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ABSTRA~

The purpose or this stu~ was to establish prelimin.ary
criteria tor designing ~ appropriate English course tor the
tared Music School. To achieve this, the existing English
programme of the school was assessed; questionnaires,
interviews and teaching materials were/also used.

Concerning the existing English programme t the results
revealed little or no correspondence between the English
syllabus of the school and the textbooks in use, both in
terms of objectives and contents. More over, it was also
found that to a large measure neither the syUabus nor the
textbooks corresponded with the needs of students.

Question ~aires were distributed to subject teachers, studen~
graduates of the Yared Music Bchool and their employers in which
they were asked to indicate the degree of importance of macro-
skills and language activities in their respective contexts.
Students were asked to show the frequency with which they were
required to use macro-skillS and Language activities in learning
other music subjects in general and in learning I selected
corurses of the school. They were also asked to rank 10
selected topic areas of interest they like to be engaged in
in their 3nglish clas3~s. The results indica~ed that for most
ot the four subject groups, the receptive skills, listening and
reading, were regarded as the most important. Next to them,
writing was considered important, followed by speaking in both
academic and occupational contexts.

Similarly, the most important and or frequent language
activities involved the receptive skills. On the whJle, the



findingS showed that for acadamic purposes the important
language activities within each macro-skills were: a)

reading-instructions, textbooks and handouts b) writing-
taking notes from lectures, and writing answers to exams
and writing about composers and copositions, c) listinjng-
understanding discussions and recordings and d) speaking-
asking and answering questions in class. Most~these results
were reaffirmed by both teacher and student interviewees.

Concering the ranking of the topics students unanimoualy
ranked the arts as their most favourite topic and politics as the
least.

For occupational PQrposes the most important language
activities for the students were: a) reading books, journals,
and news papers b) writing notes from books and journals and
from lecturls on seminars and work shops, c) listening-
understanding lectures and recordinDs and~peaking-singing
songs and participating in dialogues.

Finally, teaching materials were presented to the 3rd year
students for four weeks. After that questionnaires were distri-
buted to them and interviews were conducted with randomly
selected stuients of the same group in order to identity their
atti tu4es towards current language teaching techniques. Tbe

results indicated thEt the students had positive attitudes
towards pair and group work. An interview was also conducted
wi th the director of the school who intim.:'_-'.atedthat the school,
within its financial limits, was willing to make material as
well as financial support availB,ble to enrich the English

:.~~c ~10 c·~..,~-.
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CHAPrER ONE

INTRODUCTION

3: ....L.... ,l<~v:r2und

As stated in the curriculum of the school (1984), the
Yared .tr1usicSchool was first established in 1949 inthe then
nailesilasie I Theology College today called the Natural
Science College of Addis Ababa University. At that time, it
was not recognized as a music training institution. It was
run by voluntary instructions, and the music courses were
also given to interested students as ad1itional subject.
After passing through many ups and do'~s, the Yared Music
3chool was established as a self-contained music training
institution in 1989. though music subjeGts and high school
subjects were taught side by side in the school for sometime.
Since then it has been, and still is the only music training
institution in Ethiopia.

The yared Music 3chool is one of the two vocational
schools. th~ other being the Arts School, administered by
the i"linistryof Culture and »port s Affairs. In the school,
students are trained for four years in playing musical
instruments and in studying other :nusic courses such as Theory
of Music, Ethiopian History, ~thiopian Folk~oDe Solfeggio,
Music 'I'eache r- Education, History of husic. Conducting and
Choir. In the school's curriculum, it is also stated that
each stuient should specialize in one of the following
"Modern" musical instruments: Double Dass, Cello, Clarinet,
Violin, Viola, Oboe, ?iano, Trumpet, Frenchh ·Orll,Baritone,
Trombone, and Elute. All these subjects are taught in

.../
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English. English is also given as a subject throughout the
four academic years. It is taught for half an hour, three c
times a week.

According to the rules and regulations or the school,
students who join the fared flusic sbhool are those who have

~successfully completed grade ten and have/interest in music.
The school accepts both male and female learners.

1.2. Statement of the Problem

It is generally agreed that the rationale tor a language
course that aims at facilitating the teaching and learning
of other skills should be worked out thoroughlly so that it
helps students achieve their educational goals. In designing
such a programme, Dubin and Olshtain (1986:5) argue that it
is essential first to answer the questions tJ __ who are the
learners? 'iihoare the teachers? \'lhyis the programme necessary?
\vhere will the program be implemented? "Ho. will it be
implemented?". The anSwers to these key questions provide a
reasoned basis for the subsequent processes of syllabus design,
material writing, classroom teaching and learning and evaluation.

Accordingly, there is a stated English Language syllabus
in the curriculum of the Yared Music school (see Appendix 11).
However, there is neither a rationale upon which the syllabus
has been determined nor, any teaching material specifically
designed in accordance with the syllabus.

The teaching of English is carried out mainly using the
English for new Ethiopia series for grades 11 and 12 and other

r .'"

I"
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3

materials adapted from different textbooks. Most of the Music
subject teachers, however , complain that their students are
poor in their English in comparison with the proficiene.y level
expected of them for the study of music subjects.

This inadequacy might be attributed to the lack ot

established criteria in designing the English course of the
school and the inappropriate content of the general English
course books used in the school. Therefore, the purpose of
this study is to attempt to develop preliminary criteria for
designing an appropriate English language programme tor the
Yared Music School. To this end \ the study aims W~seek
answers to the following questions.

1. On what bases, if any, are the objectives and the
syllabus of the English course of the school
determined? '''hatare the basic sources of data
used in designing the course?

2. What if any, are the major drawbacks of the English
course for the school?

3. What are the needs of students in learning English
in light of their music profession? What guiding
cri teria can be employed in organizing contents
and learning experiences for the course? (These
include information on communicative and learning
needs of the students).

' ..
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4. On the basis of the answers to the above questions,
what kind of preliminary criteria can be developed
for designing an appropriate English course for
the Yared Music school?

1.3. Importance of Dle Study.

It is obvious that designing an appropriate course holds
a central position for the success of any educational programme.
Thus, unless the course is founded on some rational bas_s, it
is likely that the determination of objectives and s,yllabuses,
the selection and organi~etion of teaching materials as well as
the appropriateness and coverage of the course would be decided
arbitrarily.

Particular.ly in the Ethiopial\context, where course
syllabuses and textbooks are revised and changed without ~
sound grounds and systematic procedures (Fe1eke ~esta 1990:112),
this study has an obvious importance for those who design
Inglish programme for the Yared Music School. The results can
be used in revising and improving the existing EhgJish course
and there Lmpr-oving ; music education in the school.

In addition, Haile Mehari (1989:55) r-eeommend.sthat ESP
teaching materials are suitable for technical students in
Ethiopia rather than the general English (the English for the
new Ethiopia series). Thus, by implication, the study may
possibly be used as a spring-board for designing appropriate
English course for other vocational schoolSiri the country.
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1.4. Limitations or The Stud.y.

The researcher is well aware that it would have been
better to extend the nPmber of government establishaents and
to include non-government establishmen~where the ;ared

Music School graduates are employed in order to increase the
number of employee and employer subjects for the study.
Moreover, it would have also been better, to test students'
proficiency progress after presenting the sample teaching
materials. However these were not possible in this study
pecause of time and financial constraints. .

1.5. The Scope of The StudY.
-This research is an attempt to.establish preliminary

criteria that can be used for developing an appropriate
English programme for the Yared ~msic School on the data
collected from 22 t~fachers, 65 students and the director ef
the school in 1992/93 and 22 yared ~ic school graduate

ofemployees and 6/their employers who are at the present
working in four governmental establishments in Addis Ababa.
Therefore, this study is restricted to these subject'.

1.6. Definit;ons Of Terms
1.6.1. Apnropriate: The term refers to the suitability

of an English course to the needs of a group of learners in
terms of objectives, syllabuses, content~methodologie. and
coverage.

1.6.2. Course Design: It is used here as defined by
Hutchin.scnand 'vlateVs(198?:65) as, II the use of the

-r ' , ,. ~ A •
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syllabus, to select, adapt or write materials in accordance

with the syllabus, to develop a meth~logy for teaching those

materials and to establish tvQluation procedures by whi~h

progress towards the specified goals will be measured."

1.6.4. Lear.ning Needs: The tem is used here as defined

by Hutchinson _and Waters (1987:61) to refer to "_ the

needs, potential and constraints of the learning situation and,
students knowledge, skills strat~gies and motivation to learn

English."

1.6.5. ESP (English for specific purposes): It is used

as defined by Willmott (1987:110) It __ English as a vehic1es-~

for some occupational, vocational (and] or academic purpose. It

1.6.6. GPE(general purpose English): The term is used

as defined by 1tliddowson(1983;6) to refer to an "---educational

operation of Ene;lish which seeles to proviedf..learners with a

general capacity to enable them to cope with undefined (-,'

eventualities in the future. 11

.../
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REVIEW 01' RELATED II!ERATURE

lror a language course '0 ~e taken as aJl ap,ropriate
programme for a givea context or purpose, it has to ~e
4esignea OR seme reasoned bases. As Wallace (1991:141)

argues, nEver,r course should have a 'rationale' that is te
s8.7 a reas()D.~d.ElJIPlaaatioD.of what killd. of ceurse it is,
and wb7 it has ~ee. designed. in the v&1 it has.-

Such rationales are o~vieusly those tactors which
need to be taken inte account ia the process ot course
desi9A, and which directly or indirectly influeace the
success ot a laI).~a~ .teaching program. Halq researchers

"

in ELT, tor instance, Du~iJl and OlshtaiJl191'. Hutchinsoa
and.Waters 1917, Hc Donough 19&4, Ru~i.ns_ 1991, Witlclevso.
1914, ana Yalden 1917. have the view that the main factors ia
designing an appropriate language programme are maiDl1 4eriyed
from the academic and/sr professional purposes tor which
the language is needed, the theories that underlie language
and learning and otaer factors related to the teaching aj&
learning situation.

Particularly in situations where students have specifiea
reasons in learning English, the underlying criteria for
planning a sound language programme basically emerges from
the purposes and the analyses of learners needs. In other
words, as Hutchinson and '-laters(1917:53) state.

If learners, sponsors and teachers know
why the learners need English, that awarenesswill have an influence on what will 'e~ .- . --
accepta~le as reasona.le content in the
language course and, on the positive side,
what potential can De exploited.

I. J

."./
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!bis implies that the rationale for designing aR

appropriate English course for music students is likel~
to .e derived frem the m*sie specialism it self, the
pr.DaDle relationshi~s ietween learning music and learning
languag~, the analysis .f the nee4s of ausic learners aDd
ether factors that influence the teaching an4 learning
situation.

2.1 Music Specialism and Language.
In rder to develop a sound English language course for

a grQUP .f learners, it is necessary to expioit all the
availaDle and feasiDle reseurces that facilitate language
teaching and learning. Especially in areas where students
need English for study or professional purposes the student's
field of study itself could De one of the courees of
information. In such contexts Flowerdew (191.:12.) recommends
that fI ••• course designers need to undertake task analyses
of the intellectual .Dilities employed in the activities of
the specific purpose of their learners, and then relate
thes& to what is known about the intellectual abilities of
the good language learner "Accordingly, in order to design
an appr~iate English language course for music students,
it is important to review the music study s as to exploit
the intellectual ability involved in music learning which
might facilitate language le~arning.

In music education students are trained in different
Drancaes of music discipline. Leennard and House(1959:1i4)
classify specialized music education as follows:

~••I
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!here are tour funcl8llental.ranches
.t specialized .usic e ncati •• :
pertormance, composition aad the ry.
musicology and music education ••••
Further more, there are m~ side
areas and special com.illations withill
these fields, one m~ become a symphoD7
player, a professional conductor, a pUDlic
school music arranger and so on.

In training students in these music sUDjects, the use
of language is UD.questiona.le. In this regard Swanwick and
Taylor (19.2:9) also say that in mtsic education, ·We can

\)J~do a great deal more than~e!ten manage to achieve in the
develo,ment of a voca.ulary, a workshop language that ena.le
us, where necessary, to talk with one another a.out music
itself. Knowing 'it' is our real goal and our language

_.&.-.'1 , Tmust serve this ~ " bus, the language course for music
students should be designed in such a way that it ena.lea the
learners succeed in their field of study.

Therefore, the language course lor music students should
take into account the student's educational aim. Leonhard
and House (1959:2-3) also argue that "All aspects of the music
program should be considered as means to musical development
of the pupils and never as an end in ~hemselves." The
language ceur ae ro'r such an academic purpose is obviously
classified under the English for specific purpose (ESP)

purpose
~atber than what is commonly known as general/English (GP~).
In this regard Johns and Dudley.gvanse (1991:306-07) also say
that "It is our contention that all courses in specialized
language and practice fall under the English for specific
purposes ruDric. "l'loreover,Hutchinson and Wa1Jers(1917:19)
also assert that, "ESP •••• is an approach to language
teaching in which all decisions as to content and method are
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based on the learner's reason tor learning." Hence the
language course for music students is likely to be designed
according to the processes and procedures in Esp course
design.

2.1 .1. Some Important Parallels between music and Language

In order to design an appropriate language programme tor
a group ot learners who need English to succeed in an academic
or professional purposes, it is important to consider the
possible parallels and common features between student's
tield of study and language, it any.

Such parallels have important contributions tor
designing a corresponding language course for students who
have a specific purpose inlearning English. Widdowson
(1984:185-86) and RObinson (1991:38) also recommend that it is
important to exploit the methodologies and the cognitive styles
employed in the stud.ent's discipline when designing a language
course for students in specific purposes conteats. Thus as
Flowerdew (1986:129) argues, ROnce the two sets ot intellectual
abilities (intellectual ability in the academic discipline and
language ability]have been established and related one to the
other, then they should be able to contribute to the design
of courses which it is to be hoped, will be more appropriate
to the needs of our learners.11

rherefore, when designing an English language programme
for music students, it is essential to consider exiating paralle.ls
and common charactenstics between susic and language.
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There are some obvious commonfeatures between music and

language. The main relationship between music and Language

can easily be derived from the very nature of both. Acec rding

to WardhQUgh(1972:3) language is a system of arbi~rar.y vocal

symbols used for human communication. "'o/espondinglY Squire

(1952:25-6) observes that

Music utilizes sound and groupSof sounds which
ordinar~~ symbolize nothing 2nd which,
Qhysical~~ are made up only of air in motion.
Music is a kind of language, then not a >
conceptual language of concrete word ~bolizatioB-
but a non-conceptual language of abstract
sound patterns.

From the above definitions of both language and music

various similarities can be drawn. Firstly, both music and

language are made up of sounds. Secondly, these sounds are

arbi trary. Thus, in both music and language, in most cases,

there are no direct relationships between the sounds and the

meaning they refer to.

Thirdly, both music and language use abstract rules of

sound patterns to express meaning. In this case, in regard

to language, \vardhough (1972:30 says that, "The sound system

of a language allo1t'S a small number of sounds to be used over

and over again in various combinations to form units of

meaning. "Similarly Newman(1967:29) 81ugGcsts that numerical

sounds are made by regular vibrations and are also organized

in time (the longs and shorts of rhythm) and in an I aural '

'space' (the highs and lows of melody).

