

b. Often                 

c. Sometimes                

d. Rarely                

e. Never 

- Small Class Pupils: 

Option N % 

.a. 08 08.70 

.b. 32 34.78 

.c. 36 39.13 

.d. 12 13.04 

.e. 04 4.38 

Total 92 100 

Table 3.19: Frequency of Peer Correction in Small Classes 

It can be seen from the table that the highest percentage of pupils 39.13% sometimes 

correct each other answers, 34.78% of them often do so, 13.04% of them say that they rarely 

correct, 08.70% answer “always”. Only 4.38% of pupils never correct each other’s answers. 

- Large Class Pupils: 
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Option N % 

.a. 04 02.53 

.b. 21 13.29 

.c. 60 37.97 

.d. 49 31.01 

.e. 24 15.19 

Total 158 100 

Table 3.20: Frequency of Peer Correction in Large Classes 

As illustrated in the table above, the majority of pupils 37.97% vote for “sometimes”, 

31.01% vote for “rarely”, 15.19% for “never”, 13.29% for often, and only 02.53% for always. 

In analysing pupils’ responses in all classes, it can be seen that pupils in small classes 

most of the time correct each other’s answers, and this is not the case in large ones. May be 

because pupils in large classes do not hear each other’s answers, or they do not have more 

chances due to their number, which is bigger. 

11. If you do not participate is it because: 

a. You are not talkative? 

b. You are not interested? 

c. You fear to make mistakes? 

d. The teacher does not give the chance to answer? 

e. Others, please specify: 

……………………………………………………………………………………… 

 

- Small Class Pupils: 
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Option N % 

.a. 22 23.91 

.b. 30 32.61 

.c. 31 33.70 

.d. 08 8.69 

.e. 01 1.08 

Total 92 100 

Table 3.21: Reasons for non-Participation in Small Classes 

It is clear from the table above that 33.70% of the respondents in the four small classes 

claim that they do not participate because they fear from making mistakes whereas 32.61% of 

the respondents say that they do not participate because they are not interested. 23.91% of 

them state they do not participate because they are not talkative while 08.69% of pupils say 

the teacher does not give them the chance to answer. The remaining 01.08% argue that they 

do not like the subject 

- Large Class Pupils: 

Option N % 

.a. 36 22.78 

.b. 49 31.01 

.c. 56 35.4 

.d. 16 10.18 

No Answer 01 0.63 

Total 158 100 

Table 3.22: Reasons for non-Participation in Large Classes 

The data gathered shows that within the four large classes, 35.40% of pupils state that 

they do not participate because they fear from making mistakes whereas 31.01% of 
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respondents claim that they do not participate because they are not interested. 22.78% of them 

say they do not participate because they are not talkative while 10.18% of pupils argue 

because the teacher does not give them the chance to answer. The remaining 0.63% do not 

answer this question. 

Interestingly, the reasons for non-participation are almost the same for pupils in both 

small and large classes and with almost equal percentages. 

Section Three: Teacher Feedback 

12. What does your teacher usually do to support you to answer questions? 

a. Encourages you  

b. Helps you  

c. Obliges you  

d. None of the above 

 

- Small Class Pupils: 

Option N % 

.a. 37 40.22 

.b. 28 30.43 

.c. 07 7.61 

.d. 15 16.30 

.a.+b. 05 5.43 

Total 92 100 

Table 3.23: Teachers’ Frequent Prompting Answer Strategies in Small Classes 

 The table above shows that the teacher usually encourages his/her pupils to answer; 

[(a):37+ (a+b):5=42; 45.65%]. Next,30.43% of pupils state that he helps them, 16.30% of 

them affirm that the teacher does nothing. Only 7.61% of the respondents say that the teacher 

obliges them to answer questions. 
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- Large Class Pupils: 

Option N % 

.a. 24 15.19 

.b. 32 20.25 

.c. 58 36.71 

.d. 36 22.78 

.a.+b. 08 5.06 

Total 158 100 

Table 3.24: Teachers’ Frequent Prompting Answer Strategies in Large Classes 

The table above shows that the teacher usually encourages his/her pupils to answer; 

[(a):24+ (a+b):8=32; 20.25%]. Next, the majority of pupils response was “obliges you” with 

percentage of 36.71%, then 22.78% is given to “none of the above”. 

In comparing small and large classes, it can be seen that the teachers of English in 

small classes are seen to be more helpful and they encourage their pupils. Most of the time 

teachers are trying hard to make their learners interact more. In contrast, large class teachers 

have been described teachers as less supportive, thus interaction there is likely to be less rich 

and dense. 

13. What does your teacher usually do when your answer contains mistakes?  

a. Interrupts you to correct your mistake(s) 

b. Asks you to correct the mistake(s) by yourself 

c. Corrects you when you finish responding 

d. Asks other pupils to correct your answer 

e. Thanks you for participating 

f. Others, please specify: 

………………………………………………………………………………………. 

- Small Class Pupils: 
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Option N % 

.a. 02 2.17 

.b. 12 13.04 

.c. 29 31.5 

.d. 24 26.14 

.e. 06 6.52 

.c.+.e. 14 15.2 

.d.+.e. 05 5.43 

Total 92 100 

Table 3.25: Teacher Reaction to Pupils’ Erroneous Answers in Small Classes 

One can notice from the results shown in the table above that the teacher usually 

corrects when they finish responding; [(c):29+(c+e):14=43; 46.74%]. Next, [(d):24+ 

(d+e):5=29; 31.52%] say that the teacher corrects when they finish responding. (13.04%) of 

the respondents say that he asks them to correct the mistakes by themselves. Few others 

02.17% state that the teacher interrupts them to correct their mistakes. 

- Large Class Pupils: 

Option N % 

.a. 18 11.39 

.b. 20 12.66 

.c. 52 32.91 

.d. 27 17.09 

.e. 08 5.06 

a.+ c. 06 3.80 

b.+ e. 03 1.90 

a.+ e. 16 10.13 

c.+ e. 04 2.53 

No answer 04 2.53 

Total 158 100 

Table 3.26: Teacher Reaction to Pupils’ Erroneous Answers in Large Classes 
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The data tabulated above shows that the teacher usually corrects students when they 

finish responding [(c):52+ (a+c):6+ (c+e): 4=62; 39.24%]. Next, [(b):20+ (b+e):3=23; 

14.56%] of the respondents say that the teacher usually asks other pupils to correct their 

mistakes. [(a):18+ (a+c):6+ (a+e):16=40; 25.32%] of them state that he interrupts them to 

correct the mistakes While 17.09% argue that the teacher asks other pupils to correct their 

mistakes. Few others (5.06%) agree that the teacher just thanks them for participating.  

In comparing small and large classes, it can be seen that the teachers of English in 

small classes correct pupils when they finish responding and ask other pupils to correct their 

mistakes more than in large classes. This may be because small classes establish a good 

atmosphere for better learning thus classroom interaction will be more effective and the 

teacher can correct pupils’ mistakes easily.        

14. What does your teacher usually do when your answer is not complete?  

a. Asks you to complete the answer by yourself 

b. Completes the answer for you 

c. Ask other pupils to complete your answer 

d. Thanks you for participating 

e. Others, please specify: 

………………………………………………………………………………………. 

- Small Class Pupils: 

Option N % 

.a. 09 09.78 

.b. 32 34.78 

.c. 29 31.52 

.d. 12 13.04 

.c.+d. 10 10.87 

Total 92 100 

Table 3.27: Teacher Reaction to Pupils’ Incomplete Answers in Small Classes 
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The table above represents teacher reaction to pupils’ incomplete answers in small 

classes, 34.78% of pupils affirm that the teacher completes the answer for them, 31.52% say 

that the teacher asks other students to complete their answers, 13.04% state that he thanks 

them for participating, 09.78% affirm that he asks them to complete the answer by 

themselves. The remaining 10.87% of pupils say that he thanks them for participating then 

asks another pupil to complete the answer. 

- Large Class Pupils: 

Option N % 

.a. 16 10.13 

.b. 30 18.99 

.c. 33 20.89 

.d. 39 24.68 

.e. 02 1.27 

a.+c. 03 1.90 

a.+d. 05 3.16 

b.+c. 07 4.43 

b.+d. 14 8.86 

c.+d. 03 1.90 

c.+e. 06 3.80 

Total 158 100 

Table 3.28: Teacher Reaction to Pupils’ Incomplete Answers in Large Classes 

The preceding table shows the results of teacher reaction to pupils’ incomplete 

answers in large classes. The results reveal that teacher usually thanks the pupils for 

participating [(d):39+ (b+d):14+ (a+d): 5+ (c+d):3 =61; 38.61%]. Next, [(c):33+ (b+c):7+ 

(c+e):6 =46; 29.11%] of the pupils claim the teacher asks other pupils to complete the answer 
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by themselves. (18. 99%) of them state that the teacher completes the answer for them, and 

only (10.13%) say that he usually completes the answer for them. 

In comparing small and large classes, it can be seen that the teachers of English in 

small classes completes the answer for the pupils as well praise them more than in large 

classes may be because there are some factors hinder the teacher from giving complete 

answers  such students’ level of motivation, time allocation, and students interests. 

15. What does your teacher usually do when your answer is correct?  

a. Repeats your answer  

b. Asks other pupils to repeat your answer 

c. Thanks you for participating 

d. Others, please specify: 

………………………………………………………………………………………. 

Small Class Pupils: 

Option N % 

.a. 27 29.35 

.b. 15 16.30 

.c. 30 32.61 

.a.+b. 18 19.57 

No Answer 02 2.17 

Total 92 100 

Table 3.29: Teacher Reaction to Pupils’ Correct Answers in Small Classes 

The answers tabulated above reveal that 32.61% of respondent in the four small 

classes state that when their answer is correct, the teacher usually thanks them for 

participating, 29.34% claim that he usually repeats their answer, while others 16.30% state 

that the teacher usually asks other pupils to repeat their answer. 19.57% argue that the teacher 
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usually repeats their answer as well asks other pupils to repeat their answer whereas 2.18% do 

not answer this question. 

- Large Class Pupils: 

Option N % 

.a. 41 25.95 

.b. 11 6.96 

.c. 82 51.90 

.a.+c. 22 13.92 

b.+c. 02 1.27 

Total 158 100 

Table 3.30: Teacher Reaction to Pupils’ Correct Answers in Large Classes 

The table above demonstrates that the majority of pupils in the four large classes say 

that the teacher usually thanks them for participating [(c):82+ (a+c):22+ (b+c): 02 =106; 

67.09%]. Next, (25.95) say that the teacher repeats their answers while (6.96) state that he 

usually asks them to repeat the answer of the others.  

Teachers therefore seems to thank students more in large classes than in small ones 

may be teachers do not have sufficient time to give each pupil multifarious feedback, they just 

thanking them.  

3.4. Teacher Questionnaire 

3.4.1. Description of Teacher Questionnaire 

 The teacher questionnaire is made up of eighteen (18) questions which are arranged 

into five sections.  
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The first section, “Background Information on the Teacher”, has three questions 

(Question 1 to Question 3). These questions ask information about the teacher gender, degree, 

and how many years teachers have been teaching English.  

The second section, entitled ‘Class Size and Class Management’, is made up of seven 

questions (from Question 4 to Question 10). Teachers in question (4) and (5) are asked to 

specify the stream, level, group and the number of pupils they teach in each of their classes as 

well to indicate which of the classes are large and which of them are small. Also, teachers in 

questions (6), (7), (8), are asked to indicate the class(es) they find easy to manage and control, 

the one(s)which are troublesome and noisy, and class(es) in which they feel more comfortable 

to teach, respectively. In question (9), teachers should mention the class(es) in which they 

know all their pupils by name. Last, in question (10), teachers are requested to tell in which 

classes they have to yell in order to be heard. 

Section Three, deals with ‘Class Size and Pupils’ Responses’, in three questions 

(Question 11 to Question 13). In question (11), teachers are requested to tick the high 

frequencies of each type of pupils’ responses; the latter are classified in terms of correctness 

and completeness and relevance, and whether the responses are self-initiated, teacher-

selected, peer-corrected or choral. The following two questions (12) and (13) ask about the 

effect of class size on both the overall amount of participation and each pupil’s chances of 

participation. 

Section Four, entitled ‘Class Size and Teacher Feedback’, encompasses four questions 

(Question 14 to Question 17). Question (14) probes whether the teacher supplies differential 

feedback to their pupils depending on the size of the class. The last three questions (15), (16), 

and (17) seek to know the usual reaction of the teachers in each of their classes when the 

pupils’ responses are erroneous, incomplete, or correct. 
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Finally, Section Five, “Further Suggestions”, contains one question. Question (18) 

asks teachers to supply insights into how to improve the quality of interaction in large and 

small classes. 

3.4.2. Analysis of Teacher Questionnaire 

This questionnaire consists of 18 questions divided into four sections, the sample 

population consists of 4 teachers (teacher A, teacher B, teacher C and teacher D), and each 

teacher has two classes; one small class and one large class.   

Section One: Background Information 

1. Gender: 

a. Male 

b. Female 

Option N %  

.a. 1 25 

.b. 3 75 

Total 4 100 

Table 3.31: Teacher’s Gender 

 The table above shows that the target population consists of only one male teacher 

representing 25% of the sample; thus the majority (75%) are female teachers. 

2. Degree: 

a. Licence 

b. Master 

c. Magister 

Option N % 

.a. 3 75 

.b. 1 25 

.c. 0 0 

Total 4 100 

Table 3.32: Teacher’s Academic Degree  
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The second question is about the academic degree that teachers hold; the results 

show that the majority of them (75%) have a License degree, while (25%) have Master 

degree. 

3. Teaching experience at the Secondary School level 

…………………… years 

This question is an open-ended question where teachers are required to answer in the 

blanks left below the question which seeks to investigate how many years they have been 

teaching at secondary school. Teacher A says that he has been teaching English for 20 years, 

B and D for 6 years, and C for 11years. We can notice that all of them have a sort of 

experience in the field of teaching; this means that their answers and suggestions are very 

likely to be highly reliable to our research.  

Section Two: Class Size and Class Management 

4. Identify in the table below the number of pupils in each of your classes 

Teacher A 

Classes 
Number of Pupils for each Teacher 

Teacher A Teacher B Teacher C Teacher D 

Class 1 37 26 40 31 

Class 2 40 29 42 21 

Class 3 22 42 32 37 

Class 4 35 31 23 42 

Class 5 40 36 39 32 

Class 6 34 36 31 40 

Total 208 199 207 203 

Average Class Size for each Teacher 34.67 31.17 34.5 33.83 

Average Class Size per teacher 34.04 

Table 3.33: Size of Classes for each Teacher 

Given that classes of less than 35 pupils are considered small, and classes equal to or 

above 35 are large, it can be said that teachers have to deal with an average small class size, or 
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say a medium class sizes because 34.04 is very close to identify classes as large. Teachers 

have approximately the same average number of pupils, but with Teacher B having to deal 

with the least number and Teacher A with the most numbered classes. The latter has only 02 

small classes; whereas the rest have each 03 small classes and 03 large classes. In addition, 

there are 11 small classes and 13 large classes, suggesting that the two schools tend to have 

slightly overcrowded classes.  

5. Considering the number of pupils in each of your classes, which one(s), if any, do 

you consider small or large? 

Class(es) ……………………………….       is/are small 

Class(es) ……………………………….       is/are large 

- Teacher A says that he considers only the class of (22) pupils small and that of (37, 40, 

35, and 34) large.  

- Teacher B considers the class of (26 and 29) pupils small and the classes of (42, 31, 

and 36) pupils as large.  

- Teacher C holds the opinion that the only small is that containing (23) pupils.  

- Teacher D chooses the classes of (21) pupils to be small. 

The results above show that teachers unanimously agree that a small class is one that has 

less than 30 pupils; whereas those equal or above 30 are considered large. 

6. Which of your classes, if any, are easy to manage and control? 

Class(es) …………………… 

- Teacher A says that the only class which is easy to manage and control is class 3, 

which counts 22 pupils. 

- Teacher B responds that the easiest classes to manage and control are class 1(26 

pupils) and class 2 (29 pupils).  
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- Teacher C affirms that it is class 4 (23 pupils) and class 6 (31 pupils) that are easiest to 

control 

- Teacher D singles class 2 (21 pupils) as the one which is easiest to manage and 

control.  

The teachers’ responses show that teachers link small class size to easiness in managing 

and controlling classes, confirming their responses to the previous questions, with only one 

teacher, teacher C, accepting one class just above 30as being easy to manage. 

7. Which of your classes, if any, are troublesome and noisy? 

Class(es) …………………… 

- Teacher A responds with classes 2 and 5, each counting 40 pupils. 