Fourthly, language is expressed and understood according

to its s tr-uc ture '., content, context n parr:,Jingui.sti G features ~
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etc In a sillilar m8llDer, Le ahard and House (1959:153)
assert that the production and reception of music involve
the a.ility te pereeive and to follow melo4Y, to perform
with geod intonation and to produc$ \eautitul quality

f tone. Hewever, as the arrangement of linguistic elements
in. a language depends on the agreement among the speakers. the
sound arrangement in music depends on the understanding between
music performers and their listeners.

Finally, ~oth music and language are me8.llsof hUll8.IL

communication. In this case. particularly referring to music,
~orroff,(197':1'5-") asse»ts that "although music .an neither
portray nor communicate verbAl concepts, it can parallel such
ideas with appropriaterhy~pmic and energr content."

Language and music, however, differ in some respects,
Firstly, as opposed to language, in music emphasis is given to
the repetition of sounds·;econdly, in language meaning is
understood from verbal exp~essions. Where as in music as
Leonhard and House (1959:&7) suggest, meanings are understood
.y associating music with images, memeries of specific feelings,
moods, stories and scenes.

2.1.2 Learninpj Language and Learning Music.
In designing an ESP programme, it is important to analyse

the relationship that might exist between the intellectual

ability empleyed in the teaching and learning process of both
special field of study and language. Scholars like Me Donough
(1911:34), Stern (1983:310), and Munsell and others (1983:2i1),
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for instance, recommend the need f r identifying possiale
parallels in 'spectro-motor 8kills~ learning and language
learning. Hence, when developing a language programme for
music learners, it would be logical to draw the major
paralleli in the learning processes of both music aDd language.
Brumlit (1914:<)Q) also says that "If language is primari17
facilitative, language teaching methoiology should activate
the facilitative function with]%"eference torome thing IJWorta
facilitating" Widdowson (1913:103) also adds that "It would seem'.
more reasonaale to suppose that learning will ae effectively
promoted if the learner engages the particular st7le suited to
his or her extra-linguisti purpose." Hence in .esigaing a
language programme for music students, it would .e logical to
identify the pessible parallels in the learning process of aeta
music and language. It is true that acth music and language
are snlls. Language learning involves the ability in the four
skills (listening, speaking, reading and writing and other
communicative skills). Similarly, Leonhard and House (1959:117)
asse~ that music learning involves the skills of listening
performance and music reading. Tais similarity imply that 'both
language and music seem to be learnt in similar manners.
Kuppuswamy (1914:110) also asserts that nAIl skills involve £l

similar processes of learning."
It is generally agreed that the musical skills and

language skills are found in two different hemispheres of
human brain. Hemming(1912:124) claims that musical skills exist iD

.../

-.1
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the right hemisphere where as languRee skills are located
in the left hemisphere. However-, in pedagogy the important
point is not the existance of the skills in different
hemispheres, but the interpla;y of the two in the teaching
and learning process. Yule and others (1992:267) also argue,

that, a II... skillful performance in virtualll any area is a
compination of knowledge, enotions, experiences and physical
sensation, and so could hardly be the province of one or
another hemisphere even if they were highly specialized."
As Hemming (1982.125) explains in education, liTheideal is
that all the functions of each mode (hemisphere) should be
educated and reinforced so that the brain will respond in an
appropriate way-almost always a mixture of functions- to
whatever situation the brain's owner is faced with.1I

This is especially true 0:-: both Language and.music
Le arn i.ng , Hemning (1982 ~5) states that

The hemisphere containing the speech cente~
is quite capao'Le of producing words and
stringing them to;ether i~ to sentences
but, if speech is to be pleasant and human,
wor-ds are not enough. ;'leneed intonation,
emphasis, and these are mediated by the
other he3isphere.

This suggests that, although the acquisition process of musical
skills are thought to t~~e nlace LD different hemispheres, the
process would be more effective when the learning of both music
and language reinforce one another.

Accordingly, in current language teaching the importance
of usinS music in teaching 1an3uGges h2~ been recomended by
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many scholars. ~or example, researchers like Parker (1969),
Mc &-eady (1976), Ma., and Maulding (19~7)recommendmusiC
as an adjunct to language instI\1.ction. !he assumptiotehind
this reC0uWndation seems that music is an important tool in
facili tating language teaching and learning.

In addition, some studies on the relationship between
music and foreign language learning have indicated important
correlation between musical talent and foreign language
learning ability. Blikenstaff (1963) and Brutten and others
(1985) have conducted a relatively simila= studies and have
found that student~ talent to dis~minate pitch has some
positive effect upon his or her ability to learn a foreign
language.

2.2. Needs Analysis.
As discussed earlier, (see 2.1 above) the language

course for music students is likely to be categ-orized under
E6P rubrics. In ESP analysing learners needs is an essential
part of the course designing process,Holmes (1981:10)also
states that uNeeds analysis is the de.t?arturepoint where ESP
leaves the methods of the stand~ general English course
and adapts a student centred approach. II

areIn current ESP course design there/two interpret~tions
of needs: product (goal) - oriented and process-oriented
analysis of needs.

.../
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2.2.1. Product-Oriented Needs AnaLysis

The product-oriented interpretation of needs is the
earlier sevelopment in E3P course design, It is r~oughly
termed as "target language needs', 'target situation needs'

..11 • • 1°! 1 . 1and communicative needs. +he mai.n I.l.Dl ana ys~ng earners
needs in terms of goals is to identify the functions the
learners are required to do with the language they learn add
to use this information as the basis o! the language programme.
In this regard Munby (1978:218) also argues that, n __ where
the purpose for wllich the target language is required can Be

identified, the syllabus specification is directly derivable
from the prior identification of communication needs of that
particular participant or participant stereptype. "In oth.r
words, it is based on the view that if students are taught
the communication ability they need for their academic or
occupational purposes, they can easily cope with their target
situations.

Based on this assumption, different attempts have been
made to develop a systematic model for collecting and analysing
needs in terms of goals. L'or example, Richterich (1973),
Van Ek(1975), Munby (1978) and Richterich and Chancerel (1980)
have formulated different models for analysing the communitation
needs of learners for designing language courses.

.../
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Among these models, Van Eks, 'Threshold level' (1975)
and Munby's (1978), communicative needs processor have widely
been used in the area. Trim (1987: 39) says that "'T.hreshold
level specification provides the first thorough-going,deta1led,
multidimensione.l specification of communicative objectives
ror a group of learners in the functional-notional approach
embodied in the model. "On the other hand, the model deve:boped
by Munby (1978), in Mc Donough's (1984:3) words, "----- stands
out as a major landmark in the development of ESP. It The model
consists of detailed set of procedures for identifying tarset
situation needs in relation to participants, setting, medium,
topics, etc.

Different sources are recommended for gathering information
about target situation needs Me Donough (1984) and Hutchinson
and ~'aters (1987), for instance, suggest that information
about target needs can be collected from learners, teachers,
institutions, sponsors, and. analysis of studentls field
study course books.

However, it is generally agreed that des~gningan ESP
programme in light of goal-orienteninterpretation of needs
has some ob:vious drGIrbacks. Firstly, it implies that ir
students have definable communication functions-specific
purposes in learning English-it is possible to develop a
course by analysing information about target needs from
other sources such as subject teachers and sponsors, even
without consulting the learners. Thus Me ~onough(1984:37)



-18

argues that in product oriented-needs analysis both the
goals and learning processes are likely to be determined
by views of others such as sponsors, learning institution,
political and governmental considerations.

Secondly, such a goal-orrhted interpretation of needs
hardly indicates what the learners and their teachers have
to do to arrive at the predetermined ends. As Hutchinson
and Waters (1987:63) argue I1Analysis of the target situation
can tell us what people 'do' with language. What we also
need to know is how people 'learn' to do what they do with
language. n

Finally, product-or~ted interpretation of needs presumes
an equation between what is to be taught and what is tOJbe
learnt. \-iiddowson(1984:194) argues that such an analysis
of needs is based on a\mistaken assUIDntior/that " t~t
nee1s equal teacher input equals learner intake equals
target needs. "I'husit is obvious that what is taught is
not necessarily equal to what is learnt. It is also true
that the attainment of a language programme is influenced by

factors related to students attitudes and the potential of
the teaching and learning situation. ihus, these arguaments
have paved the way for the development of process-oriented
interpretation of needs.
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2.2.2. Process-Oriented Needs Analysis

Compared to the product-ori~ted needs analysis, the
process-oriented interpretation of needs is a recent development
in ESP course design. It has become anihfluential aspect
ot ESP course design in the early 1980's. This aspect of
needs is roughly referred as eonatr-af.nts -.(Munby 197~),
means analysis (Holliday and Cooke 1982), process-~riented
needs analysis ("widdowson 1984), and learning needs (.-=rlutchinson
and Waters 1978).

The main issue in process-oriented needs analysis is
that ESP learners need not only what to do with the language
but also need the means to arrive at the level of what they
do with language. In this regard widdowson (1984:178) states that
the process-oriented needs analysis refer to what the learners
need to do to actually acquire the language.

Accordingly, the process-priented interpretation of
needs is used for identifying what the students bring to the
teaching and learning situation and the potential of the
teaching situation itself. Me Donough (1984:36) states that:

~fJhat.thelearner br~ngs as an .~nd~dual, to the s~tua~ion can
be seen as being of two kinds.
Firstly,(s) he may bring further
goals and add to 'what' is being
taught and learnt. Secondly,s
(he) will bring an experience ot,
and an attitude to the learningprocess itself which will of
course affect 'hoH' material is
learnt.
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Thus, in current approach to ESP course design learners
needs are analysed both in terms of product as well as in
terms of process. Yalden (1987:80) claims that, "The
concept of needs analysis has been extende~ to include
the identification of communicativer~quir~~~ personal
needs, motivation, relevant c~aractenStic$ and resources
of the learners. "Therefore, in6rder to design a sound
language programme, it is essential to analyse needs both
in terms of products and process. Waters (l98i:35) also
recommends that, "The term 'needs' must be interpreted as
embraclll.ngboth main kinds-language learning needs as well
as target language needs. n

The inf'ormation about learning needs is mainly de:!.~ived
from the learners and the potential of the teaching aDd
learning situation.Hutchinson and Waters (1987:63) have'~
developed a framework for analysnng needs both in terms of
product and pI.'ocess. 'the framework providesthe techniques
of identifing ~ the learners learn the language, how they
learn better, the available resources to carry out the
programme, who the learners are and where and when the course
will take place.

. .. 1

,i
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2.3. ESP Course Desigq

2.3.1. Historical Development of ESP Course ~sign

Basically ESP course design is not a new movement in
ELT. It is rather an extension within the English langaage
teaching. Its origin goes back to the late 1960's. The
major tactors for the origin and development of ESP iD
English language teaching are the unprecedented developments
in world science, technology and commercesend new movements
in the field of linguistics, psychology and applied-liDluistics.
Hutchinson and Waters(1987:8) also state that "The growth
of ESP, ••••• , was brought about by~1combination of three
important factors: the expansion of demand for English ~
suit particular needs and developments in the fields of
linguistics and educational psychology."

There are underlying assumptions behind these changes.
Firstly, the dramatic changes in the fields of science and
technology, as':viddowson (1983), Howatt (1984), MC Donough
(1984) and Hutchinson and Waters (1987) suggest, created
the need for teaching languages within a short possihletime.
In this regard, MC .JJonougb(1984:1) also asserts that "•••
ESP programmes are typically imbued with the sense of ~ency
from the time constraints frequently imposed by learners and
their sponsors.ij

The major chang~in the field of linguistics was a
the shift from learning language as a set of rules towards
learning language as a set of functions. Hutchinson and

i
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Wate~(1987:7) say that this was based on the view that
11 ••• if language varies from one situation of use to another,
it should be possible to determine the features of specific
situations and then make these features the bases of the
learner's course." Regarding the changes in educational
psychology they state that t "Learners were seen to have
different needs and interests, which would have an important
influence on their motivation to learn and therefore on the
effecti veness of their learning. It These cfianges: combined,

/together and brought about a new trend in language teaching
pedagogy, i.e. communicative language teaching.

3ince its inception in English language teaching, ESP

course design has passed through different developmental
stages. Hutchinson and ~,vaters(1987) divide these developmentS'
of E3P 'into five, based on the emphasis given at each stage:
Register analysis, discourse analysis, skills and strategies
analysis and Lear-ni.ng-oent red appr-oach consecutively.

The register analysis was based on the assumption that,
tiiddowson (1983:28) suggests, there is a special language for
different disciplines. Thus, the course design process focused
on the identification of gra~atical and lexical items
in a given discipline through frequency rate. On the other
hand, in the discourse analysis more emphasis was given to
the understanding of how sentences~ are combined to produce
meaning. i3imilarly, designing a language programme on b
the basis of tar~et situation analysis was based on the
assumption that teaching the language functions required in
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the target setting would help learners to adequately perform
tasks in the target situation. ftoreovert the aim er developing
a language programme on the basis of the skills and-strategies
was to acquaint the learners with the skills and strat~gi.e'S
they emplG~ in their target situations.

In all these, aore eapaasis is given t the identification
of language functions rather than language learning precess.
Hutchinson and Waters (1917:'3) argue; •••• language 'use' is
only part of the story. We also need to know about language
learning "Accordingly, the learning-cent~ed approach gives
a fairly equal emphasis to Doth language use and the process
of language learning.

Generally, in the developmental stages discussed a.ove
there is no clear demarcation between the end of one stage
and the beginning of anojher. They are rather interlinked.
They also have direct implications to the approaches of the
process of course design.

2.3.2. APproachetG ESp COurse Desien
As is true to other bran,.hesof English language teaching,

in ESP the process of course design plays a centeral role to
make the programme appropriate to the teaching context. Brumfit
(19&3) and Littlewood (1992) suggest that the main aim
of a course design is to make oDjectives, syllabus·, materials
and classroom activities consistent with the view of language

.../
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What must be insisted upon, •••
is the importanceof recognising
that the effectiveness of an
app~Gach, wherever it may De
located on the specificity
spectrum, depends en estaDlishing
a principled relationship between
course design and methodology.

Thus t ia ESP course planning whether the course is a
-'common-core' o'r 'su'Dject specific' one, the important

point is the extent to which the contents and methodologies
are integrated within the programme.

In addition, ESP courses are also .esigned on the
\asis of contents (topies, structures, and functiOns),
skilfs (language skills and learning skills and method
(processes and procedures. Hutchinson and Waters (191?~ also
identify three approaches to ESP course design: language-centred,
skill-centred and learning-centred approaches. However,
the former two approaches can be catagorized under ~ddowson's
(1984) 'goal-oriented approach' and the Lattervss process-
oriented ones. Accordingly, 'contents','skills' and 'language-
centred' are likely to be grouped under goal-oriented approaches
to ESP course design. On the other hand. t method and learning
centred approaches roughly refer t. the pr cess riented
approach.

2.3.2.1. Goal-oriented Approaches to ESP Course Design
As disucssed a.ove, in goal-oriented approaches to

ESP course design the content of the course are mainly
determined by linguistic elements and topics either in terms
of language forms, skills, or in terms of fundtions. However,

_j -.11 '.,
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',viddowson(1984: 180-81) argues that IIIfwe assume that
our language description must directly 'determine' course
content then in both cases we adOpt a goal-oriented approach
to course design and focus attention on ends rather than means.n

As discussed in section (2.2.1) abo.ve this approach is based
on the goa~~-oriented interpretation of needs. It is based

c

on a 'mistaken assumption' of equating teaching and learning.