- teacher B affirms that the class which causes problems is class 3 (42 pupils).  

- teacher C answers with class 1, 2, and 5, counting 40, 42 and 39 pupils, respectively. 

- teacher D selects classes 3, 4, and 6, with 37, 42, 40 pupils in each, respectively. 

The result of this question are consistent with those of the previous one, and show a tight 

relationship between large classes and trouble, and noise. 

8. Generally speaking, in which classes do you feel more comfortable to teach? 

Class(es) …………………… 

- Teacher A feels more comfortable while teaching both class 3, which counts 22 pupils 

and class 6, which counts 34 pupils. 

- Teacher B claims that she feels comfortable in class 1(26 pupils) and class 2 (29 

pupils).  

- Teacher C affirms that she feels relaxed in class4 (23 pupils) and class 6 (31 pupils) 

- Teacher D answers with classes 1 (31 pupils),2 (21 pupils) and5 (32 pupils). 
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The results in this questions establish a strong link between small class size and the degree 

of comfort the teacher feels in the said class. However, teacher B excludes one small class 

(class 4, 31 pupils) from the list of comfortable classes and teacher C excludes class 3 (32 

pupils), which means that small class may not always be the only factor for causing comfort. 

9. In which classes, if any, can you identify most or all pupils by name? 

Class(es) …………………… 

In the following question teachers are asked to identify the classes in which they can 

identify most or all pupils by name. The first  

- teacher A says that he can do so in class 3 (22 pupils) 

- teacher B answers with classes 1 and 2 (26 pupils and 29 pupils) 

- teacher C says class4 (23 pupils)  

- D mentions class 2 (21 pupils). 

In this question also, only small classes are mentioned as the ones in which teachers know 

all pupils by name. However, small class size is not always the only factor since teachers A 

and D don not recognize all pupils in two of their classes, and teacher B cannot do that with 

one small class. 

10. In which classes, if any, do you often have to yell in order to be heard? 

Class(es) …………………… 

Teachers identified the classes in which they have to yell in order to be heard as 

follows: 

- Teacher A chose class 1 (37 pupils) and classes 2 and 5, each counting 40 pupils 

- Teacher B ticked the options corresponding to class 3 (42 pupils) and classes 5 and 6, 

each counting 36 pupils. 

- Teacher C identified classes 1, 2, and 5, counting 40, 42 and 39 pupils, respectively. 
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- Teacher D pointed to classes 3, 4 and 6, which have 37, 42, 40 pupils in each, 

respectively. 

The classes mentioned by teachers are all large classes, which suggests the direct 

relationship between large class size and the need for teachers to speak up in order to be 

heard. Only two large classes seem to be so orderly that teachers A and B have chosen them.  

Section Three: Class Size and Pupils’ Responses 

11. In which classes do you get relatively high frequencies of each type of pupils’ 

responses below? 

Response Type Class 

1 

Class 

2 

Class 

3 

Class 

4 

Class 

5 

Class 

6 

No 

Difference 

a) Responses to Questions 

Posed to the Whole Class 

       

b) Responses from Teacher-

Selected Pupils 

       

c) Self-Initiated Responses        

d) Peer-Corrected Responses        

e) Choral Responses        

f) Correct and Complete 

Responses 

       

g) Incomplete and Correct and 

Responses 

       

h) Incorrect Responses        

i) Irrelevant Responses        

To describe answers to this question, classes are divided into small and large ones in 

each type of response, which is dealt with separately, resulting in 09 tables representing the 

type of differences in responses once in small classes, a second time in large ones, and a third 

for mentioning absence of differences.  

a) Responses to Questions Posed to the Whole Class: 
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Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

Teacher A 3 1 0 

Teacher B 2 0 0 

Teacher C 3 0 0 

Teacher D 1 0 0 

Total 09 01 00 

Percentage 81.82% 07.69% 0% 

Table 3.34: The Class Size for more Responses to Questions Posed to the Whole Class 

In terms of responses to the questions posed by the four teachers, we can notice that 

the total number of responses got in small classes (out of 11 classes) is 9 responses with 

percentage of 81.82% whereas in large classes the total is one response. That is to say, there is 

a huge difference between small and large classes, with a percentage of 74.13 %. This 

percentage reveals that the four teachers get more responses within small classes than within 

large classes. 

b) Responses from Teacher-Selected Pupils: 

Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

Teacher A 0 0 6 

Teacher B 0 0 6 

Teacher C 0 0 6 

Teacher D 0 3 0 

Total 0 03 18 

Percentage 0% 23.07% 75% 

Table 3.35: The Class Size for more Responses from Teacher-Selected Pupils 

In three large classes the teacher gets most responses (3 responses out of 11 classes) 

when they select the pupils to answer with a percentage of 23.07%. Whereas there is no 

difference among most classes. 

c) Self-Initiated Responses: 
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Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

Teacher A 0 0 6 

Teacher B 2 0 0 

Teacher C 0 0 6 

Teacher D 0 0 6 

Total 0 0 0 

Percentage 18.18% 0% 75% 

Table 3.36: The Class Size for more Self-Initiated Responses 

Pupils’ self-initiated responses are generally the same rate in most classes, small or 

large, but they are a little more likely to be found in small classes. In terms of Self-Initiation 

Responses to the questions posed by the four teachers, we can notice that the total number of 

responses got in small classes out of 11 classes is 2 responses with percentage of 18.18%, in 

large classes there is no response, and the percentage in terms of no differences between the 

two classes (out of 24 classes) is 75%. That is to say, almost there is no difference between 

small and large classes. 

d) Peer-Corrected Responses: 

Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

Teacher A 2 1 0 

Teacher B 2 1 0 

Teacher C 1 0 0 

Teacher D 1 0 0 

Total 06 02 0 

Percentage 54.55% 15.38% 0% 

Table 3.37: The Class Size for more Peer-Corrected Responses 

 In terms of peer-corrected responses, the table shows that the total number of 

responses got in small classes is 6 peer-corrected responses with a percentage of 54.55%. 

While in large classes, the total is 2 peer corrected responses with a percentage of 15.38%. 
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Hence, we can notice a huge difference between the two sizes with a percentage of 39.17%. 

The results express that most peer-corrected responses occur in small classes rather than small 

ones.  

e) Choral Responses 

Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

Teacher A 0 2 0 

Teacher B 0 3 0 

Teacher C 0 2 0 

Teacher D 0 3 0 

Total 0 10 0 

Percentage 0% 76.92% 0% 

Table 3.38: The Class Size for more Choral Responses 

In terms of choral responses to the questions posed by teachers, we can notice that the 

total number of responses got in large classes out of 13 classes is 10 choral responses with 

percentage of 76.92% whereas in small classes there is no choral response in 11 classes. That 

is to say, large classes are characterised by choral responses. 

f) Correct and Complete Responses: 

Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

Teacher A 1 2 0 

Teacher B 3 0 0 

Teacher C 1 0 0 

Teacher D 2 0 0 

Total 07 02 0 

Percentage 63.64% 15.38% 0% 

Table 3.39: The Class Size for more Correct and Complete Responses 
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Pupils in most small classes answer correctly, the total number of correct and 

complete answers is 7 correct and complete answers with a percentage of 63.64%. Concerning 

large classes only 2 correct and complete answers are provided in one large class with a 

percentage of 15.38%. The results demonstrate that there is a wide range between the two 

classes represented with the percentage of 48.26%. 

g) Incomplete and Correct Responses: 

Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

Teacher A 0 0 6 

Teacher B 0 0 6 

Teacher C 2 0 0 

Teacher D 1 2 0 

Total 03 02 12 

Percentage 27.27% 15.38% 50% 

Table 3.40: The Class Size for more Incomplete and Correct Responses 

In terms of incomplete and correct responses to the questions posed by the four 

teachers, we can notice that the total number of responses got in small classes out of 11 

classes is 10 responses with percentage of 27.27% whereas in large classes out of 13 classes, 

the total number of responses is 02 with a percentage of 15.38%. That is to say, small classes 

are characterised by incomplete and correct responses. However, the four teachers claim that 

there is no difference between large classes and small classes with the percentage of 50%. 

h) Incorrect Responses: 
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Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

TeacherA 0 2 0 

Teacher B 0 0 6 

Teacher C 0 0 6 

Teacher D 0 0 6 

Total 00 02 18 

Percentage 0% 15.38% 75% 

Table 3.41: The Class Size for more Incorrect Responses 

 Regarding incorrect responses, it is clear that in a large class the teacher gets 2 

incorrect responses with a percentage of 15.38%. Whereas there is no difference among most 

classes out (of 24 classes) with a percentage of 75%. 

i) Irrelevant Responses: 

Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

TeacherA 0 0 6 

Teacher B 0 0 6 

Teacher C 0 0 6 

Teacher D 0 0 6 

Total 0 0 24 

Percentage 0% 0% 100% 

Table 3.42: The Class Size for more Irrelevant Responses 

In terms of irrelevant responses to the questions posed by the four teachers, we can 

notice from the data tabulated above that there is no difference between small classes and 

large ones with the full percentage of 100%. 

Comparing small and large classes with regard the mentioned features of pupils’ 

responses, we conclude that small classes are characterised by having high frequency of 

responses to questions posed to the whole classes. Whereas there is almost no difference 
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between the two settings in term of responses from teacher-selected pupils and self-initiated 

responses. However, the data further denotes that there is difference between the two settings 

regarding peer corrected responses which is of high frequency in small classes than in large 

ones. The latter which are large classes are associated with more choral responses. Finally, 

one can notice from the results shown above that there is no difference between large and 

small classes with regard of incorrect and correct and incomplete responses. 

12. In your opinion, how does class size affect the overall amount participation? 

a. Positively (the larger the class is, the more participation it generates) 

b. Negatively (the larger the class is, the less participation it generates) 

c. Not sure 

d. It has minimal or no effect 

The data tabulated reveals that all teachers (100%) chose option b. which means that 

they agree on the fact that the larger the class is, the less participation is generates. The reason 

for this may be that in small classes, it is easy to get reach to students, giving them the chance 

to speak and participate and creating a successful communicative context. 

13. In your opinion, how does class size affect each pupil’s chances of participation? 

a. Positively (the larger the class is, the more chances each students gets) 

b. Negatively (the larger the class is, the fewer chances each students gets) 

c. Not sure 

d. It has minimal or no effect 

In question number 13 the respondents are required to say how class size affects the 

each pupil’s chances to speak. All the teachers we have asked agree that class size influences 

the pupils chances to interact negatively in the sense that the larger the class, the fewer the 

chances pupils get. 
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Section Four: Class Size and Teacher Feedback 

14. Do you think that you supply differential feedback to your pupils depending on the 

size of class? 

a. Strongly agree 

b. Agree 

c. Neutral 

d. Disagree 

e. Strongly disagree 

Option  N % 

.a. 02 50 

.b. 02 50 

Total 04 100 

Table 3.43: Relationship between Class Size and Teacher Feedback 

The data above shows that half the teachers say that they strongly agree with the idea 

that teachers supply differential feedback to pupils depending on the size of the class, and the 

other half do not.  

Questions 15, 16, and 17 below require an answer ‘Yes’ or ‘No’ in each cell of the tables. 

15. When a pupil’s response is erroneous, what is your usual reaction in each of your 

classes? 

Feedback Type 
Class 

1 

Class 

2 

Class 

3 

Class 

4 

Class 

5 

Class 

6 

No 

Difference 

a. Interrupt the pupil to correct 

his/her mistake(s) 

       

b. Ask the pupil to correct the 

mistake(s) by himself/herself 

       

c. Correct the pupil when he/she 

finishes responding 

       

d. Ask other pupils to correct        

e. Praise the pupil for 

participating 
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The procedure followed in Question 11 is replicated with this question. Hence, 

classes are divided into small and large ones with each type of feedback dealt with separately, 

resulting in 05 sub-titles referring to the feedback options available for the teacher in small 

classes and large ones, if any differences exist at all.  

a) Interrupting the pupil to correct his/her mistake(s): 

Teacher Number of Small Classes  Number of Large Classes 

Teacher A 0 0 

Teacher B 1 3 

Teacher C 0 3 

Teacher D 0 1 

Total 01 07 

Percentage 9.09% 53.85% 

Table 3.44: Interrupting the Pupil to Correct Mistakes 

In terms of feedback (a), interrupting the pupils to correct their responses that provided 

by the four teachers, we can notice that this type of feedback in small classes is presented in 

one out of 11 classes with a percentage of 09.09% whereas in large classes it is presented in 7 

out of 13 classes with a percentage of 53.85%. That is to say, there is a huge difference 

between small and large classes, with a percentage of 44.76 %. This percentage reveals that 

the teachers are more likely to interrupt the pupils to correct their answers in large classes 

than in small classes. 

b) Asking the pupil to correct the mistake(s) by himself/herself 

Teacher Number of Small Classes  Number of Large Classes 

Teacher A 1 0 

Teacher B 2 0 

Teacher C 3 3 

Teacher D 1 0 

Total 07 03 

Percentage 63.64% 23.08% 

Table 3.45: Asking the Pupil to Self-Correct Mistakes 
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 Regarding feedback (b), it is clear from the table that this type of feedback in small 

classes is presented in 7 out of 11 classes with a percentage of 63.64%, which is higher than 

in large classes in which this type is presented in 3 out of 13 classes with the percentage of 

23.08%. Therefore, it is clear that a great difference is existing between the two classes 

represented with a percentage of 40.56%. The results express that teachers are more likely to 

get pupils of small classes to self correct than those in large ones. 

c) Correcting the pupil when he/she finishes responding 

Teacher Number of Small Classes  Number of Large Classes 

Teacher A 0 0 

Teacher B 2 1 

Teacher C 3 0 

Teacher D 3 1 

Total 08 02 

Percentage 72.72% 15.38% 

Table 3.46: Correcting the Pupil at the End of Responding 

In terms of feedback (c), correcting the pupil when he/she finishes responding that 

provided by the four teachers, we can notice that this type of feedback in small classes is 

presented in 8 out of 11 classes with a percentage of 72.72% whereas in large classes this type 

is presented in 2 out of 13 classes with a percentage of 15.38%. That is to say, there is a huge 

difference between small and large classes, with a percentage of 57.34%. This percentage 

reflects that the four teachers, most of the time, correct the pupil when he/she finishes 

responding in small classes than in large ones. 

d) Asking other Pupils to Correct 
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Teacher Number of Small Classes  Number of Large Classes 

Teacher A 3 1 

Teacher B 2 1 

Teacher C 1 2 

Teacher D 2 1 

Total 08 05 

Percentage 72.73% 38.46% 

Table 3.47: Asking for Peer Correction 

 Regarding feedback (d), asking for other pupils correction, the table reveals that this 

type of feedback in small classes is presented in 8 out of 11 classes with a percentage of 

72.73%. While in large classes, this type of feedback is presented in 5 out 13 classes with a 

percentage of 38.46%. The proportion of the difference between the two settings is 34.27%. 

We conclude that teachers in small classes are more likely to ask for other pupils’ correction. 

e) Praising Pupils for Participating 

Teacher Number of Small Classes  Number of Large Classes 

Teacher A 1 0 

Teacher B 2 2 

Teacher C 0 1 

Teacher D 3 0 

Total 06 03 

Percentage 54.54% 23.07% 

Table 3.48: Praising Pupils for Participating 

 In terms of feedback (e), praising pupils for participating that provided by the four 

teachers, we can notice that in small classes this type of feedback is presented in 6 out of 11 

classes with a percentage of 54.54%. Whereas in large classes this type is presented in 3 out 

of 13 classes with a percentage of 23.07%. That is to say, there is a noticeable difference 

between small and large classes with a percentage of 31.47%. This percentage reflects that 

teachers, most of the time, praise pupils for participating in small classes than in large ones. 
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16. When a pupil’s response is incomplete, what is your usual reaction in each of your 

classes? 