In addition, the approach hardly takes in to account
situational and methodOlogical factors that directly intluence
the attainment of the goal of a language programme. MO Donough
(1984:37) also argues that "--- clarity about goal is not

,

the same as clarity about the means of getting there. We
cannot simply regard the product as a specification of the
process of learning and place it whole sale into a class room
context. "

Different course designing models have been developed
for designing E3P programmes in terms of goals: particularly
the models formulated by Van EK (1975) and Munby (1978)
discussed in section (2.2.1.) above are well known in the
area. Although these models provide, systematic procedures
for organizing what is to be taught, they give less room
for the integration of 'how' language is learnt in the process
of course planning. These ~at'gunfant·s-brought about an
alternative approach to ESP course design: the process-oriented
approach.
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2.3.2.2. Process-oriented ADProach to E3PFourse d~sign

The process-oriented a?proach to E:3P course design
takes into account the dynamic nature of teaching and learning
process in all the phases of course design process. Hutchinson
and Waters (1987:78) also say;

We have argued that the course
design process should be much: "
more dynamic and interactive.
In particular, factors concerned
with learning must be brought
into play at all stages of the
design process.

Tbey suggest that factors related to learner's need and the
teaching situation need to be considered in the specification
of syllabuses, materials development, application of methodologies
and evaluation procedures.

In this apDroach some scholars, on the other hand, give
primary emphasis to the process of learning rather than' the
goals. In this regard Breen (1984:52) states that "An
alternative-orientationL?rocess-oriente~ would prioritiae
the routeitself, a focusing upon the 'means' towards the
Le ar'rri.ng of a new language. "In accordance with this view
the following model in which the means are emphasized over
ends has been developed.

.§
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r1eans Analysi s ApP!o!lch

I-leans
Analysis

(investigating
local features)

Needs
Analysis

means for over coming
'constraints' exploiting

local features

1 .. t-syllabus spec~f~ca ~on

Evaluation

Syllabus adjustment

Evaluation~~--------------~
0yllabus a justment~------.....•

Figure 1. A means analysis Approach to Eo:)? course desi~
(Source Holliday and Cooke 1982:35)

In this model factors that are related to 'learning needs'
are taken into account at all the stages of course design
processes and also juring the implementation of the programme
itself. However, the language needs are considered secondary
Thus it is argued that both what the learner will

.../
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have to do in the target situation and how they 'learn' to
,

do what they do with the language tnfluence the achievement
of a programme. Hutchinson and ,~aters(1987:63) thus recommend
that "--- both target situation needs ~~d learning needs must
be taken into account " at all the phases of the language
programme. Based on this view they develop the followii8
learning-centred model in ~hich both the target situation
needs ~~j learning needs are equaly emphasized in course design.

I identify learners I
\It ••L ~ ",
Analyse Analyse
learning target
Bituation situation

T

Theoretical
views of

':'heoreticalvi.ews
of learning

I

identify attitudes/wants
potential of learners identify skills and

1:!lo'''''1~1geneeded
to function in the
tar~et situation

identify needs/potential/
constraints of learning/
teachin~ situation

I
1

,"ritesyllabus/materials
to exploit the potential
of the learning -situation---iZvaluationJ-
in the acquisition of the
skills and knowledge
required by the target
situation

'----I: 3valuatio ~.

Figure 2. A learning-centred a.o)roach to course design
(.sourceHutchinson and {l;aters1987:24).

• • '>'$
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The model provides a guiding framework for the specification
of both the target situation needs and learning needs of a

learnersgroup ofAlearning English in both ES~ and general English
contexts. In t4e first stage of the model (see fig. 2 above)
the theoretical views of language and learning are identified,
and the target situation and learning situation are also
analysed. The theory of learning and the analysis of the
learning situation are combined to establish the attitude/
wants and potential of the learners, and to identify the
needs, potential and conatr-aints of the learning and teaching
situation. On the other hand, the analysis of target situation
and the theoretical view of language are used for identifying
the skills and knowledge required in order to function in
the target situation. In the third, all the information
collected through learning situation and target situation
analyses are converted into syllabus content and/or teaching
materials for exploiting the potential of the learning situation
in teaching the skills required in the target situation.
Finally these are evaluated and then the process would be
recycled for the adjustment and readjustment of the COUEse
in accordance with the needs of students which may vary in time.

As the arrows in~he figure show, in the model, course
design is considered as an ongoing process. Moreover, as
~ite (1988:19) C03ments the model shows 'equal concern'
with: 'what' and 'how' students might most effectively learn.
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recent of all studies in the area is the one conducted by

Haile Mehari (1989). Hovever , this study is also limited
to the investgation of the attitudes of technical school
students and their teachers towards the use of ESP teaching
materials. The study indicates that both subject)studied
have positive attitudes twwards EsP teaching materials.



CHAPTER THREE

HETHG)OOLOGY

The purpose of this descri~tive study is to develop
preliminary criteria for designing an appropriate English
course for the Yar•• Music School. This section of the study
deals with sam,ling procedures and description of the
res~arch instruments employed in the study.

3.1. Choosing Suajects

In the Yared Music School English is taught as a subject
at the four academic levels. When conducting this kiDa of
study OIl such an ongoing programme Dubin and Olshtain (198.:27)

recemmend that it is essential to investigate the existing
curriculum and syllaaus, the m!terials in use, the teachers,
the students and the resources of the programme. They alse
add that it is important te assess governmental and other
la.our agencies in order to collect information a.out the
importance of the language for em~loyment purposes. Accordinglj
the existing English language syllaDus of the school, the
teaching materials of the present English course; all teachers
of the school who use English as a medium; all but first year
students in the school; the director and 25 graduates who are
currently working in different geveramental estaalishments in
Addis ADaba and their empl yers were selected su.jects for
this study.

All su.ject teachers who teach in English were included
in the study for two reasons. Firstly, they are fairly small

r
•• I " (
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believes that this sample size is adlquate and valia. Grad~~s
were selected from governmental Qepart~ents. The researcher
was informed that the Yared Music School graduates are more
often employed in the Ministry of Education and the Ministry
af Culture and Sports Affairs. The graduate employees in the
Ministry of Education usually teach mgsic either in the
elementary or in the high schools. Those who teach in the
elementary schools re~orted that they teach in Amharic.
On the other hand, those who teach in high schools .aid
that in high schools music is a co-curricular activity only
for voluntary students, seldotnrequiring the use of English
for teaching and learning music.

As a result the su.jects of this study are graduates
who are currently working in different departments of the
Ministry of Culture and Sports Affairs in Addis Aba.a. However,
in order to enrich the findings some graduates who are employed
in the Addis Aba.a City Hall were also included in the study.

As research related to course design are complex, Me-
Donough(1984) and Hutchinson and Vaters (19$7) recommend
the use of more than one instrument. Thus, to make the research
more relia~le, three instruments were selected~questionnaries,
interviews, and teaching sample materials.

'~estionnares were filled in by all the subjects, exluding
thd director of the school. Interviews were conducted with ~
rqndomly selected students, with 4 randomly selected subject
teachers as well as with the director of the school-



TilLE 1: STUDEliT POPULATION IN 1992/93 ACADEMIC YEAB.
:BY ACAD:Fl1IC LEVEL AND BY szr

-
Level

Sex I rr III IV TOTAL

FEMALE 10 9 10 7 3i
34.5~ 39.1% 30.3% 31.9%

MALE 19 :14 23 1 i7
'5.5' 60.9% 09.7% i1.1%

TOTAL 29 23 33 1& 103
100% 100% 100% 100%

TABLE 2: STUDENT SUBJECT POPULATION BY ACADEMIC LEVEL AND
BY SEX

LEVEL .

Six II III IV TOTAL

DMALE 9 10 7 2i
39.1% 30.3% 31.9%

MALE 14 23 11 4a
60.9% 69.'7% i1.1%

TOTAL 23 33 _1' 74
1~ 100'}6 100%

•••1
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Finally, sam~le teaching materials were selected and
adapted on the ~aSiS~nfGrmation gathered through student

~Jestionnaires. However in consideration of the relevance
of the teaching materials to the students, a tepic .ased
material was als. take. from an international course .oek and
presented with a slight adaptation. On the whole, in selecting
and preparing these materials ideas were taken from Harmer's
(1913) The Practice of English Language, Hutchinson's (191.)
"making materials work in ESP classroom" and Mountford's (1981)
"factors influencing ESF materials production and use" ELT
Documents 121tESP in the classroom. The materials were taught
to the fdyear students for four weeks. The aim .f teaching the
sample material was te find out the attitudes of students
towards different classroom organization in an English lesson •

•(The teaching materials us~d are reproduced in Appendtx 13).

The third year students were selected for presenting
the sample materials for three main reasons. First, they are
relatively larger in num.er. Secondly it is believed that
they are relatively more at ease to attend classes consistently

ththan the 4 year students, who are usually pre-occupied with
their graduation tc:sks. Thirdly they have 'better lm..wledge
and experience a.out their vocation than the 2nd year students •

.../



3.2. Oonstruction and Yistribution of the Questionnaires.

For students and teachers two different types of closed
questionnaires ware ~repared. The teacher questionnaire had
two headings. 'llhefirst asked teachers to indicate the degree
of im)ortance of the four macro-skills. 'rhe second consd etr.ed
of 19 items and focused on the importance of language activities
for students in learning other music subjects. The items in
both groups were prepared to comprise some of Munby's (1978)
tiTaxonomy 0f Language ski11s n and "Language activities fa (for
Munby's Taxonomy of lan~~age skills see appendix 12). Teachers
were asked to indicate the degree of importance of language
skills and language activities for their students using five
scales C'de~ini tely not very important," not important II not
sure "important" and : ClefirYte1yvery important "(aee Appendix 2
to~ teacher questionnaire).

The student questionnaire was divided into four main
sections. 'l'hefirst three sections focused on the communications
needs of students. The first consisted of four items on the
performance of ft acro-skills. The second part comprised 19 items
on the frequency of using the language activities. The items
in these two sections were the same as the items in the teacher
questionnaire. ~his was purposely done in order to cross-check
similarities and differences in the responses of the two subject
groups. More over, students were also asked to show the fEequency
with which they use the 19 items discussed above in connection
with six selected subjects taught in the school. The subdects

• " • I, ,
'" •• i
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are; Major Instruments, Theory of music, Solft ;gio, Music
History, Ethiopian ~'olklore end Music Teacher Education. Of
these courses, except Ethiopian Folklore and Music Teacher

rd th
Education which are taught at 3 and 4 year levels only,
all the other four subjects are taught throughout all the
four academic levels. For all the items discussed above, student
were asked to indicate how often they used the language skills
and activities in learning their vocational subjects, using
five scales: (rarely=0-15~ sometimes =l6-3~, frequently=36-65~,
generally = 66-85~ and almost always-a6-l00~). These scales
are graded in order to help students understand the differences
between the scales.

The fourth part consisted ten different topics. Students
were asked to rank the topics according to their interests.
These topics were included in the questionnaire, because it is
argued that tI-----even on .c;.=,p courses it has some times been
found that students are more interested in content out side
their own specialized areasU(Cook 1983:331). The questionnaire
for both student and teacher subjects were first tried in a
pilot study. Then they were revised with the help of four
music subject teachers. Important changes were made on some
of the items. Thus related items like :taskquestions" and
"answer questions "and reading Iltextbooklland "handout" were
rut together as "ask and answer questions in class n and "read
textbooks and handout s"; uome new items were also added. (For
the original and revised questionaires, see.lppendices 2 and 3).
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Then the questionnaires were distributed to 74 studeats
and 25 teachers. Students were give. explanations and
clarifications en the instru~tions and items believed t. cause
difficu~t.i.s .•

The student questioan~es on the teaching materials
taught consisted 11 items. First, students were asked to
show how they "liked" the lessons using scaie,f "dislike
very much","dislike,-" "Il. t. aut'e", "like" and "like very mucli'.
Secondly~ they were asked to evaluate the lessons in terms
of difficulty using scales: I1very difficult", "averaren,
"easy", and I1very easy". (see Appendix 10). The items in
the questionnaire were pre,ared in light of Hutchinsontsand
Water's (19!?) "Learning needs check-list".

Two simile; types of closed questionnaires were prepared
for graduate employees and their employers. Here Doth au.ject
groups were asked to indicate the degree of importance of the
macro-skills and 15 different language activities using scales
"define-tny not very important", "not important", "not sure, tI

"impertant" and "defin,tely very important". The items in
these questionnaires were prepared with the help of an
administrator in the Ministry of Culture and Sports Affairs.

(For the questionnaires, see appendices I and 9). Here .oth
su.ject groups were also asked similar questions for parallel
considerations.

..4/
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3.3. Preparation and Administration of Interviews.

Non-directive interviews were prepared in Amharic and
conducted DY the researcher himself. The interviews were:
con4ucted in Amharic inorder to get free~~.ited an4 clear
responses frem the suijects. All the questions were open-eaded.
They were prepared for teachers, stuients and the director
of the school. For this, of the 22 teacher subject, 4(11.2%)
teachers were randomly selected. For students, two sets of

ofopen-ended questions were prepared. Each consisted/five
items. The first set of questions were related to the first
student and teacher questionnaires. For this interview, i(9.2%)
students,two from each academic level, were selected randomly.

otThe second set/questions were prepa~ed in order to collect
information on the teaching materials taught. For this 3(10.3%)
stadents were randomly selected from the 3rd year students.
Generally, the interviews for teachers and students were
organized as a summary of the questionnaires and to find out
varia.les which were not oDserved in the questionnajres. The
interview for the director of the school alse consisted five
open-ended questions. The questions mainly emphasized the
iackground of the school English syllaius and the availaBility
of teaching facilities, and resources for teaching English in
the school. (For all the interview questions see Appendices
4,5,' and 7).

.../



GHAPl'ER FOUR

FINDINGSAND DI3CU6SIONS

4.1. The Existing English Course of the School

As already stated in chapt er Lt seeLs Z) in the Yared
Music Gchool, English is taught as a sub@ect for four years
for half an hour three times a week. At present the course
is given by the writer of this paper. In theSchool curriculum,
there is a stated English syllabus (for the syllabus see
appendix 11). Sowever, there are no teaching materials
specia~ developed in lig~t of this syllabus. In the school,
English is taught by using 3nglish for New Ethiopia: pupil's
Books for grade 11 and grade 12. 'rhese textbooks were
selected because students join the school after completing
at least grade 10.

These textbooks are used as follows. The pupil's book
for 11 is divided into two parts. The first part is taught
in the first year where as the second part is used in the
second year. oimilarly, the grade 12 textbook is also divided
into two-the first part for 3rd year students and the second
for 4th year students. In addition, some supplementary
materials were also adapted from other sources especialiY
for 3rd and 4th year students.

It is stated in the curriculum of the school that the
objectives of teaching ~nglish are:

tv
1. To teach students/3geak, re~write and understand

English;
2. To teach students to co~~unicate and get experience;



43

3. Iroteach students how to write a report and present
sgeecbes (see Apl~ndix 11).

On the other hand, the objectives of teaching the Snglish
for new Ethiopia series (grade 9-12) including the two
textbooks currently used in the school, are: to help students
use the language for understanding the basic Marxist coneepts
of class strug~~~to enable them to engage them selves in
the material production of the Ethiopian society and to help
students learn the skill of scientific research and investigation
for the satisfaction of the material, cultural, psycholtgical
and spiritual needs of the society (Mazengia Mekonnen and
others 1979:1)

The Yared Music ochool English syllabus content comprises:
'English phonology' 'pronunciation, situational 3ngliSh'
structure', comprehension and report writing. (For- the
detailed contents of the syllabus see appendix 11.)