Feedback Type Class 

1 

Class 

2 

Class 

3 

Class 

4 

Class 

5 

Class 

6 

No 

Difference 

a) Ask the pupil to complete 

the answer by 

himself/herself 

       

b) Complete the answer for the 

pupil 
       

c) Ask other pupils to complete 

the answer 

       

d) Praise the pupil for 

participating 

       

 

The procedure followed in Question 15 is replicated with this question. Classes are 

divided into small and large ones with each type of feedback dealt with separately, resulting 

in 04 sub-titles referring to the feedback options available for the teacher in small classes and 

large ones 

a) Ask the pupil to complete the answer by himself/herself 

Teacher Number of Small Classes  Number of Large Classes 

Teacher A 1 1 

Teacher B 1 1 

Teacher C 1 1 

Teacher D 2 1 

Total 05 04 

Percentage 45.45% 30.77% 

Table 3.49: Asking for Self-Completing 

The table above shows that feedback (a) in small classes is presented in 5 out of 11 

classes with a percentage of 45.45%. However, this feedback is presented in 4 out of 13 

classes representing a percentage of 30.77%. It is clear that there is difference between large 
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and small classes which indicates that teachers in small classes are more likely to ask pupils to 

complete the answer by themselves.   

b) Complete the answer for the pupil 

Teacher Number of Small Classes  Number of Large Classes 

Teacher A 1 2 

Teacher B 1 1 

Teacher C 1 3 

Teacher D 1 1 

Total 04 07 

Percentage 36.36% 53.85% 

Table 3.50: Completing the Answer for the Pupils 

 In term of feedback (b), in small classes, it is presented in 4 out of 11 classes which 

take the percentage of 36.36%. While it is presented in 7 out of 13 large classes with a 

percentage of 53.85%. The existing difference represents 17.49%. The data demonstrates that 

unlike teachers of small classes, teachers in large class sizes are most of the time complete the 

pupils’ answers 

c) Ask other pupils to complete the answer 

Teacher Number of Small Classes  Number of Large Classes 

Teacher A 0 0 

Teacher B 3 2 

Teacher C 3 2 

Teacher D 1 0 

Total 07 04 

Percentage 63.64% 30.76% 

Table 3.51: Asking Pupils to Complete the Answer 

When the pupil’s answer is incomplete, teachers usually provide the feedback (c) 

which is asking other pupils to complete the answer. we can notice from the data gathered 

above that the total number of feedback  got in small classes out of 11 classes is 7 feedbacks 
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with percentage of 63.63% whereas in large classes out of 13, the total number of  feedbacks 

is 4 with the percentage of  30.76%. That is to say, there is a noticeable difference between 

small and large classes with a percentage of 32.87%. This percentage reflects that teachers, 

most of the time, ask other pupils to complete the answer in small classes than in large ones. 

d) Praising Pupils for Participating 

Teacher Number of Small Classes  Number of Large Classes 

Teacher A 3 0 

Teacher B 0 2 

Teacher C 3 1 

Teacher D 2 0 

Total 08 03 

Percentage 72.72% 23.07% 

Table 3.52: Praising Pupils for Participating 

When the pupil’s answer is incomplete, teachers usually provide the feedback (d) which 

is praising the pupil for participating. we can notice from the data tabulated above that the 

total number of feedback  got in small classes out of 11 classes is 8 feedbacks with percentage 

of 72.72% whereas in large classes out of 13 the total number of  feedbacks is 3 with the 

percentage of  23.07%. That is to say, there is a noticeable difference between small and large 

classes with a percentage of 49.65%. This percentage reflects that teachers, most of the time, 

Praise the pupil for participating in small classes than in large ones. 

17. When a pupil’s response is correct, what is your usual reaction in each of your 

classes? 

Feedback Type Class 

1 

Class 

2 

Class 

3 

Class 

4 

Class 

5 

Class 

6 

No 

Difference 

a. Repeat the pupil’s answer        

b. Ask other pupil to repeat the 

answer 
       

c. Praise the pupil for 

participating 
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 Question (17) deals with the usual reaction of teachers A, B, C, and D in each of their 

classes when the pupils’ response is correct. 

a) Repeat the pupil’s answer 

Teacher Number of Small Classes 

( out of 11 Classes ) 

Number of Large Classes 

( out of 13 Classes) 

No Difference 

(out of 24 Classes ) 

Teacher A 0 1 0 

Teacher B 0 1 4 

Teacher C 0 0 6 

Teacher D 0 0 3 

Total 0 02 13 

Percentage 0% 15.38% 54.17% 

Table 3.53: Repetition of Pupil’s Answer 

 From the table above, we can notice that feedback (b) is not presented in small classes, 

whereas, in large classes this type of feedback is presented in 2 out of 13 classes represents a 

percentage of 15.38%. There is no difference among most classes with a percentage of 

54.17%. Thus, this type of feedback is not associated with the size of the class. 

b) Ask other pupil to repeat the answer 

Teacher Number of Small Classes  Number of Large Classes 

Teacher A 0 0 

Teacher B  2 2 

Teacher C 4 0 

Teacher D 2 3 

Total 08 05 

Percentage 72.72% 38.46% 

Table 3.54:  Asking Other Pupil to Repeat the Answer  

When the pupil’s answer is correct, teachers usually provide the feedback (b) which is 

asking other pupil to repeat the answer. we can notice from the data tabulated above that the 

total number of feedback  got in small classes out of 11 classes is 8 feedbacks with percentage 
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of 72.72% whereas in large classes out of 13 the total number of  feedbacks is 5 with the 

percentage of  38.46%. That is to say, there is a noticeable difference between small and large 

classes with a percentage of 34.26%. This percentage reflects that teachers, most of the time 

ask other pupil to repeat the answer in small classes than in large ones. 

c) Praise the pupil for participating 

Teacher Number of Small Classes  Number of Large Classes No Difference 

Teacher A 0 0 0 

Teacher B 3 0 2 

Teacher C 0 0 10 

Teacher D 0 0 5 

Total 03 00 17 

Percentage 27.27% 0% 70.83% 

Table 3.55: Praising Pupils for Participating 

 The table above shows no difference among most classes in term of praising pupils 

with a percentage of 70.83%. Whereas, in one small class, the teacher praises the pupils, this 

type is presented in 3 out of 11 classes takes a percentage of 27.27%.   

Section Five: Further Suggestions 

a. Please, supply some suggestions on how to improve the quality of interaction in 

large classes and small classes. 

…………………………………………………………………………………………

…………………………………………………………………………………… 

The last question in the teacher questionnaire is about the suggestions the teachers 

provide to improve the quality of interaction in large classes and small ones. Teacher A says 

that using group work is very helpful for the improvement of interaction in both large and 

small classes, while teacher B concludes that minimizing the number of students in large 

classes will give each student the chance to interact more. Moreover, teacher C suggests that, 
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in large classes, the more learners there are the more difficult it gets to develop interaction; 

therefore, motivation, praising and grouping students appropriately may help the 

improvement of interaction. Teacher C adds that in small classes, teachers should try to 

analyse tasks before using them as well as try to raise confidence by giving lots of praise and 

feedback on task achievement. For teacher D, to improve interaction, teachers may use some 

techniques as telling a story and asking questions; other strategies include reducing anxiety 

that sometimes arises when students try to communicate with others and dividing students 

into small groups. 

3.5. Classroom Observation 

3.5.1. Description of Classroom Observation 

 Classroom observation is another tool that offers the opportunity to gather data from 

naturally occurring situations. In order to observe secondary school pupils, we have carried 

out our observation with eight groups, attending one session with each group in a period of 

seventeen days. These classes are taught by the four teachers who have been already 

questioned. Classroom observation took place at “Mohammed Seddik Ben Yahia” and 

“Houari Boumediene secondary schools” in Elmilia, Jijel. Time devoted for each session is 

one hour. 

 The eight secondary school classes that are selected for the observation are divided 

into two categories; four large classes and four small classes. The four large classes have a 

total of one hundred fifty eight (158) pupils, and the four small classes consist of (92) pupils. 

Our sample consists of two classes of literature and foreign languages, two classes of 

management and Economy, two of Experimental science, one Literature and Philosophy 

class, and finally the last class is of Technical Mathematics. It should be noted that we 

attended two classes with each teacher who had one small class and the other large. The 

observation devoted to these classes, started on the ninth of April and ended on the twenty 
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fifth of the same moth. To make the identification easy, teacher A is in charge of teaching 

small class 1 and large class 1, teacher B has small class 2 and large class 2, teacher C and D 

with corresponding number of  small class and large class for each, 3 and 4. 

 The purpose of this observation is to point out the differences that characterize pupils’ 

responses and teacher feedback with regard to large and small classes. To do this, the 

following checklist is adopted to tally the behaviours as they occur in the classroom. 