The grade 11 textbook consists of 30 units. Of these,
20 units mainly focus on reading comprehension, vocabulary
and gramm(Jri'.The other ten are revision of structures a
and one unit deals with letter writing. The grade 12 textbook,
on the other hand, compr-i ses. 25 units. These are 18 revision
units, 5 reading practices and2 structure uni ts.- riachof
the 18 revision units is sub-divided. into reading comprehension
vocabulary and structure sections. The five reading practices
provide autnentic texts of poems ar~ passages extracted from
different sources. 3ach reading practice is followed by
writing exercises. The first two focus on sentence linking
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exercises. ~he next two deal with paragraph arrangement
practices. ~he last one focuses on paragraph writing. The
two structure units provide exercises for two grammar items.
On the whole, as IV1azenggialVlekonnenand others (1979:51)
state the re&~~ng passages fu~dvocabulary items in both
textbooks are mainly prepared from high school subject areaS.
Finally, adapted materials for 3rd year students deal with

asletter writing where Ithe materials for 4th year aim at
paragraph and essay writing.

4.2. Teacher ~estio~tes

In thiB study in analysing all the questionnaires on
communi.c ati ve needs/0f the five scales given to each item,
the first two scales were added together with the third one.
;Similarly the third scale 9.~1. the last t....10 scales ',vereadded
together- Thus, if the sum of the first addition outranked
the second one then the item was considered less important
or less frequent and visa versa. If the results of the two
side are equaL then the itern is considered Lmpor-t ant or
frequent.

4.2.1. Breakdown of :reacher 'duestionnari'es

Of the 25 subjects studied, 23(92%) returned the
questionnaire. Among these, one subject returned the questionnaire
incomplete. .£Iheinformation about the teachers who cOrEectly
completed the questionnaire is summarized as follows:

l~ationality: Ethiopians= £, Lt'oreigners-l,
~ualifications: MA=12, BA 2, Diploma= 2, other
~ervice (in years): 1-5=8, 5-10 =1-~, 10+= ~



4.2.2. Analysis of the Response~
4.2.2.1 Macro -pki~

Teachers were asked to indicate the degree of the importance of the four macro-Skills:
listening, speaking, reading and writing. The responses are reported in TQble 3 below.
Table 3: TEACHER RESPONSES 'l\r THE IMPOHTANCE OF LANGU~i.'~";:JKILLS

Ll\.:t

- ... --- a_-
IDegree 6f Importance

-- - i

!1 2 3 4 c To-t-!-l!--- --" .• - - .. y
!

N % N % N {l~ N % r N (l~ N % I- -I.

Macro-Skill I---
Listening 9 40.9 1) 59.1 ?2 100-- -
Speaking 2. 9.1 12 )4.5 8 36.4 22 100
Reading 12 54.5 10 45.5 22 100--
\'lriting 2 9.1 4 18.2 2 9.1 9 40.9 5 22.7 22 100

Key. N= Number of respondents
1. definitely not very important
2= not important

3= not sure
4. important
5= definitely very important

.../
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As shown in the table, the majority o~ the respondents
(59.1%) gave primary importance to "listening. It A significant
number of respondents (45.~~)reported reading to be definitely
a very important skill in teaching the school courses.
According to the responses given, speaking was third in terms
of its importance. Of the four language skills, "writing"
was considered most important b) the least number of respondents
(22.7%).

Similarly, when the responses are compute« in terms of
over all importance, the receptive skills (listening and
reading) outrank the productive skills (speaking and \vriting).
Thus, compared to speaking and writing, which were conSidered
important by 90.9% and 63.8% of the respondents respectively,
each of the receptive skills listening and reading were
considered important by all the subjects.

4.2.2.2. _ Language A.st.i_,,:itie~

teachers were next asked to indicate the degree 01
importance of language activities selected under each macro-
skill. Table 4 below provides the degree of importance ( ,
the subjects assigned to each language activity.

..-/



TABLE 4: TD.6lIBJl RESPONS]s TO THE IMPORTANCE OF LANGUAGE ACTIVITIES

Degree of Importance

,/Ii

-- - ~

1 2 3 4 5 Total:,.
I. Re~jlng Activities ,N % N % N % N % N % N' %-
1. Textbooks and

handouts 1 4.5 2 9.1 11 50.0 8- 36.4 22 100
2. Other books and

Journals ~ 9.1 3 13.6 11 50.0 6 27.3 22 100
3. Instructions 1 4.5 11 50.0 10 45.5 22 100
4. Music analysi. 2 9.1 2 9.1 12 54.6 6 27.3 22 100
5. About composers and

IB •.2compositions 4 10 45.~ B 36.4 22 100
.~•..--.

II. Writing Activities
6. Kotes rrom lectures 5 22.7 10 45.5 7 31.B 22 100~
7. Notes rrom recordings ,4 IB.2 3 13.6 12 54.6 3 13.6 22 100.
B. Notes rrom books and

journals 2 9.1 7 31.B 3 13.6 10 J5.5 22 100"

.,
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Cont ••••

~

- -_ ..- .
Degree of Importance_ •...- ---- ..-..----- ---

1 2 :z 4 c To al_ ..._ •....
v •••

NI % N % N % N % N % N %

9. Answerw to exams 1 4.5 4 18.2 13 59.1 4 18.2 22 10
10. Music analyses 1 4.5 7 31.8 2 9.1 12 54.6 22 10
11. About composers and

compositions 1. 4.5 8 36.4 8 36.4 5 22.7 22 10
III. Listening Activities
12. Instructions 3. 13.6 1 4.5 14 63.4 4 18.2 22 9
13. Recordings 2 911 4 18.2 10 45.5 6 27.3 22 10

14. Discussions 1. ~.5 2 9.1 9 ~.5 10 45.5 22 9
15. Songs 4 18.2 14 63.6 4 18.2 22 10

IV. Speaking Activities
s

16. Ask/answer questions 18 81.8 4 18.2 22 10
17. Dialogues 2 9.1 1 4.5 3 13.6 14 63.6 2 9.1 22 9

18. Music appreciations 1 4.5 1 4.5 12 54.6 8 36.4 22 10
19. Singing songs 2 9. 1 4 18.2 8 36•• 8 36.4 22 10

-,
I

-·~"',if

I
-""1e

"". """,,-.~
~" :.\~-." .•... ,
~

~-. -' I.
~-,.;. .;i'~

Ife, !)i
~

:}0
G.r}

4
9,61
0.01

l

I
0.0
9.9
0.0
0.,1
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A. Reading Activities

Under reading, five activities were given. These were

reading "textbooks andHBndouts ", "other books and journals",

"instructions", ~hnusic analysis I. and "about composers and

comppsitions. "The findings reveal that reading ·"instructions"

out rank all the other activities in theoatego~in terms of

primary of importance. 45.% of the respondents sai4 that it

was a defint.tJiy very important activity. According to the

responses given in the table, reading "textbooks and handouts t.

and "about composers and compositions "were the second in terms

of importance and followed inorder by reading "musi,c analyses

"and "other books and journals. 11 -In general as shown in the

table, all the reading activities were considered important

though the degree varied.

B. Writing Activities.

Under writing, teachers Here asked to show the degree of

importance of the following six activities in teaching other

subjects: writing "notes from lectures!!, rlnotes from recoroings!!,

"f'r-om other books and journals II , "answers to examslltlmusic

analyses" and "about composers and compositions".

A brief look at the table indicates that of the six

activities writingl1 notes foom lecturesll and "answers to

exams" were equally first in the degree of their importance,

followed by "notes from recordings", lIabout composers and

composi tions, "muai,c analyses", and "notes from books and

journals" in that order.

,~ ../



c. Listening Activities.

Teachers were asked to indicate the degree of impkrtance

of the following listening activities: the ability to listen

:·to "instructions", "to take notes· from

recordings", "to understand discussions", and to listen' to

"songs".

Whenthe activities are analysed in terms of over all

importance there is a relative uniformity in the weight

assigned to the four listening activities. Thus, the first

important activity, ''listening to discussions" was supported

by 85.4 % of the respondents where as the least important

listening activity was the ability to listen to and "take notes

:f.'romrecordings "(72.7%). Hence, the over all picture of the

activities under listening shows th~ all the activities are

roughly equally important.

B. Speaking Activities

Subjects were asked to show the extent to which the

abili ty to TIask and answer questions in class II, "par-td.cd.patre

in dialogues", "orally appreciate music" and"sing songs" were

important in teaching other subjects. According to the

responses given in the table (above), in general terms of

importance, ioox of the t~hers save importance to the

ability to "ask and answer questions "t'o'l Lowed by " appreciate

music orally "(9Q?1» and" paritcipate in dialogues" and"sing

songs" (72J~)each). Howeve.r , compared to the ability to

"appreciate music orally" and to "sing songs II which were

(,
;
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considered definite~ very important equally by 36.4% of the

respondents, to "Uk and answer questions in class" and to

"participate in dialogues" were considered definitely very

important only by 18.2% and 9.10?~of the resplmdents

respectively.

4.2.3. Summaryof Results

The findings from the questionnaires completed by subject

teachers can be summar-Lsedas follows. In general, the majority

of the subjects assigned primary importance to the receptive

skills "listening" and "r-eadi.ng " than to the productive skills

"speaking" and "writing. n With respect to the Macro-skills the

order of importance was listening-reading-speaking writingJ

The most important reading activities were reading

"In st'mrc t i.ons ", followed by ttextbooks and handouts a, and11

about composers and compositions II. The most important writing

activity was writing "notes from lectures" followed by

writing "about composers and compositions" t "answera. to examsIf

and "notes from recordinssll. Although the variations were

relatively low, the more important listening activity was

listening to "discussions 11. Tbe second important listening

activity was the ability to Li.s+en to and "take notes from

recordings". On the other hand, the ability to "ask and

answer questions in class" was most important speaking activity,

followed by the abili ty to" appreciate music orally.'/

... 1
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4.3. ,Student Questionnaires

4.3.1. Breakdown of student Ruestionnair,e
'\

Out of a total of 74 students tnrolled in the 2nd, 3rd,
and 4th year academic levels of the school in 1992/93, 68
(9l.o/~) returned the questionnaire. Of these 2(2.~~) students
f,rom the 3rd year and l~l.~~) student from second year filled
in the questionnaire incorrectly. These were rejected. Hence
the analysis is limited to the complete responses~iven by
65(87.8%) subjects. The personal. information about these
respondents is given in table 5 below.

.../
..
I



TABLE 5: PERSONAL INFORMATION ABOUT STUDENT RESPONDENTS.

~

_ .. . ,,_=:---:

INFORMATION
~e
!

LEVEL
---_ .•.......• ., . ,- -_····_--·····1

ACADEflIC LETh""L EEFORE
Sell:: AGE ~OINING THE YARED FIRST LA.NGUAGE o

"•
MuSIC SCHOOL i

I ~-- ""··::::70;......-·;"'i

Female Male 15-20 21-25 25+ 11 12 12+ Amharic Other
,
,

I • _ ....,.. -" .•....~

S D.. !

8 12 16 3 1 11 20 ~

II 4(1}o 6rno sos 19'~ 1% 4CfJj, 59% ?L 100".6 j
.,.~.~~=~',........~..!

III 8 19 14 11 2 tL2 15 26 1
26.&0 70.4% 51.0/10 40.7% 7._~ ll-4. ~~~ 55.6 ~ 9'5.3% 3. 'JO~;;;~ ,

,. e",';

~
IV ~ 11 5 13 7 11 17 1 I

38.9% 61.1% 27.8Yc 72.21'0 38.( ~~61.1 ~ 94.4% 5.6% I
!- !

~7 E3 I23 42 35 27 3 37 1 2 I

Total __.~~i

..

...,



4.3.2. AnaJ.ysis of student resP2!l~~.

The responses given by student subjects were tabulated
in two ways. First, the responses of three groups of students
were separetely tabulated by academic levels. Then, these
were computed together and tabulated again. The aim of the
latter tabulation was to identify the general picture of needs
perceived by students in the school (see Appendix 1). However,
to avoid unnecessary re~etit~this analysis mainly focused on
answers given by students ~f each academic level without
ignoring the combined responses.

4.3.2.1. Language needs in general

4.3.2.1.1. Macro-Ski,l,l,s

Students were asked to indicate the frequency with which
they were required to use the four 1anguc~e skills (listening,
speaking, reading and writing in learning other suojects.
Student I S answers are given. in Table 6 below. Generally,
the majority of the students agreed that they most feequent1y
used the receptive skills, listening and reading. However,
for -2nd and 3rd year students IIlistening II was the most
frequently used language-skill while "reading" was claimed to
be used frequently by the 4th year students. On the other
hand, the majority of the students in the three categories '.
unanimously reported that they more often used "writinglt than
"speaking n. Generally t according to student I s responses macro-
skills were frequent in the order:listening-re~ing-~rriting
and spe aking.
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and "notes from lectures" are the most frequent activities
for the majorit.y of the students followed by writing n notes
from books and journals" "about composers and compositions"
and "music analyses" in this order. Of all the writing [':ct-i
activities, writing "notes "from recordingsll is rather the
least frequent activity for the majority of the students.

C. Listening Activities.

The responses to the listening activities revealed that
the majority of the students in each category more often
listened to "instructions". However, they differed in their
performance of the other listening activities. Thus, for the
majority of 2nd yea:r students listening to "recordings" was
the second most frequent activity followed by "discussions"
and"songsfl

• For the 3rd year students, listeID.gg to "r-eccrddngs "

and "dd.scussd.ons " were the second frequent activities follO\'led
by "songs" wher-e 2.S for the 4-th year students listening to"
udiscussions" was the second frequent activity, followed by
"r-ecorddriga " and "songa" in. that order.

D. Speaking Activities

Students were asked to indicate the extent to which they
"ask and answer Cluestions in cLasa", participate in dialogues~
"appreciate music or-al.Ly " and !tsing songs". The most important
observation to be made is that with the exception of "asking
and answering Questions in class tI, which most of the students
perform, all the other speaking activities in the category
are less frequent. Compared to the 4-th year students of whom

J: - .-/
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the majority only sometimes carriedout these activities, the
2nd and 3rd year students claimed to perform these activities
relatively with high frequency. Thus, the frequency of_
performance of the speaking activities, excluding "asking and

answering questions in class", is as follows: for 2Bd year
students in the order: "singing songsu_ "appreciating music
orally", -and-participating in dialogues", for 3rd year
students" singing songs", and - "participating in dd al.ogue s"

and llPpreciating musd ci.or-al.Ly" (with equal feequency) and
for 4th year students: "participating in dialogues" "singing
songs" and "appreciating music orally If •

4.3.2.2. Language Activities in Terms of SUbjects Taught.

I. Major In~truments.

~tudents responses to items related to l~~age activities
""

in terms of learning "major instruments" are 0iven in Table 8
under the four macro-skills below.

A. Reading Activities

The responses in the table reveal that generally the
majority of the students less frequently carry out the reading
activities in their major instrument classess. In particular,
the majority of the 3rd year students (51.9';6 -85.2?6) "r-ar-eLy"

perform any of the given readL~g activities. Comparatively,
however, the 2nd and 4th year students o~ten do reading
activities in learning their major instruments. In terms of
frequency, reading "other books and journals" and "textbooks
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and handouts" are the most frequent activities for 2nd yea:r
students follned. by "music analyses", "instructions" and II

about composers and cosrposd ta.ona" in that order. For 4th
year students, on the other hand, reading" iinstruction'
is the only more frequent activity for the majority of the
students (55.~&of the subjects).

B. Writing &ctivities

SUbjects were asked how often they were required to
write "notes from lecturesll, "notes from reco~ings", IInotes
from books and journalsll,"answers to exams.", "music analyses"
and "about, composera and compositions". The most important
point about t~e responses is the low frequency of all the
writing activities. Most of t~;e students reported that they
less often use all the writins activities in that category.

c. Listenipg Activities

A breif glance at the responses given to the listening
Qctivities shwws that the majority of the 2nd year students
more often used the listening activities in their major
classes. As opposed to the 2nd year students, the majority
of the 3m and 4th year students reported that they "rarely"
used any of the listening activities. Fo~ 2nd year students,
listening to "instllUctions" and IIdiscussions" were the most
frequent activities, followed by IIrecordingstlandllsongsll.

D. Speaking Activities,

Students were asked to show how often they were required
to use the followine; speaking activities in taeir "major
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"participating in ddal.ogues '", "appreciating music orally"

and"singing songs". As shown in Table 8, the majority of the

students reported that they less often used the speaking

activities in their major classes. Especial~ 59.~~of the

3rd yea:r respondents claimed. to "rarely" need the activities.

The majority of the 2nd year students t on the other hand,
-a.g2eed that they frequently" ask and answer questions" in

class.

II. Theory of Music

Students were asked how often they were required to use

language activities in learning Theory of Music. Their

responses are reported in Table 9 under reading/\v.riting,

listening and speaking consecutively below.

A. Reading Activit.~~

As shown in the table,:?:the majori ty of the 2nd and 3rd

year students reported that they most frequently read " text-

books and handouts") where as most of the 4th year students

claimed that tCleymore o_~tenread "instructions". On the other

hand, the second frequent reading activity for 2nd year

students 11 read4ng "other books and journals" followed by

"music analyses", "instructions" and."about composers and

compositions". A significant number of 3rd year students

(about 11 or 40.'7';6)reported that they more often read "music

analyses" andl\instruction~'. In addition t for the majority

of tee 3rd. yeax students, except reading "textbooks and handouts",

all the other eeading activities in the category were relatively

less .frequent~

~./
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majori ty of the 4th year students was reading "~extbooks and

handouts", followed by reading "other books and journals",

music analyses " and "about co{jposers and compositionsII in

that order.

B. Writing Activities

As shownin Table 9, for 2nd year students 'vTritingltanswers

to examsII 4about 60;!) is the most frequent writing 1

activity, followed by "notes from books and.journals" (55%),

"notes from lectures II and "music analyses" and "nobea from ~

recolidingsll and Bbout composers and compositions" in that or4er.

A notable exception about the third year students is that

most of them less frequently perform the writing activities.

As compared to the other activities in the category, they

however more often write 11answers to examsII. For 4th year

students, on the ot'er hand, the three relatively fre~ent

activitieB were writing "notes fr9m lectures ~II, answers to

examsII and "notes from books and journalS'. Thus writing

11answers to examsn was the commonfrequent activity for the

three category of students. Furthermore, the least frequent

acti vi ty was taking "notes from recordings 11 •

c. Listening Activities.

Students were asked howoften they listened to "instructionsrt,

~"r-ecorxtdngs II, "discussions" and "songsII in le8.lfcUlgTheory of

Music. The responses reveal that in geDEral comparedto tQe

2nd year students, the majority of the 3rd and 4th year

":.41;1":c.
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students reported performing the listening activities in
the Theory of music class less often. The majority of
the students, however, agreed that they most frequently
listened to "instructionstl• On the other hand, the two
less frequent listening activities for the majority of the
students were listening to "songs" and"recordings".

D. Speaking Activities.
On the whole, the responses to the speaking activities

show that compared to the 3rd and ~th year students, the
majority of the 2nd year students more frequently use the
speaking activities. The more frequent speaking activities
for the majority of the 2nd year students were "asking and
answering questions in class "followed by "singing songs",
"appreciating music orally" and "par-ti.c.i.patring in ddal.oguea"

in that order. In a similar maQ~er, the relatively frequent
speaking activities for the 3rd and 4th year students were
Haskin; and answering questi.ons in cLass ",

III. Solft .ggio

Students wer-e asked to indicate how often they wer-e
required to use reading, \'lI'iting,listening and speaking
activities in learning Solfe' ~Sio. 7neir answers are
presented in Table 10.
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A. Reading Activities

The most important point to be noted first of all is
that .o~t· : . T of the reading activities are low in
frequency. However, compared to the 2nd and 4th year students
a/significant number of 3rd year students claimed to need
the activities more often. On the whole, the 3rd and 4th
year students often read "text books and handouts /I and
"instructions" Regarding the other reading activities there

inwas no significant difference/terms of fTequene.y.

B. ~'Jriting activities

Subjects were asked to indicate the frequency with which
they took Unotes from lectures" "notes from recordings" "notes

1\from books and journals" and vTrote answers to exams", "music
anal.yses " and "about composer-s and compositions." The results
clearly indicate that the majority of the students perform
these activities with a rather low frequency. An obvious
distinction is thnt as opposed to the majority of the 2nd and
3rd year students, the majority of the 4th year students required
to take "notes from lecturesll in Solffiggio classes.

c. Listening Activities

Regardin; the listening activities it can clearly be seen
from the table (10) that students at the three academic levels
Elaimed to use the activities less often. !-1oreover,there
wer-e no significant differences in the frequency of the
activities for the students in the three groups. Of c~l the

• f.
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listening activities listening to II instructions n was
relatively frequent insolfeggio classes.

D. Speakins Activities

Students were asked to indic§te how often they "ask and
8nBWer questions in clasl:\participate in dialogues" t "appreciate, .

music o~allyn and "sing songs" As shown in Table 10, most of
the students in the three categories less often used the' ~
speaking activities. However, the majority of the 4th year
students reported that they generally II ask and ansvere
ques~ons in class II • On the other hand, a significant number
of students specially 2nd (about 45%) and 4th (38%) year stuents
agreed that they often "sing songs" in Sollfiggio classes.

IV.HistoEY of music

Here also st1.i;ntwwer-e asked how often they wer-e requicred
to perform language activities (reading, ~~itL~g, listening
and ape aki.ng activities) in learning History of Ivlusic. The
responses are reported in Table 11 below.
A. Reading Activi~ies

The first obserfation that can be made concerning the
reading activities is that the majority of the students tended
to show uniformity in their resp6nses. Though the degree
varied most of the students ageeed that they generally or
almost a'Iways read "tiextibooks and handouts 1$ music analyses II

and "about composers and compositions ". However, the order
of frequency of these activities for each Category of students
varied. For the 2nd year students the order of frequency was

..•. .~ .:

.•..-.-..-/.
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reading "textbooks and handoutis'' music anakysee" and "about

composers and compoai.td.ons'", For 3rd year students the

order was, "about composers and compositions", "text books and

hanaouts tI and rlMusicanalyses n for 4th year students ,.. On the
i

other hand, the order or frequency of the activities was

"textbooks and handoutsll, "about composers and compositionstl

and"music analyses:

The majority of the students also responsed that they less

often read tlother books and journals" and ••instructions". A

significant difference concerning these two activities is that

compared to the 3rd year students, the 2nd and 4th year students

read "other books and journals! and tlinstructions" more often.

B. Writing Activ:iti~~

As shownin Table 11 the m~jority of the 3rd and 4th year

students reported that they were required to write lIabout

composers and compositions" and "notes from lectures", where

as the majority of the second year students said that they were

required to take "notes from books and journalsll and to write,

"answer-sto exams" most frequently. Thus, for 2nd year students

tak:ing~"notes from books and journals" was the most frequent

activi ty, followed bytt, answer. to exams",11about composers and

compositions II, "music analyses", and taking notes from

"Lectruces " end ffrecordings"/.with equal frequency) in that order.

\-lith regard to the 3rd year students, writing "abouf

composers and compositions" was the first frequent activity,

followed by taking II notes from lectures II writing Itanswers to

5'cr them
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the ~est two writing activities were rather low in frequency.
In the case of 4th year students the activities were frequent
in the order: writing "abouf compaser-s and compositions"
IIanswers to exams", "notes from lectures", I-lusicanalyses~,

"notes from books and journals" and "notes from recordange ,n

An important 'point th~t needs to be mentiondd is that taking
"notes from recordings" was considered the least frequent
activity mainly by 2nd Dnd 3rd year students.

c. Listening Activities.

As shown in the table (11) the frequency distribution of
some of t'e listening activities is uneven. Though the order
varied from one group of students to another, listening to
"discussions" and "instructions" were considered. more frequent
activities by the majority of students· Listening to IIrecordings"
7;

was also considered as a frequent activity by the majority of
2nd and 4th year students. Listening to "songs." was a frequent
activity on~ for the majority of the second year students.

D. Speaking Activities.
Students were asked how often they were required to "ask

and answer questions in class II, "participate in dialogues",
n ~ppre.ciate music or-al.Iy " and using songs". A brief look at
the table reveals that most of the s~udents, (specialy the
2nd year students) 'rarely' or 'some times' performed. the
speaking activities. The significant difference between the
three categories ~f students is that the majority of the 3rd
year students "ask and answer questions in cl.ass" and the 4th
year students lIask and answer question L'Tl class" and also



~ -
v. Ethiopia Folklore.

As stated in chapter 3 the courses, Ethiopian F~lklore
and Music Teacher Education, are given to 3rd and 4th year ~
students. Accordingly, the finding about t~e communicative
needs of students in learning these subjects were analysed
.from the pointSof views of the 3rd and 4th year students
respondents. The results with reg~.:d to Language activities

"-'in terms of Ethiopian Folklore are dfscribed under reading,
writing listening and speaking below. The responses are reported
in table 12·-

A. Reading Acctivities.
Students were asked how often they had to read "textbooks

and handouts", "other books and journalslt
, instructions",

"music anal.yses" and "aoout composers and compositions" in
learning the Ethiopian Folklore. The results in general
reveal a relative sfumilarity in the frequency of some of the
activities for both categories of students. 'lliemajority of
the students responded that they generally read "textbooks and
handouts II and less often read "muai,c analyses ". DJilfferences
are observed in the frequendy assigned to some reading
activi ties by the two groups of students. Compared to the
3rd year students, most of the 4th year students generally or
almost al.ways read "other books and jounalx.1t On the other
hand, the 3rd year students read !!instructions11 and "about;

composers and compositionsll more often than the 4th year s~nts •

.../



B. Writing Activities

As shown in Table ~ ~he majority of the students

reported thc.t they wrote "no+es from lectureS "more frequently

and rlnotes from recordings" and lIabout composers and compositions"

less often. The other significant difference is that compared

to the 3rd year students, the majority of the 4th year students

said that they most frequently wrote "answer-s to exams.n

C. ~stening Activitie8

It can - ~ elearly be seen from the table that most of the

listening activities are generally claimed to be employed by

the majority of 3rd year students L~ learniP~ Ethiopian Yolklore.

However, both groups agreed that they most freque~tly listened to

rtinstructions. It The second frequent activities for both groups

of students ....-las listenins to "d.iscussd.ons s

D. Spealdns. i-,c.t.ivi ti.<t§.

Here students were asked to irldicate the ext errt to whi.ch

they have to "ask and answer questions in cl.ass ", "participate

in dialogues, II IIappreciate music orally Itand !Ising songs". The

majori ty of the students reported that they wer-e lI~arely " or

"sometimes" engaged in the speaking activities. HO\·rever,they

agreed that they more often IIask and answer-questions in

class."

.../
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VI. Music Teacher Education

Students were asked to indicate how often they were ~
required to perform language activities in learning r-1u.sic'L-e

Teacher Education. Their responses are reported in Table 13
below under the four macro-skills, i.e reading, writigg
listening and speaking.

A. Reading Activities

As shown in the table by and large students showed
strong unifermity with regard to the frequency of reading
activities in general •. Moreover, there were no significant
differences between the 3rd and 4th year students in terms of
frequency of performance of these reading activities. The
majority of the students said that they almost alw~s read
"text-books and handouts. IIThey also reported that they
less often read lIabout composers and cornpositionsll and "music
analyses II. An. obvious difference was that compared to the
3rd year students, the 4th year students generally read
"other books and journals, and "Lnst.ructd.ons",

B. Writing Acrtivities

Students were asked to indicate the frequency with which
they had to take "notes from lecturesll

, "notes from recordings",
"notes from other books and journals" and write "answer-s to
exams" and "about composers and composd.t.Lona't ; 'The majority
of the students answered that they wrote "answers to exams II,
followed b) taking "notes from lectures and "notes from books





and journals" in that order. They also agreed that they
less often wrote "about composers and compositions". The
main difference be~veen the 3rd and 4th year students was
that t--emajority of the 4th year students said that they wrote
"music analyses and took "notes from recordings It more often
than the 3rd ye~ students.

c. Listening Activities

Concerning the listening activities the majority of the
students reported that they were generally dngaged in listening
to "discussions" and "instructions 11 in learning r--!u.sicTeacher
Education. 'They also acknowledged that they sometimes listened
to "r-ecordangs", However, Compared to the 3rd year students,
the 4th year students listened to "SOIlo"13"more often.

D. Speakinpj Activities

The res~ts reveal that, of the speaking activities
"asking and answering questions in cLass ", were the most
frequent ones for the majority of students. The other three
activities tie. "participating in dialogues", "appreciating
music or-al.Ly" and 11 singing songs" were low in frequency,
especially for the majority of ~he 3rd year students.

4.3.2.4 Student's Attitudes To~ardS Topics
Students were asked to rdDk ten selected topics according

to t~eir interests to deal vrrth in their English classes. The
topics werQ: economics (food, income, indus~ agriculture,etc),
culture (i.e traditions, customs, beliefs, etc), Sciences

,.• ",./
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(bi~logy, physicB, mathematics etc), psychology (i.e. about- .-
behaviors, emotions etc), religion (christenity, islam, etc),
arts (paintings, music literature,etc), health (hygiene, medcine,
nursingetc), politics (about Ethiopia, Africa, other continents
etc), sports (football, basketball, tennis, etc), and sociology
(population., marriage, love, etc). The results are reported
in Table 14 below.