Classroom Observation Scheme: 

 School:                                                          Number of pupils:                                                                                                                                               

Teacher:                                                        Observer: 

Pupils’ Response Teacher Feedback 

Incorrect / Inappropriate 

(1) 

a) Criticizing the student answer without 

correcting 

b) Repeating what the pupil said, with or 

without pointing out the incorrect answer 

c) Asking questions about content or 

procedure with the intent that student 

answer 

d) Correcting / modeling with corrected 

language 

m) Accepting 

n) Praising or encouraging 

Incomplete /Appropriate 

(2) 

e) Requiring a response in a complete 

sentence 

f) Clarifying, building, or developing ideas 

suggested by the student 

g) Giving directions, commands, orders 

that students are expected to comply with 

h) Asking another student to provide 

additional information 

m) Accepting 

n) Praising or encouraging 

Correct / Appropriate 

(3) 

i) Extending what the student said 

j) Paraphrasing the student answer 

k) Writing the student answer on the 

 board 

l) Repeating the student answer 

m) Accepting 

n) Praising or encouraging 
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3.5.2. Analysis of the Classroom Observation 

3.5.2.1. Pupils’ Responses 

Pupils responses are divided into three categories: correct and complete, correct but 

incomplete and incorrect or irrelevant 

a) Correct and complete responses  

Teacher Small Classes Large Classes 

N Ratio N Ratio 

Teacher A  15/ 22  .68 04/40 .10 

Teacher B  04/26 .15 02/42 .05 

Teacher C 13/23 .57 04/39 .10 

Teacher D 05/21 .24 04/37 .10 

Total 37/92 .40 14/158 .09 

Table 3.56: Frequency of Correct and Complete Responses in Small and Large  

The ratio of correct and complete answers is bigger in small classes than in large ones. 

Almost one out of two students (40%) participated using a correct response. The ratio is very 

low in large classes, suggesting that only 01 in almost every 10 pupils participated using a 

correct response. 

b) Correct, but incomplete responses:  

Teacher Small Classes Large Classes 

N Ratio N Ratio 

Teacher A  25/ 22 1.13 11/40 .28 

Teacher B  12/26 .46 07/42 .17 

Teacher C 28/23 1.22 09/39 .23 

Teacher D 09/21 .43 09/37 .23 

Total 74/92 .80 36/158 .23 

Table 3.57: Frequency of Correct and Incomplete Responses in Small and Large Classes 

As shown by the table, the ratio of correct and incomplete responses in small classes is 

(0.80). Whereas in large classes it is (0.23), we can see that the participation using incomplete 

and correct responses is higher in small classes than in large one. 
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c) Incorrect or irrelevant responses:  

Teacher Small Classes Large Classes 

N Ratio N Ratio 

Teacher A  33/ 22 1.5 11/40 .28 

Teacher B  11/26 .42 08/42 .19 

Teacher C 34/23 1.48 07/39 .18 

Teacher D 06/21 .29 07/37 .18 

Total 84/92 .90 33/158 .21 

Table 3.58: Frequency of Incorrect or Irrelevant Responses in Small and Large Classes 

 From the table above, it can be seen that the ratio of incorrect responses in 

small classes is (0.90). Whereas in large classes it is (0.21), we can notice that the 

participation using incorrect responses is higher in small classes than in large one. 

3.5.2.2. Teacher Feedback 

Teacher A 

Teacher’s feedback includes (14) categories. These are divided on the three types of 

pupils’ responses–correct and complete, correct but incomplete and incorrect or irrelevant– 

and not on the number of pupils in each class in analysing the results in the tables below 

a) Teacher Feedback on Correct and complete responses  

Teacher Small Classes Large Classes 

N Ratio N Ratio 

Teacher A  14/15: 

c    (1) 

d (12) 

m  (1) 

.94: 

.07 

.80 

.07 

04/04: 

b (2) 

d (2) 

1: 

0.5 

0.5 

Teacher B  04/04: 

b (1) 

c (2) 

n (1) 

1: 

.25 

.50 

.25 

02/02: 

a (1) 

b (1) 

1: 

0.5 

0.5 

Teacher C 12/13: 

b (3) 

d (7) 

h (2) 

.92: 

.23 

.54 

.15 

05/04: 

c  (2) 

d  (2) 

n  (1) 

1.25: 

.50 

.50 

.25 

Teacher D 04/05: 

a  (1) 

b  (1) 

c  (2) 

.80: 

.20 

.20 

.40 

04/04: 

d (1) 

b (3) 

1: 

.25 

.75 

Total 34/37 .92 15/14 1.07 

Table 3.59: Frequency of Teacher Feedback on Correct and Complete Responses  
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Though, as we have seen in the previous section, the number of responses in small 

classes is bigger than that in large classes, in terms of feedback, it is almost equally 

distributed by the teachers in both settings, that is to say it is higher in small classes 34 than in 

large ones 15 with a number difference of 19 feedbacks. The quality of feedback in the four 

small classes is multifarious than in large ones. From the data tabulated above, teachers of 

small classes most of the time provide the following feedbacks b, c, d, and h whereas teachers 

of large classes most of the time provide only  b and d feedbacks.   

b) Teacher Feedback on Correct, but Incomplete Responses:  

Teacher Small Classes Large Classes 

N Ratio N Ratio 

Teacher A  25/25: 

e  (2) 

f  (5) 

g  (3) 

h  (3) 

n (12) 

1: 

.08 

.20 

.12 

.12 

.48 

11/11: 

e  (3) 

g  (1) 

h  (2) 

n  (5) 

1: 

.27 

.09 

.18 

.46 

Teacher B  14/12 

e (1) 

f  (2) 

g  (5) 

h  (3) 

m  (1) 

n  (2) 

 

1.17: 

.83 

.17 

.42 

.25 

.83 

.17 

08/07: 

e (3) 

f (1) 

h (1) 

m (1) 

n  (2) 

1.14: 

.43 

.14 

.14 

.14 

.29 

Teacher C 28/28: 

e ( 2) 

f  (15) 

g  (4) 

m (1) 

n  (6) 

1: 

.07 

.54 

.14 

.04 

.21 

10/09: 

e  (1) 

f  (2) 

g  (1) 

h  (2) 

m (1) 

n  (3) 

1.11: 

.11 

.22 

.11 

.22 

.11 

.33 

Teacher D 10/09: 

e  (1) 

h  (2) 

f  (3) 

m (1) 

n  (3) 

1.11: 

.11 

.22 

.33 

.11 

.33 

07/09: 

f  (2) 

g  (3) 

m (1) 

n (1) 

.77: 

.22 

.33 

.11 

.11 

 

Total 77/74 1.04 36/36 1 

Table 3.60: Frequency of Teacher Feedback on Correct and Incomplete Responses 
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As illustrated in the table, the number of students’ responses in small classes is again 

bigger than that in large classes, regarding feedback, it is clear that the teachers provide more 

feedback in small classes than in large ones. That is to say it is higher in small classes (77 

feedbacks) than in large ones (36 feedbacks) with a number difference of 41 feedbacks. The 

quality of feedback is various in both settings where the teacher mostly provide the following 

feedbacks, g, f, h, n, and e. 

c) Teacher Feedback on Incorrect or Irrelevant Responses:  

Teacher Small Classes Large Classes 

N Ratio N Ratio 

Teacher A  23/ 33 

i  (7) 

j  (8) 

k (2) 

l  (4) 

m (1) 

n  (1) 

.69: 

.21 

.24 

.06 

.12 

.03 

.03 

11/12 

i (2) 

j  (3) 

k (2) 

m (1) 

n  (4) 

.92: 

.17 

.25 

.17 

.08 

.33 

Teacher B  11/11: 

i  (4) 

j  (2) 

k  (1) 

n  (4) 

1: 

.36 

.18 

.1 

.36 

09/08 

j (1) 

k (1) 

l  (1) 

n (6) 

1.12: 

.12 

.12 

.12 

.75 

Teacher C 37/34: 

i  (10) 

j  (4) 

k (15) 

m (2) 

n  (6) 

1.09: 

.29 

.12 

.44 

.06 

.18 

08/07: 

i  (3) 

j  (2) 

k  (1) 

n (2) 

1.14: 

.42 

.29 

.14 

.29 

Teacher D 06/06: 

j  (1) 

k (1) 

m (1) 

n  (3) 

1: 

.17 

.17 

.17 

.50 

08/07: 

i  (2) 

k (1) 

m(1) 

n (4) 

 

1.14 

.29 

.14 

.14 

.57 

Total 87/84 1.04 35/33 1.09 

Table 3.61: Frequency of Teacher Feedback on Incorrect or Irrelevant Responses 

The data demonstrates that the number of responses in small classes is bigger than that 

in large classes. In addition, the frequency of teacher feedback is also higher (87 feedbacks in 
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small classes whereas only 35 feedbacks in large ones). The common shared feedbacks 

between teachers in both small and large classes is i, j, k, and n 

3.6. Overall Analysis of Results 

 Both results of classroom observation and questionnaires have revealed that large 

classes have a negative effect on pupils’ responses and teacher feedback. 

 Teachers and pupils consider the English class that encompasses the average number 

of twenty four pupils as small since it is conducive to better interaction and superior to large 

ones in term of being comfortable, manageable, and teachable. Large classes are considered 

problematic since their control is not easy and pupils are unaware of the teacher attention to 

them. Another aspect that is considered problematic is teacher failure to identify and assist 

most or all students by name. Additionally, large classes have been found to make teaching 

exhausting. In other words, the teacher may be forced to speak loudly in order to attract and 

retain pupils’ attention. 

Both classroom observation and questionnaires further reflect that both classes, small 

and large, make available opportunities to learners for interaction. However, in small classes 

there is a high level for teacher-pupil and pupil-pupil interaction, and the rate of students 

responses is higher in small classes than large ones because the teacher of large classes is the 

authority, he takes most of the floor, initiates and talks more than the pupils. Moreover, the 

quality of students responses in interaction is affected by class size, in other words, the 

frequency of the three types of responses; correct and complete, correct but incomplete, and 

incorrect or irrelevant is high in small classes than in large ones where the pupils utterances is 

short or a single word may be because they feel anxious to participate in front of huge number 

of classmates. Thus, the pupils do not answer the questions that they are not sure about 

because they may feel embarrassed to do so in front of so many colleagues. On the other 
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hand, in small classes, the environment is very different; pupils may feel more protected, less 

intimidated, and free to interact with the teacher and among themselves. They correct each 

other answers, negotiate, and expand each other’s ideas. 

 The two tools used show clearly that in small classes, the teachers provide  

multifarious feedbacks whereas in large classes they do not attend to all of their pupils  

because it is time consuming to lend attention to each pupil and give him/her meaningful 

feedback. To conclude, the quality of teacher feedback and teacher responses is affected by 

the size of the class.     

 Conclusion 

 This study has made it clear that class size represents an insurmountable challenge to 

both teachers and students. Statistical analysis, the questionnaires and classroom observation 

results, has shown that classroom interaction is missing in large classes. In contrast, this 

problem is easily overcome in small classes. That is to say, this research hypothesis has been 

confirmed by the two questionnaires and the classroom observation findings in the sense that 

class size affects the pupils’ responses and teacher feedback; large classes have a negative 

effect whereas small ones have a positive effect on classroom interaction. Additionally, the 

data gathered has revealed the effectiveness of classroom interaction in small classes in which 

there is a high level of participation in addition to better quality of responses and feedback. 

On the other hand, the data has also indicated the numerous problems and challenges faced by 

a significant number of teachers and pupils in large classes of secondary schools. That is to 

say, the difficulty to manage such classes, failure to assess pupils appropriately and interact 

with all the pupils, high level of noise, disruptive behaviours, discomfort, lack of 

participation, and difficulty to provide continuous feedback are serious problems in large 
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classes that themselves may create further problems. In short, both teachers and students 

require a proper atmosphere to develop and improve their oral interaction. 
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General Conclusion 

1. Putting it altogether 

The present study aims to determine the effect of class size on student responses and 

teacher feedback. It is divided into three main chapters: The first chapter provides for a better 

understanding of the issues of class size and classroom management. The second chapter 

reviews some concepts related to the notion of interaction. More specifically, it encompasses 

a definition of classroom interaction, its types, importance, the IRF pattern, classroom 

interaction aspects, and theories. Then, the third chapter moves on to analyze and interpret the 

data gathered from the questionnaires and the classroom observation. 

The first chapter starts by shedding lighting on the definition of class size, small 

classes, and large classes. Moreover, this chapter generates some problems associated with 

large classes and takes into consideration the concept of classroom management and its 

effectiveness. Then, the relationship that holds between class size and classroom interaction is 

explained. 

The second chapter highlights the notion of classroom interaction, the importance, and 

the types; learner-learner interaction and teacher-learner interaction. Then, it moves to 

reviewing the concept of the triadic pattern of classroom interaction (Initiation Response 

Feedback). Furthermore, some aspects of classroom interaction such as turn taking, 

negotiation of meaning as well as explicit and implicit feedback are included in this chapter. 

The latter takes into account some theories to classroom interaction such as input, interaction, 

and the output hypotheses.  

As far as, the third chapter is concerned, it sheds light on the practical side of this 

work in terms of the results obtained from the data collected using two questionnaires and 

classroom observation. The two questionnaires are designed for both teachers and pupils of 
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Mohammed Seddik Ben Yahia and Houari Boumediene Schools. The pupils questionnaires 

are administrated to eight classes; four small and four large whereas, and by using the 

teachers questionnaire, four teachers are questioned. Additionally, classroom observation has 

investigated interaction in the said classes to gain more natural data. Four classes were 

observed in Mohammed Seddik Ben Yahia and the remaining in Houari Boumediene 

secondary schools in a period of 17 days. 

To conclude, it is found in this study that classroom interactions are negatively 

associated to class size. Therefore, the results of the data obtained have confirmed our 

hypothesis that stated “whether class size affects pupils’ responses and teacher feedback”

 2. Pedagogical Recommendations 

The present study attempted to shed the light on the effect of class size on pupils’ 

responses and teacher feedback. The results obtained from this research have strongly 

confirmed that the quantity and the quality of responses and feedback are affected by the size 

of the class. On the basis of these findings, some recommendations can be set down. 

 The ministry of education should limit the number of pupils in classrooms so that 

classrooms can be handled by the teacher in a better manner. 

 Teachers of English should be flexible and adopt varieties of teaching styles in order 

to cope with class size. 

 Teachers should be energetic, and they should make learning more fun and lessons 

more relevant to pupils’ levels and interests in order to improve the quality of 

interaction in large classes. 

 Schools must adopt programs that promote a more interactive learning teaching 

environment, including measures to reduce class size. 

 The teachers of English should group students in order to monitor the students’ 

participation in the class, identify the defiant students and give students more 
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opportunities to learn more effectively and to interact properly with the teacher as well 

with students. 

 Teachers should do everything possible to get to know their students. A positive 

relationship with them builds a willingness on their part to actively participate in class. 

3. Limitations of the Study 

While this study contributes important insights in understanding the phenomenon of 

class size and its effects on students’ responses and teacher feedback, the limitations the 

researchers found need to be acknowledged. For instance, there was lack of cooperation of the 

subject pupils of the study particularly in filling the questionnaire. In addition to the lack of 

cooperation, the shortage of time was another problem that obliged us to make an effort to 

finalize the research as timely as possible. 
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Appendices 

Appendix I 

Pupils Questionnaire 

Dear pupils, 

You are kindly requested to fill in this questionnaire which aims to gather data for the 

study designed to investigate the Effects of Class Size on Pupils Responses and Teacher 

feedback. Your answers are very important for the validity of this research, and the 

information gathered will remain confidential, and will not be used for any other purpose than 

this study.  

Tick (√) the choice that corresponds to your answer, and provide explanation 

whenever necessary. 

Thank you in advance  

Section One: Opinions about Class Size 

1. Indicate the stream and the number of pupils in your class? 

........................................ 

2. How do you consider the number of pupils in your class? 

Very small  Small          Regular  Large           Very large 

 

3. In which classes do you feel more comfortable to study English? 

Large classes    Small classes 

 

4. How would you describe the class of English? 

- noisy     - Fun    - Tense  

                    - Calm    - Boring   - Relaxed  

Section Two: The Pupil’s Responses 

5. Does your teacher give you chances to answer questions? 

Yes 

No 

It is : 



 

6. How often do you respond to the questions posed by the teacher? 

      Always              Often                Sometimes               Rarely               Never 

7. How often do you participate when you are sure about the answer? 

        Always              Often                Sometimes               Rarely               Never 

8. How often do you participate when you are not sure about the answer? 

      Always              Often                Sometimes               Rarely               Never 

9. How often do you answer together with other pupils? 

      Always              Often                Sometimes               Rarely               Never 

10. How often do you correct the answers of other pupils? 

       Always              Often                Sometimes               Rarely               Never 

11. If you do not participate, is it because: 

You are not talkative? 

You are not interested? 

You fear to make mistakes? 

The teacher does not give the chance to answer? 

Others, please specify: 

……………………………………………………………………………………… 

Section Three: The Teacher Feedback 

In the following questions, you can tick more than one box: 

12. What does your teacher usually do to support you to answer questions? 

Encourages you  

Helps you  

Obliges you  

None of the above 

 

 



 

13. What does your teacher usually do when your answer contains mistakes?  

Interrupts you to correct your mistake(s) 

Asks you to correct the mistake(s) by yourself 

Corrects you when you finish responding 

Asks other pupils to correct your answer 

Thanks you for participating 

Others, please specify: 

………………………………………………………………………………………. 