The majority of the 2nd year students ranked the topics in
the order "arts"_ "dulture" - "religion" - "sociology" -
"psychology" - sports" - "health" - "economics" IIsciences"
"poli tics It. The majority of the 3rd year students on the other
hand, ranked the topics: IIarCrntl

_ IIsociology" - "culture "_
"sports" - religion" - "psycho.Logy" - Sciences" - "health"
"economicsll - "politics". The majority of the 4th year students
liked the topics in the o~"'der:IIarts II_ IIscience II_ psychology II
"sociology" - "spor-t s" - "economicsll - "health" - "poli.td.cs ",

The f'undamerrt aL point to be noted with regared to students
attitudes towards topics is that all the three groups strongly
agreed in their most favourite topics and least favourite ones,
i.e. the "arts" and "politics" respectively. More over,
they ranked topics like "economics" and IIhealthllas less
favourite ones. On the other hand, the majority of the
students liked "culture", "sociologylt and IIreligion" next to
the n arts II•

.../
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~.3.3. Summary of Student IS Responses to the Ques~onnaire

To summarize, the follwwing observation can be made with

regard to the results obtained through the students question-
naires. In general, of the macro-skills the receptive skills,
listening and reading outrank the productive skills, speaking
and writing. On the whole, the macro-skills are frequently
used in the order listening-reading, writing-speaking,_ except
for the 4 year students who slightly more often use reading
rather than listening (see also Appendix 1).

with regard to the language activities, si~ficant
variations are less observed between the three groups of
students. In general, the activities that are related to the
recepti ve skills are more frequent than those that are related t.v

productive skills for all categories of students. Although
the degree and order of frequency of the activities vary to
some extent, the over-all frequency of language activities
both in terms of language needs in general and interms of
subjects taught are given below (see also Appendix 1 for the
total results).,

A. Language Acti t)!:!,itJe s ·in--General
Macro-skills
reading

Activity
1. textbooks and handouts
2. instructions
3. about composers and compositions
4. music analyses



Writing 1. answer to exams
2. notes from lectures
3. notes from books and journals
4. about composers and compositions
5. music analyses
6. notes from recordings

listening 1. to instructions
2. to discussions
3. to recordings
4. to songs

speaking 1. ask and answer questions in class
2. sing songs
3. participate in dialogues
4. appreciate music orally

B. Language Activities in Terms of Subjects Taught.

The frequency of language activities interms of subjects
tiaught in the school shows th .t students "r-ar-ely" or "some
times" use language activities in t-1ajorInstrument §Il.d ,solffiggmo
classes. Hewever, for the sake of uniformity the relatively
frequent activities in these two subjects are given below
together with~~ther four subjects. Here, under each macro-
skill three relatively most frequent activities are given •

...1
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Macro-skill

Reading

Writing

Listening

Spea.l{ing

8:3 -

Subjects

Major instrument
activity

1. instructions
2. Nusic analyses
3. text books and

h andout s

1. answers to exams
2. notes fr~iectures
3. notes from books

1. to instructions
2. to discussions
3. to rwcordings

1. appreciate music
2. ask and -mswe r

questions
3. Participate in

dialogues

Theory of Music
Activity

1. textbooks and handout
2. instructions
3. music analyses

1. answer to examS
2. notes from books
3. notes from lectures

1. to discussions
2. to ~structions
3. to songs

and
1. ask/ answer- questions
'@. appreciate music

,~. sing songs

...1
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4.4. Interviews with Teachers
Teachers reported that they often used English in class

because, an the one hand, thecwzriculum of their subjects were
designed in English, and on the other hand the teaching
materials were available only in English. 1)ey, however, .",,-,.
acknowledsed that as their students were poor in English they
o~ten resorved to using Amharic for more clarifications.
The responses to whether they often gave reading assignments to
their students were varied because of the difference in the
subjects they taught. Those who teach theoretical courses like
Theory of Music and l'-'IusicHistory said that they often ga~
reading assignments. On the other hand, those who te'ach'
practical courses such as Major instruments' and IfSolffigio'
reported that they gave reading assignments less often. Teachers
also asserted that they some times gave listening assignments.
The majori~, on the other hand, said that they often gave
writing assienments like music analyses and other related papers.
However, one of the teachers disclosed that, considering students
weaknesses in English, he allowed his students to \'lritepapers in
Amharic. }'evl of the teachers, on the other hand, said that the
course they teach (paactical courses like major instruments)does
not require v~iting activties.

Similarly all t e interviewees agreed that they less often
gave exerci ses that were related to speaking, except that
students discussed issues th~t were related to the course of
study. Uith re~a.rd to the degree of importance of the four
language skills, all of them agreed that "Lf.sben ing" was the
most important skill. They said th~t most of the music subjects
;nvol ved listeni_nt::as st-uilpnts are .,-:'eq,uiredto discriminate sounds.

,.../
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4.5. Analysis of Student's Interviews
Six students, two from each academic level, were randomly

selected and interviewe~Most of the students reported that
as their teachers more often used Amharic, especialy in major
and minor classes, they seldom used English in class.
However, some of them disagreed with this and said that they
most frequent~ used English in their 'major or minor instrument
classes conducted by foreign ."teachers. All of them, however,
agreed that they were ~o~~e~ given listening assignments in
their music courses. They on the other hand, said that they
were more often given readihg assignments which involve re'ading
of non-textbooks by teachers of theoretical courses.

Regarding lnriting activities, they said that they were
frequently given tasks that involve \v.riting,including papers,
especiaJty in .the History of music and Ethiopian Folklore',.
CJ:hey also a::;reedthat they were rarely or some times given
assignments that required speaking skill. On the whole, most
of them Eonsidered "listeningll as the most important skill,
without ignoring the Impor-tence of the other language skills.

4.6. Comparison Between Teacher and Student Responses

Although teachers were asked to indicate the relative
importance of macro-skills and language activities, while
students were asked to indicate the frequency with which they
used the macro-skills and how often they had to perform
language activities, a fairly reasona:i.blecomp ard.soncan be
made be-tween the two sets since the sccLes of measurment used
were the sane.



According to the responses ~iven to the questionnaire
for teachers the order of importance of macro-skills was:
listening-reading-speakiij,g and \vriting. However, in the
interview conducted they agreed that the~ often gave
assignments that involVll writing rather than speaking. For
students the four language skills were more .frequently used
in the order: listening-reading-wri ting-speaking. Thus, the
primacy of the _-.iec.e-pt-L'Ileskills over the productive skills
was also comfirmed by students.

With regard to reading activities teachers generally
considered "instructions" as the most important reading
activity. This was followed byl1 text books and hand-outs"
and "about; composers and compositions". According to teachers
the relatively less important reading activity was reading
"other books and journalsll•

These resu1ts were on the whole supported by student
responses. However, there were some variations in the order
of the first three activities. For students the most .frequent
reading activity was "textbooks and handouts", in the case of
general language needs as well as in terms of SUbjects taught
(see 4.3.3. the summary of students responses above).

The ability to take "notes from lectures and to write"
answers to exams"were the most important wr-i.t i.ng activities
cited by teachers, followed by the ability to understand and
take "notes fron recordings". Students also 91 and- l?g~
ordered the frequency of the writing activities in the same
order given by teachers.
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For teachers the most important listening activities were
listening to "class discussions", followed. by instructions.
These were followed by listenine; to "songs" and ~ecordingsl1.
On the whole although tile iactivities varied in the degree of
importance, the majority of the teachers agreed that the four
activities were roughly equally important. The over all order
of frequency of the listening activities was also largely
supported by students. However, there were some variations
in the order of frequency dompared to the order given b)
teachers. For students, the frequency of the listening activities
followed the order: "instructions", "understanding class room
discussions". understanding "r-edord i.nga and "songs". Thus,
listening to lIclass room discussions" was first for teachers
and it was sedond for students. Similarly, the ability to
listen ani understand "songs" 'vas third Ln terms of importance
for teachers and fourth in terms of frequency of performance by
students.

According to teachers the most important spe~~ing activity
was the ability to IIask and answer questions in class", followed
by the need to "orally appreciate music in class", "participate
in d.i al.ogue s" and "sing songs" in_that order. The majority of
student~ re$Dondentsalso confirmed that the ability to"ask and

~' ~
answer questions in class II were the first in fI,'equen,cyboth in
terms of language needs in general as well as in terms of subjects
taught. Nevertheless there vexe variations in the order of the
other activities. Students indicated that they were required
to IIsing songs", participate in dialogues" and :torally

l
• If ~I'
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appreciate music" less often for language needs in general.
The variations in the order of frequency of speakfng
activities were also observedffin the responses of students to
the language needs in terms of SUbjects taught. Therefore,
the differences between·teacher and student responses m~ be
explained in the variations seen in the subjects taught.

4.7. Employer Questionnaire

4.7.1. Breakdown. of Employer Responses.
Out ofatotal of 8 employers in the four governmental establish-

ments, all but two returned the questionaire. The personal
information about the subjects who completed and returaed the
questionnaire is given below.

TABLE 15 PZRSONAL INFOm1ATION ABOUT EMPLOYERS.

Establishment No. of Be Job Experience
Respondents in years

2 - 5 6 - 10 10+

Ninistry of Culture &
Sports Affairs 2 - 2 -- --The National Theatre 2 1 1

The Hag ar Fikir Theatre 2 2
-

4.7.2. Analysis of the Responses
4.7.2.1.. Mappo-Sl9-I.I..§.

Employers were asked to indicate the importance of the four
language skills for a graduate of the Yared Music School to
adequately carr,yout his/her duties in their establishments.
'I'b.8 Ic:pDUSC:::; arc reported i.n Table 16~

J
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TABLE 16: EMPW'fER QUESTIONNAIRE: RESPONSES TO THE
IMPORTANCE OF MACRO-SKILLS

Macro- Degree of-Importance
Skills 1 2 3 -4 5 'rOTAL

N , N ~ N ~ N ~ N ,; N j

Listening 4 f:£.7 2 33.~ 6 100

Speaking 2 33.3 4 66.7 6 100

Reading 350 3 ~ 6 100

Writing 2 ~3.3 2 ~3 2 33.3 6 99.9

A quick glance reveals that the receptiTe skills, "listening"
and "reading" out rank the productive skills in terms of
importance. According to the responses, the macro-skills
were reg~~ed important in the order: reading - listening -

itspeaking and writing. HereAis important to note that there
is no observable difference between the need for "listening
and "reading".

4.7.2.2. Language Activities

_Similarly, employers were asked to indicate the degree
of importance of language activities in relation to reading,
writing, listening and speaking. The pesponses are reported
in Table 17.
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TABLE 17: EMPLOYER QUESTIONNAIRE: RESPONSES TO THE INPOR'rANCE OF LANGUAGE .ACTIVITIES

LANGUAGE ACTIVITIES DEGREE OF IMPORTANCE
2 3 4 5 TOTAL

I. Reading Activities N ~ N ~ N ~ N ~ N ,; N ~

1. Books & Journals 4 66.7 2 33.3 6 100
2. Articles & news papers 1 16.7 3 50 2 33.3 6 100
3. Poems and Songs 1 16.7 3 50 2 33.3 6 100
4. Music analyses 1 16.7 4 66.7 1 16.7 6 100.1
II. Writing Activities
5. Articles,reports 3 50 1 16.7 2 33.7 6 100
6. Notes £rom books &

journals 2 33.3 4 66.7 6
7. Notes from seminars 4 p6.7 1 16.7 1 16.7 6 100.1
8. Notes £rom r -";n~a 4 66_? 2 ;S;S.~ 6 100
III. Listening Activ.i.J4$
9. Lectures,Seminars,etc 4 66.7 2 33.3 6 100
10. Recordings 4 66.7 2 33.3 6 100
11. Live songs 5 83.3 1 16.7 6 100
IV. Speaking Activities
12. Give 1ecturestworkEho~ 4 66.7 2 33.3 6 100
13. Singing songs 2 33.3 3 50 1 16.7 6 100
14. Oral reports 2 33.3 3 50 1 16.7 6 100
15. Dialogues 1 16.7 4 66.7 1 16.7 6 100.1
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A. Reading Activities

Employers were asked to show the degree of importance of
reading "books", "articles and news papers", "poems and BongAl"
and "music analyses" for a graduate of the Yared Music School
for his/her career. The majority rep,orted that all the
activities were generallYimportant~ for tbe subject employees.

f

However, compared to the other three activities, "reading
books" was regarded as the most important reading activity
by all the subjects.

B. Wr£ting Activities

As shown in the table, the ability to lltake notes from
recordings" was considered the most important writing activity
by all the employers. J..'hiswas followed by Ilnotee from books
and articles". However, the majority of the respondents
agreed that the ability to write Ilarticles and reports" and
"notes from seminars and wor-ksnops " were less important for
their employees.

c. ~stening Activitie~_

Employers unanimously reported that all the listening
activities given~the table were generally important for their
employees who graduate !rom the school.

D. Speaking Activities

Lastly, employers were asked to indicate the importance
of' the ability to "give lectures or seminars and workshops"
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"sing songs", "present reports orally" and "participate in
dialogues". As shown in Table 17, the ability to "participate
in dialogues" was the most important language need followed by

the ability to "sing song. II Of the speaking activities, the
ability to "give lectures on seminars and '"o~kSho?,1I and
"present reports'orallytl were the least importcwet activities.

4.8. limployee Questionnaire

4.81. Breakdown of the Employee resoonses

Of the 25 sample subjects, 22(88~)responded to the
questionnaire. 12(54.5~)were musicians, 4(18.~) music
organizers, 3(13.6~)assistant~~rators 2(9.1~)heads of
music sections and 1(~.5~)musical instruments store-keeper.
The following table shows other personal information about
these employees.

TABLE: 18 PERSONAL INFORMATION ABOUT GRADUATE .SlTBJECTS

3

5
2

No. ofRespondents
Job' Experience in yearsPlace of work

7
8
4

3

Ministry of culture
and sports affairs
The National Theatre
The Hagar Fikir "
'rhe A.A. City Hall

1-5 6-10

1

2

3
3

3

.../
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4.8.2. Analysis ot the Responses

4.8.2.1. Macro-Skills

Employees were ~~ked to indicate the importance or the
:--'-

:;- •.
tour language skillsjJn' performing their accupational purposes-
The responses are given in Table 19.
TABLE 19: GRADUATE QUESTIONNAIRE: RESPONSES TO THE I~~.ANCE

OF MACRO-SKILLS

-- . --m;~ -ol1'"D-t.~la'JffiCE-
,

1 2 3 4 5 TOTAL
N ,; N ~ N % N % N $ N $

Macro-ski 11

Listening 2 9.1 12 54.5 8 36.4 22 100
Speaking 2 S.l 7 31.8 10 45.5 3 13.6 22 100
Reading 112 54.5 10 45.5 22 100
-.iriting ~ b.8.2 7 131.8 8 36.4 3 13.6 22 100

Key
1= Definitely not very importnat
2= Not important
3= Not sure
4= Important
5= Definitely very important

As shown in the table, the majority of the respondents
gave primary imporaance to the receptive skills, reading and
listening. Of these skills I1readingn, was the first in
Lmpor-aance , According to che majority of the respondents,

••••a/
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the Yared Music School graduates need the macro-skills in
the order: "readingll - "listening" - "speaking" and "writing"

4.8.2.2 Language Activities

Employees were also asked to show the degree or importance
or language activities in terms of reading, writing, listening
and speaking. The responses are reported in table 20 below.

,
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TABLE 20: GRADUA'rE QUESTIONNAIRE: RESPONSES TO THE H1PORTANCE OF LANGUAG~ ACTIVITIES

-- -I566 DEGREE OF IMPOHT A..lIiCE

666 1 2 3 4 5 TOTAL !
j

I. Reading Activities N ~ N % N ~ N % N % N % ~
"'"

1. Books & Journals 8 36.4 14 63.6 22 100 I
I
1

2. Articles & news papers 1 4.5 3 13.6 12 54.5 6 27.3 22 199.9 i
~~. poems & songs 4 18.2 8 36.4 7 31.8 3 13.6 22 100 ~

i4. Music analyses 1 4.5 12 54.5 9 40.9 22 99.9j
II. Writing Activi»ies I

5. Articles,reports,etc. 4 18.2 8 36.4 10 45.5 22 100 I6. Notes from books journals 16 72.7 6 27.3 22 100 I
7. Notes from seminars, 3 13.6 6 27.3 8 36.4 5 22., 22 100 I
8. Notes from recordings 2 9.1 14 63.6 6 27.3 22 100

o' r - -
III. Listening Activities I

9. Lectures, seminars, etc 18 81.8 4 18.2 22 100
10. Recordings 4 18.2 12 54.5 6 27.3 22 100
11. Live .songs 4 18.2 15 68.2 a 13.6 22 100 '- --_.- -- --- -- I-- . --.-- -IV. t.>peakingActivities
12. Give lectures, workshops 8 36.4 4 18.2 4 18.2 6 27.3 22 100
13. 0inging 60ngs 2 9.1 6 27.3 10 45.5 4 18.2 22 100
14. Oral reports 6 27.3 6 27.3 1 4.5 4 18.2 5 22.7 88 100
15. Dialogues 6 27.3 4 18.2 8 36.4 4 18.2 22 100 i_ . ..., ........ - -. . ..-_. --' . -~--- -- '" - ~ '"'- .... ., ...• -e , •••. l
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The subject employees considered "reading books and
jour;~als as the most important activitiy, followed by "

reading music analyses. It The third important activity was
"reading articles and news-papers' as reported by the majority
of the respondents. However, "reading poells and songsll were
least in importance.

B. Writing Activities

Of the four writing activities, the respondents
considered "taking-notes from books and journals" as the
most important activity. ~his was followed by taking-notes
from "recordings 11 and" seminars and workshops II in the order •
The majority of the employees, on the other-hand, acknowledged
that writing "articles and reports" were fairly less important
activities.

c. Listening Activities

As shown in table 20, all the subjects agreed that
"listening to lectures on seminars and wor-kshops" were the
most important listening activities. ~hese Here follo~'led
by 'listening to r-e corxld nga" and "listening to "songs" with
almost equal weights.

D. 0peaking Activit~~s

The most im)ortanc yOin"'.:;to be noted is that, as indicated
in the table, most of the s?eaY~ng activities are relatively
low in importance Howe"fer, "singing songs" was the most
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important speaking activity, distantly followed by "participation
in dialogues. n

4.9. Comparison Between the Re~onses ,of Employers
and Graduate Employees

Both employers and employees unifo~ gave first
'-.:

importance to the receptive skills, reading and listenilg.
Moreover, they shot .ved similar opinion on the order of importance
of speaking and writing. According to both subject groups
the macro-skills were important in the occupational areas in
the order: reading-listening-speaking-writing.

Generally, the results with regar.d to language ~
activities reveal that activities related to the receptive
skills were more important as compared to activities related
to the productive skills. 'l.'bemost important reading activity
for both employer and employee subjects was the reading of
"books and journals". CompaL'ed to emoloyers the employee
subjects gave least importance to the reading of "articles
and news papers and "poems and songsll. 'nithregaT'd to the
writing activities both groups had similar opinion except
for the difference in the order of importance of taking"
"notes f'r-om recordings" and "notes from books and journals. II

For employers taking "notes from recordings" was the most
important writing activity. For employees, on the other
hand, the most important writing activity was "taking r":>

notes from books ani journals". Employers gave primary
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importance to almost all the listening activities. Employees,
however, generally acknowledged that listening to "lectures
on seminars and workshops, ~ was first in importance, fo~lowed

\::.

by "listening to recordings" and "songs" with roughly equal
rank.

Both subject groups agreed on the low importance of
speaking activities. However, the ability to I1participate
in dialoguesll was relatively the most important speaking
activity cited by employers. For the majority of the
employees, on the other hand, "singing songsll and "participation
in dd.aLogue s" were the relatively more impo;t,tantspeaking
activities. According to the majority of both subject groups
the ability to "give lectures on seminarS. and workshops"
and to "present oral reports" were low in importance.

4.10 Compar-ison Between lnsti tutional and Occupational

Language Needs

Although there are differences between institutional
language needs (EAP) and occupational language needs (EOP),
they are not mutually exct.Luai. ve , As students are usually
assigned to jobs that are directly or indirectly related
to their vocational training, it is important to identify
the similarities and differences between the two aspects
of language needs in developing course design frameworks.

/" w •.• ,
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The findings reveal that in both institutional and
occupational areas the need for the receptive skills, listening
and rearlin~')-,I'31"e T.or"? 0..oninau."'1-:;than the need for the productive
skills, speaking and writing. However, there were variations
in the order of importance of the skills in both contexts.
In the school, the most important skill:· was "listening"
followed by "reading". .I! or occupational purposes "reading"
was the most import ant ski11, followed by "Li, stening 11. ',;lith
regard to the productive skills teachers, em?loyers and
employees gave "speaki.ng" and "writing" third and fourth
rank in importance respectively. For student however, writing
was third f'o llowed by "speaking".

On the whole, the results on the language activities
show that activities that were related to the receptive
skills were more important needs for both academic ~i
occupational purposes. Gf the common reading activities
in both areas, the majority of t eachers , emp Loye rs and
employees agreed on the need for reading "books and jQUlIIlals"
and "music analysesll which were, however regarded as less
frequent acti vities by students. r'1oreover,of the writing
activities, "taking-notes from recordings" was considered
important by teachers, employers and employees. However,
students reported that they take "notes from recordings"
less often.

Listening to I/recordingstlwas an important acti vijy
according to teachers, employers and employees, though it
was less frequently used as far as students were concerned.

.I !
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On the other hand, the majority of the four groups of
subjects agreed on the need for the ability to "sing
songs" in English and to some extent the ability to "participate
in di alogue s"•

4.11 Interviews with the school director

The director of the school said that when the school
was established all high school subjects were taught in the
school. Consequently the English course was designed in
accordance with the general ~nglish programme for high
schoole Later, when the school curiculum was revised and
the school was liMiting to the teachino of only music courses,
the ~nglish COUBse was revised (for the latest revised
EngliSh syllabus of the school, see Appendix 11).

He acknowledged that in the past, less emphaaishad
been siven to COi:llIloncourse3, inclnling inglish. However,
as Lnglish is a medium of instruction in the school, at
present the school administration has started to ~ay special
attention to the EngliSh progra~e. He asserted that at
the time of this study the school had acquired tapes, tape
reco~~der and discs. Moreover, he said that there were
different reading materials that could be used in teaching
£fiSlish in the sch~ol lib~ary. He also asserted that the
school administration was ready, within its financial limits,
to aid and enrich the English programme of the school. He
also reported that there was a plan to revise the school

curr'icullliliof which ~nlgish Nould be one. He said that in

/
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the past ~nglish was taught for half an,hour twiae a
week. 0ince 1992/93, however, 3nglish bas been taught
three times a week for the same length of class time. The
next currdculua revision would consider the appropriate
allotment of time for English.

4.12. Questionnaire and Interview on the Teaching Materials

Bample teaching materials were selected, adapted
and presented to the 3rd year students for four weeks. The
sample teaching "JaS conduct eI dur-i ng the afternoon classes
from 1:30 pm. - 2:30 pm. During the lessons there was
sufficient light in the room and the room was also clean.
~Jloreover,there were enoggh spaces for me to move in the
class and to help students in performing classroom activities.
In addition, there was no problem with regard to classroom
arransements beca~se the classroom chairs were movable, and
students were also co-operative. However there were musical
sound interferences from the nearby music study rooms. On
the whole, the teaching situation was conducive except for
the sound interferences.

After teaching the materials, questionnaires were
distributed and interviews were also conducted to assess
the attitudes of students towar~s th~ teaching materials
and the classroom organization employed during the lessons.
Their respones are reported below.

.../



Of the 31, Jrd year students registered for the second
naires

semfster, quescLon-Vwe re distributed to 24 (77.4%) students.

All returned the questaonned re.. , Of these, 7 (29.2';6) were

female and 17(70.8';6) male. The responses are presented in

tables 21 and 22 below.

4.12.1. Student Attitudes Towar ds the Lessons and the

Teaching Activities.

Students were asked to indicate how they liked the three
II

lessons, namely "the arts".! Mozart Wolfgang" and "Likes and

Dis likes" (see Table Ql).

All the respondents had posi ti ve attitudes t'owards the

lessons on "Hozar-t 1/o1fgdnglland "Id.ke s and Dislikes "Nor-eover ,

the majority of the students wer-e also interested in the lesson"

"lbe Arts". ,similarly stuc ent s wer-easked to express how they

liked the lec.rnin~ activities used durinG the lessons: "learning

the Grru:nmarrules~ the repetition exercisefl the group Horkfl,

"the pair wor-k"and "the individual activities. r'!ost of the

students reported that they generally"liked the learning

activities used during the lessons. However, 7(29-Z6) students

said that they IIdisliked" the repetition exercises" and 8(33.3 %)
of them wer-e also "not sure' about the lithe individual work•

.~
=
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TABLE 22: STUDENT QUESTIONNAIRE: EVALUArrION OF THE TEACHING NATKRIALS IN TERMS OF DIFFICULTY.

DeEree of difficulty __ ~_ II_.
al J~~,--

~ ,~~ I--.~-~.

1 2 3 4 5 ,
C-Lessoh (

N. % N % N (11 N- % N ~'G .i ·1.)-- -'~ .,,... - . -4 ••• I ,- ,-

9. The arts 4 16.7 7 29.2 11 45.8 2 8.3 24 1
8.. the passages 5 20.8 9 37.5 10 41.7 24 1
b.the vocabulary 3 12.5 8 33.3 13 54.2 24 1

c.the grammar 4 16.7 14 5813 4 16.7 2 8.3 24 1

10. Mozart 10 41.7 14 58.3 24 "'i

8.. the passage 8 33.3 7 29.2 9 37.5 24 .l.

b.the vocabulary 9 37.5 12 50.0 3 12.5 24 1.c.the l'stening 10 41.7 7 29.2 7 29.2 24. ,.•..
d. the grammar •. 5 20.5 11 L+-5.8 8 33.3 24 1

11. Likes and 14 58.3 7 29.2 3 12.5 24 1dislikes.
a.the listening

dialc·gueS 9 37.5 8 33.33 7 29.2 24 1
b.the vocabularj 7 29.2 11 45.8 6 25.0 24 1
c.the grammar 3 12.5 8 33.3 6 25.0 5 20.8 24 1

oc.oc
00,00
"'~c 1 ~'-( ••';

,"\.i,',

·':;i
.r-;

)!,. ',)\.J

oo. O~~

"'~(' r- ,',
..;-t,.. <t~ \ _l~. )

O( ~-.V·J

')C;~r- () O

)('.,.00

00.00
)0.00

Key1= very difficult
2= difficult

5= very easy.3= Aver8.Ge
4= easy .../
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mainly focused on topics outside their field of study, it

hardly helped them to discuss about music subject matter.

On the other hand, they said that the new materials g~ve them .:

the chance to talk about music in English class. r·loreover,

all of them said that they liked the group and pair works

employed during the lessons. They reported that these

acti vi ties al.Lowed them to t al.k to one another in class.

Finally, they acknowledged that compared to the lessons on

"Nozar-t " and "Lik~ and Dislikes", "the Arts" was difficult.

4.13. Discussioa.

In this study, the existing English programmeof the

school was exanuned , the responses to questiormaires and

Lnte.rv.i.ewswere analysed. :::hequestionnaires and interviews

were more or less used as complementary instruments. On the

whole, the interview results mostly reaffirmed the results that

have been found through questiofriaires.

With regard to the existing English programmeit was found

that no study was conducted when the syllabus was designed. In

addi tion, there were not much correspondence be-tweenthe syllabus

of the school and the textbooks in use, both in terms of

objectives and in terms of contents. ·,,':'-:;:i.Ths1r, although

"listening" "vas the most important skill for the students, the

syllabus paid equal attention to all the four skills and the

..../

l
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textbooks highly emphasized reading. On top of that students "
were interested in topics related to the arts and culture
(see Table 14), the textbooks give more emphasis to topics
related to high school subjects 110reover as shown in Table 5,
the majority of the students already used the textbooks when
they were in high schools. In addition, as Nuru Mohammed
'I'ahi.r'(1992:60) comments ilEnE.' ~(En(ilishfor new Ethiopia)
books for grades 11 and 12 place greater emphasis on the lower
level thinking-comprehension skills tha.t\the higher leve:.l skms~l
He says that" •••the tw obooks concentrate far too much on lower
order factual questions, "Nazeng i,a Hekonnen (1982:86) also
argues that the learning activities included in the textbooks

• are suitable only for mechanical and knowledge behavior and
not for comm1.lllicativeactivities. Concerning the vocabulary
iterns included in the textbooks, f':ekonnenHund.ie (1984: 59)

says that "••• 5CJ;i belamg to worxi s not frequently used. 11

On the other hand, using questionnaires, interviews and
teachin~ materials we have ascertained: 1) what language skills
and language activities are most important for students in
the school as well as in their" wou.Id+be occupational areas", 2)
what langua3e activities are most importan~ for the students
in terms of some of the sUbjects they learn:3) what classroom
procedures and topics mostly appeal to their interests, and 4)
vvh af resources are available for teaching English in the school.

Conce~g language skills,- the study reveals that the
receptive skills, listening and reading are the most important

\~ t! .; /
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language needs for students for ~cademic as well as for
occupational purposes, follO\ved by Hritin~ and speaking.

Regarding student responses to Language activities,
although the order of frequency of the activities, to
some extent varied from one group to another, when the
responses are cross-checked in terms of the school subjects,
the differences are largely insignificant. In addition,
there are important similarities between teacher and student
responses in relation to the language activities. Furthermore,
the employers and employees also have similar opinions on most
of the language activities. Therefore, although the study
does not comprise a definitive taxonomy of lano~~e skills
and the exact nature of the subjedt upon which students use
these skills and language activities are not known, it is
important to develop a tentative congruent resultant skills
for each by selecting from llu...!":Jy's(1978) taxonomy of.
language skills (see the Taxonomy in Appendix 12}.

4.13.1. Reading.

The most important and/or trequent reading activities for
students course of studies are "reading instructions 11 ,

"reading textbooks and handouts ", "reading about composers and
composi tion II and "reading music analyses"~' On the other
hand, the most important readL~s activities in occupational
are as seem to be: "reading books and journals II, "reading music
analyses II and "reading articles and news papers ". All of these
activities are likely to be related to some sub-skills and
t;b.ey w8,J' involve detailed or extensive reading. Therefore,
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they seem to be pertinent to the following reading skills.

No Skill

17 Recognising the script of a language
19 Deducing the meaning and use of untamili~ lexical items
20 Understanding explic~ stated information
22 Understanding information in the text, ~t explicitly

stated
26 Understanding the communicative value (function) of

sentences and utterances
28 Understanding relations within the sentence.
30 Understanding relations between parts of a text through

lexical cohesion devices
32 Understanding relations between parts of a text through

grammatical cohesion devices
34 Interpreting the text by going outside it
37 Identifyins t>_eMain point or important infoI'I!1ationin

a piecs of discou~e
39 Distinguishing the main idea from supporting details.
40 Extracting salient points to summarise
41 Selective extraction of relevant points from a text
45 Skimming
4~ Sc~~~ing to locate specifically required information.