14. What does your teacher usually do when your answer is not complete?  

Asks you to complete the answer by yourself 

Completes the answer for you 

Ask other pupils to complete your answer 

Thanks you for participating 

Others, please specify: 

………………………………………………………………………………………. 

 

15. What does your teacher usually do when your answer is correct?  

Repeats your answer  

Asks other pupils to repeat your answer 

Thanks you for participating 

Others, please specify: 

………………………………………………………………………………………. 

 

Thank you very much for your cooperation 

 

 

 

 

 

 



 

Appendix II 

Teacher Questionnaire 

  Dear teachers, 

You are kindly requested to fill in this questionnaire which aims to gather data for the study 

designed to investigate the Effects of Class Size on Pupils’ Responses and Teacher 

Feedback. Your answers are very important for the validity of this research and the 

information gathered will remain confidential, and will not be used for any other purpose than 

research.  

Please, tick the choice that corresponds to your answer and provide explanation 

whenever necessary. 

 Thank you in advance 

Section One: Background Information on the Teacher 

1. Gender: 

Male 

Female 

2. Degree: 

Licence 

Master 

Magister 

3. Teaching experience: 

…………………………… years 

Section Two: Class size and Class Management 

4. Identify, in the table below, the stream, group and the number of pupils in each 

of your classes 

Classes Class 1: Class 2: Class 3: Class 4: Class 5: Class 6: 

Number 

of Pupils 
… … … … … … … … … … … … 

5. Considering the number of pupils in each of your classes, which one(s), if any, do 

you consider small or large? 

Class(es) ……………………………….       is/are small 

Class(es) ……………………………….       is/are large 

6. Which of your classes, if any, are easy to manage and control? 



 

Class(es) …………………… 

7. Which of your classes, if any, are troublesome and noisy? 

Class(es) …………………… 

8. Generally speaking, in which classes do you feel more comfortable to teach? 

Class(es) …………………… 

9. In which classes, if any, can you identify most or all pupils by name? 

Class(es) …………………… 

10. In which classes, if any, do you often have to yell in order to be heard? 

Class(es) …………………… 

Section Three: Class size and pupils’ Responses 

11. In which classes do you get relatively high frequencies of each type of pupils’ 

responses below? 

Response Type Class 

1 

Class 

2 

Class 

3 

Class 

4 

Class 

5 

Class 

6 

No 

Difference 

a) Responses to  Questions 

Posed to the Whole Class 

       

b) Responses from Teacher- 

Selected Pupils 

       

c) Self-Initiated Response        

d) Peer Corrected Responses        

e) Choral Responses        

f) Correct and Complete 

Responses 

       

g) Incomplete and Correct 

Responses 

       

h) Incorrect Responses        

i) Irrelevant responses        

12. In your opinion, how does class size affect the overall amount participation? 

a. Positively (the larger the class is, the more participation it generates) 

b. Negatively (the larger the class is, the less participation it generates) 

c. Not sure 

d. It has minimal or no effect 

 



 

13. In your opinion, how does class size affect each pupil’s chances of participation? 

a. Positively (the larger the class is, the more chances each students gets) 

b. Negatively (the larger the class is, the fewer chances each students gets) 

c. Not sure 

d. It has minimal or no effect 

Section Four: Class size and Teacher Feedback 

14. Do you think that you supply differential feedback to your pupils depending on 

the size of class? 

- Strongly agree 

- Agree 

- Neutral 

- Disagree 

- Strongly disagree 

Questions 15, 16, and 17 below require an answer ‘Yes’ or ‘No’ in each cell of the tables 

15. When a pupil’s response is erroneous, what is your usual reaction in each of your 

classes? 

Feedback Type 
Class 

1 

Class 

2 

Class 

3 

Class 

4 

Class 

5 

Class 

6 

No 

Difference 

a) Interrupt the pupil to correct 

his/her mistake(s) 

       

b) Ask the pupil to correct the 

mistake(s) by himself/herself 

       

c) Correct the pupil when he/she 

finishes responding 

       

d) Ask other pupils to correct        

e) Praise the pupil for participating        

 

 

 

 

 

 

 



 

16. When a pupil’s response is incomplete, what is your usual reaction in each of 

your classes? 

Feedback Type Class 

1 

Class 

2 

Class 

3 

Class 

4 

Class 

5 

Class 

6 

No 

Difference 

a) Ask the pupil to complete 

the answer by 

himself/herself 

       

b) Complete the answer for the 

pupil 

       

c) Ask other pupils to complete the 

answer 

       

d) Praise the pupil for participating        

17. When a pupil’s response is correct, what is your usual reaction in each of your 

classes? 

Feedback Type Class 

1 

Class 

2 

Class 

3 

Class 

4 

Class 

5 

Class 

6 

No 

Difference 

a) Repeat the pupil’s answer        

b) Ask other pupil to repeat the 

answer 

       

c) Praise the pupil for participating        

 

Section Four: Further Suggestions 

18. Please, supply some suggestions on how to improve the quality of interaction inlarge 

classesand small classes.  

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

…………………………………………………………………………………………………

………………………………………………………………………………………………… 

Thank you very much for your cooperation 

 

 



 

Appendix III 

Classroom Observation Scheme: 

 School:                                                          Number of pupils:                                                                                                                                               

Teacher:                                                        Observer: 

PupilsResponse Teacher Feedback 

Incorrect / Inappropriate 

(1) 

a) Criticizing the student answer without correcting 

b) Repeating what the pupil said, with or without pointing 

out the incorrect answer 

c) Asking questions about content or procedure with the 

intent that student answer 

d) Correcting / modeling with corrected language 

m) Accepting 

n) Praising or encouraging 

Incomplete /Appropriate 

(2) 

e) Requiring a response in a complete sentence 

f) Clarifying, building, or developing ideas suggested by the 

student 

g) Giving directions, commands, orders that students are 

expected to comply with 

h) Asking another student to provide additional information 

m) Accepting 

n) Praising or encouraging 

Correct / Appropriate 

(3) 

i) Extending what the student said 

j) Paraphrasing the student answer 

k) Writing the student answer on the 

 board 

l) Repeating the student answer 

m) Accepting 

n) Praising or encouraging 

 

 

 

 

 

 

 



 

 الملخص

تهدف هذه المذكرة الحالية إلى معرفة مدى تأثير حجم القسم سواء كان مكتظ بالتالميذ أو ال أثناء تدريس وتعلم اللغة 

هذا التأثير يقتصر على معرفة المشاكل البيداغوجية التي يواجهها كل من األساتذة و كذلك التالميذ .االنجليزية كلغة أجنبية

بينهم و األساليب التي يعتمد عليها األستاذ أثناء تدريس تلك األقسام باإلضافة إلى اآلراء التي أثناء عملية التواصل فيما 

أثناء جمع البيانات وكافة المعلومات الضرورية حول هذه الظاهرة لجانا إلى استخدام   .يحوزون عليها حول هذه المسالة

لقد أجريت هذه الدراسة بشكل  .نية و عملية رصد بعض األقسام االستثمارات االستبيا :تقنيتين مختلفتين يتجليان فيما يلي 

ة أساتذة و رئيسي على مستوى ثانويتي  محمد الصديق بن يحيى  و هواري بومدين موزعة على ثمانية أقسام تتضمن أربع

وزعت االستثمارات البيانية على أربعة أساتذة كل أستاذ يتولى تدريس قسم ، مائتان وخمسون تلميذا وفي وصف دقيق 

يتميز بقلة عدد تالميذه والقسم األخر يتميز بكونه مكتظ ومن هذا نستخلص أن هذه الظاهرة شملت ثمانية أقسام على مستوى 

ات البيانية وعملية رصد األقسام هو لقد كان الهدف من وراء االعتماد على تقنيتي االستثمار. الثانويتين السابق ذكرهما

ومن ثم نستخلص من النتائج المتحصل عليها   ،الحصول على معلومات موثوقة تساهم بشكل كبير في إثراء هذه الدراسة 

أن هناك عدة مشاكل تستهدف األساتذة و التالميذ أثناء عملية التواصل في األقسام المكتظة خالل تدريس اللغة االنجليزية 

 .يتناضرفعل هذه النتائج المتحصل عليها أكدت صحة وبالف