The numbers refer to the number of each skill in MunDy's
taxonomy
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In the school, instructions are usually read for exams,

assignments and for playing crusical instruments. Therefore,

"reading instructions I! involve mainly skills no, 22,34,4-4

and 45. On the other hand, "r-ead.ing textbooks and hangoutis";

!treading books and journals II and "reading articles and news

papers "could involve all the skills listed above. Moreover

"reading music anal.yses" and ,ureading about composers and

composa.taons" reading "books and journalsll
, and articles and

~~tl'/
newspapers generally include all the above skills,~number

19,22,26,32,34,41,45 and 46.

4.13.2. vlriting

The most important writing activities for students in

their music study are: ttwriting answers to exams"t "taking

notes from lectureslT• On the other he.nd, the most important

wri tiUg activities in occupational areas are: "taking notes

from books and journals", ::takin; notes from recordings II ,

", and "takang-ciotes from seminars and workshops". Generally,

in r-lunbyt s taxonomy of skills, the following comprise writing:

No Skill-
7 :Recognisins variation in stress in connected speeches

9 Recognising t" e use of stress in connected speedh

11 Underpta~dinc intonation patterns.

18 I'IaJiJ.ipulatingthe script of a language

21 Expressing information explici~

23 Expressing information implicitly



25 Expressing conceptual meaning
26 Expressing the communicative value (function) of

sentences and utterances
29 Expressing relations within the sentence
31 Expressing relations be~veen parts of a text through

lexical cohesion devices
32 Expressing relations between parts of a text through

grammatical cohesion devices
36 Using indicators in discourse
38 Indicating the main point of important information in

a piece of discourse .
39 Distinguishing the main idea from supporting details
4' Reducins the text through rejecting redun~or

irrelev2nt inforcation and items.
44 Basic reference skills
50 Pl.ann.ingand organising information.
52 Transcoding information (expressing equivalence of

meaning)

11ritins IIanswer-s to exams II may include" short answers II and/
or" longer ones'", \';hicheverthe 811S\verSmay be, they would
presume skills no, 19, 23, 31, 36 and 50. On the otheraand,
"tak~g notes from written sources as well as from spoken
ones mainly involve the following skills: skills no, 18, 23,
29, 31, 32, 38 and 50. Particular~ skills no 7,9 and 11
wou l.dbe pertinentto "takinG-notes from recordings II. Here it
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is important to note that all the activities m~ possibly
involve all the skills given above.

4.13.3. Listenin~.

The most important and the most frequent listening
activities for the students in field of studies are: II

"listening to instructionsll
, 1I1isteningto" tldiscussions"

and listening to "recordings II. Similarly, the most important
listening activities for the students in occupational settings
are: "listening to lectures on seminars and workshops n ,

fllistening to r-ecorddnga" and "aongs " !he follm·ling taxonomy of
skills are applicable to listening:

No Skills
3 Discriminatiijg sounds in connected speech
5 Discriminating stress patterns within worxfs

9 Recognizing the use of stress in connected speech
13 Understanding intonation patterns: iterpretin; attitudinal

meaninG through variations of tone orneuclear· shift
15 Interpreting attitudingl meaning
19 Deducing the meaning and use of unfamiliar lexical items
22 Understanding informati~nin- the text, not e).."P1icitly

stated
24 Understandip~ conceptual meaning
30 Understanding relations between parts of a text through

lexical cohesions devices
34. !nterpreting the text by going out side of it

• fit./



37. Identifying the maL~ point or important information in
a piece of discourse

39. Distinguishing the main idea from supportins details
40 fixtracting'salient points to sumrnarise
52 Transcoding information in speech to

diagrammic display
53 Recording information

The skills that are more applicable to listening to
"instructions and lectures" are no's 5,9,11,22,34, and 5~.
The skills which are likely to be more important than others
for listening to 1t4iscussions" are mainly skills no 3,5,9,15,22,
34,and 4O,listening skills no's 9,11,15,24,34,and 53 may be
involved in "listening to recordings".

"

The most importnnt and most frequent speaking activities
in the school are: "asking and answer-ing questions in class",
participation d.i.a'Logues11 and II appreciating music orally". The
most important speaking activities for the students in jobs
are: "participation in dialogues II and "singing songs"; The
fol1oWL.~g sub-skills from I-lunby'staxonomy relate to speaking.

No Skill

4 At'ticulating sounds in connected speech
8 f'lanipulatingvariation in stress in connected speedh

10 Hanipulating the use of stress in connected speech
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!!.2... Skill

1~ Producing intonation patterns: expressing attitudinal
meaning through variation of tone or nuclear shift

16 Expressing attitudinal meaning
21 Expressing information explicitly
23 Expressing information implicitly
27 Expressing the communicative value (function) of

sentences or utterances
31 Expressing relations between parts of a text through

lexical cbher.s i.on devices
38 Lndi.catring the main poirrt as importent infoI'Ill::ltionin

a piece of discorse
~7 Initiating in discourse
~9 Terminating the discourse
54. Relaying information

The skills that pertain to the acti,vities: 11 asking end
answering questions in classll are skillsNos.4,8,lO,14,16,21,
23,27,and 38f'r~1eactivities 9~ lI'articipatingin dd al.ogues"
and "appreciating music orally" wouLd involve skills Nos.
~,8,1~,16,21 and 38. For the activity of singing songs"
the skills Nos,l, ~,6,1~,and 36 are possibly important.

On the whoLe , the sub-skills that are considered most
important for the receptive and productive activities are
mostly oveI'!'lappinr;.H01;lever!pthey can be used either in
spoken or in written for~s, In addition they can be used
for aur8l-oral purposes.
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4.13.5. Students Learning Needs

It is unreasonable to state a once-and for-all learning
needs of students, for they are highLy subjective and vary
from time to time, and from person to person. But the
findings in tiis study, though tentative, reveal some
important areas of learning needs of the students of the
Yared Music School. Most of the results aim to answer the main
questions in Hutchinson and vlaters (1987) "A framework for
anal)sing learning needs".

In the framework the first question is "why are the
learners taking the course?" 'lliestu.dents take the course
in order to succeed in their music profession. The second
question is "EO\v' do the learners Learn?" The students who
join the Yared t:lusicSchool are those who have sucessfull.t
completed Grade 10. However, the findings reveal th~t the
majori~J of the students have completed grade 12. Thus, their
educational background, on the whole, is generally of Ethiopian
hig~ school level where En3lish is usualLy taught using
traditional approaches. However, the results of teaching
sample materials by using techniques such as group work, pair
work, ~tc sncv, that students have positive attitudes towards-
these techniques. Moreover, students like topics related to
the arts (literature, painting and music) and culture (tradition
and customs).

•.. 1



The third question is 'tWhat resourses are available "? In
the interview vdth the school director it is suggested that the
school provides students with textbooks, handouts, teaching aid
for listening and also has other financial sources available
for the English programme.

On the who'l,e , the teaching situation is conduczive er..:cept
<-

for the interference of music sounds from outside. In addition,
the number oi students in each class is fairly small to employ
different techniques. However, the time allOtte-d _ to the
teaching of English, 30 minmtes, is very short to finish daily
lessons on time.



OH.AP!ER fiB

CONCLUSION AND REOOMMENDATIOB

5.1 Conclusion
As has already been stated, the purpose of this study

was to establish criteria tor designing an appropriate
Englisb course tor the YanjlMusic Scbool. To achieve this
endt" questionnaires, interviews and teaching materials we~
used. With the help of these instruments we have attempted
to dig out the !Ilajortactors that would determine the
appropriateness of an English programme tor the Yard Music
School in relation to the needs ot students and the major
drawbacks in the existing English course of the school.

With regard to the communicative needs of the students,
the results uncover the following. The most important macro-
skills for academic purposes are listening and reading, accordin3
to teachers. Similarly, these skills are the most freque*tly
used skills by students in their course of studies. In

I

add I.tion, the most important and frequent activities also
involve these skills. 'J.' he most frequent".:'2'eadingactivities
are: reading instructions; textbooks, handouts, compose~s
biographies, other non-text books and journals. The most
important listening activities involve understanding inst~
uctions, discussions->songs and recordingSc Writing is the
third important and frequently used skill according to both
teachers and students. It is mainly needed for answering

and
examinations, assignments including papers/taking notes in
class. bpeaking, the least important skill, is mainly needed
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for asking and answering cuestions in cla.ss. These language
activities are also frequently perlormed by students in'learning
subjects: Major instuuments, Theory of music, Solff ggio,
History of Music, Ethiopian Folklore, and Music Teacher
Education. Of these subjects, however the language activities
are relatively less frequent especially in Major instruments,
Theory of Music and Sloffiggio Classes.

The most important skills in occupational contexts are
also reading and listening. Moreover, the most important
language activities in this case, are also related to
receptive skills. In occupational areas the most frequent
reading activities are reading books, articles newspapa!s and
music analyses. The most important listening activities are

to
listening to lecuunE on seminars andIrecordinis. However,
writing and speaking are the least important skills in
occupational settings. ·.iritingis needed for taking notes

a~d for sin~i ~ son~s.
and speaking is for participation in dialogues1'/ Generally,
the most important language activities both for academic and
occupational purposes were tentatively, categorized under
Munby's sub-skills that comprise them.

The results with regard to the learning needs of the
students reveal that although students come from Ethiopian
high schools where traditional approaches are largely
practised in the teaching of English, they ~ow postive
attitudes towards modern techniques which involve pairwork,
group work and interactive tasks. In addition, they have
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Positive attitudes towards topies related to their professio~
the arts and culture, soc:iOl.ogyand religion. Concerning the
school teaching facilities, it is found that within its
financial limits the school can afford textbooks, references and
other materials, as well as financial aid in support of the
English programme.

Regarding the existing English programme the findings indicate
that the course was largely organized without a sound ground
about the needs of students. Firstly, although the receptive
skills, listening and. reading, are the most important skills
for the students, in the school syllabus equal emphasis is
given to all the four skills. Secondly, there are less
significant relationships between the English syllabus of the
school and the textbgpks in use both in terms of objectives
as well as in terms/contents. In the textbooks more emphasis
is given to reading comprehension and gr-ammar-rather than to
listening)speaking and writing. In addition the findings
indicate that there is less correspondence between the
contents of the textbooks and the needs of the students.
First/in the textbooks more emphasis is given topics relatedto
to high school subjects rather than/the arts. Secondly, they
pay less- attention to listening. Third, they con;;ssistlittle"---"
or no exercises that allow students to work in pairs, groups, etc.
Finally, most of the students have already used these
textbooks when they were in high schools.

To sum up, from this study we can conclude the following imp-
ortant points. Firstly, concerning the *xisting English programme

....,.1
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of the school,to a large measure neither the syllabus nor the
textbooks exactly correspond with the needs of students.
Second, there are no fundamental variations in the needs of
students at the three academic levels. Thirdly, all the language
skills and activities that are regarded as important by
teachers and frequently used by students, in general, can be
considered to be' common' communication needs for study purposes.
Fourthly, the language skills and. language activities that
are taken as important both by employers and graduate employees
can be considered as important language needs tor students for
occupational purposes. Five/the language skills and activities
that are considred important for courses of study and for
occupational ?urposes can be taken as important needs for
students in their porfessional lives. Finall~tudents have
positive attitude. towards modern interactive classroom teaching!
learning arraggements.

5.2 Recommendation

On the basis of this study t \1emay make the following
recommendation as prelimin~ criteria for designing an
appropriate English course for th~ared Music .school:

1. The existing course of the school should be revised and it
should consider the similarities in the communication needs
of the students for both ~cademic and occupational purposes
indentifie. above.

2. In the course more emphasis should be given to listening and
note-taking skills as well as to reading especially reading
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textbooks, handouts and instructions. \'iritingand. speaking
skills should not be neglected, especially writing answers
to examination and. the skills of asking and/or answering
questions in class.

3. The course should be d.esigned in a progressive manner
from lower to the higher levels with a slight emphasis on

and th
listening for 2Ddand 3rdyear/reading for 4 year students.

4. The course should be desi@led in such a way that students
work in pairs" and in groups. It should also take into
account the available teaching facilities in the school.

5. The content topics of the course should emphasize the
art s and cul,ture .

..•.j I, ..·
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Appendix. 1

students Responses in General

1. STUDENT QUESTIONNAIRE FREQUENCY
OF MARCRO - SKILLS IN GENERAL

Frequency of Pqformance Total
MACRO - 1 2 3 4 5
SKILLS

Count % Count % Count % Count % Count % Count \

Listening 2 3.1 8 12.3 22 33.8 18 27.7 15 23.1 65 100.0
Speaking 13 20.0 27 41.5 16 24.6 8 12.3 1 1.5 65 99.9
Reading 3 4.6 14 21.5 21 32.3 20 30.8 7 10.8 65 99.9
Writing 9 14 21.5 24 36.9 13 20.0 6 9.2 65 100.0

FREQUENCY Key
1= R~ely = 0-15% of the time
2= Some times = 16-35\ of the time
3= Frequently = 36-65% of the time
4= Generally = 66-85% of the time
5= almost alway = 86-100% of the time

2. STUDENT QUESTIONNARE: FREQUENCY
OF LANGUAGE ACTIVITIES
IN GENERAL

LANGUAGE Frequency of Pt~formance Total
ACTIVITIES

1 2 3 4 5
TReading

Activities Count % Count % Count % Count % Count % Count %

1. Textbooks and
handouts 14 21.5 24 36.9 19 29.2 8 12.3 65 99.9

2. Other books
and Journals 17 26.2 22 33.8 13 20.0 7 10.8 6 9.2 65 100.0

3. Instructions 4 &.2 17 26.2 25 38.5 12 18.5 7 10.8 65 100.2
4. Music analyses 15 23.1 23 35.4 14 21.5 9 13.8 4 6.2 65 100.0
5. About composers

and composition 10 15.4 17 26.2 18 27.7 12 18.5 8 12.3 65 100.0

II Writing
Activities

6. Notes from
lectures 2 3.1 17 23.1 26 40.0 11 16.9 11 16.9 65 100.0
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lbrle ~: (Continued)

Frequency of PfVformance Total
1 2 3 4 5

Count % Count % Count % Count % Count % Count %

,. Notes from
recording 26 40.0 17 26.2 9 13.8 8 12.3 5 7.7 65 100.0

I. Notes from
books and
Journals 20 30.8 15 23.1 17 26.2 8 12.3 5 7.7 65 100.0

I. Ansuse6f!t0
exams 9 13.8 13 20.0 15 23.1 17 26.2 11 16.9 65 100.0

I. Music
analyses 12 18.5 28 43.1 15 23.1 6 9.2 4 6.2 65 100.0
About comp-
res/coposi-
tions 8 12.3 29 44.6 13 20.0 10 15.4 5 7.7 65 100.0

:1 Listening
Activities

I Instructions 8 12.3 43 66.2 14 21.5 65 100.0..
I. recordings 18 27.7 19 29.2 13 20.0 12 18.5 3 4.6 65 100.0
1• Discussions 27 41.5 26 40.0 9 13.8 3 4.6 65 99.9
•• Songs 9 13.8 29 44.6 17 26.2 7 10.8 3 4.6 65 100.0

7 Speaking
Actqities

i, As answer
questions 4 6.2 18 27.7 21 32.3 17 26.2 5 7.7 65 100.1,. Dialogues 11 16.9 30 46.2 15 23.1 7 10.8 2 3.1 65 100.1

). Music
appreciations 18 27.7 23 35.4 8 12.3 10 15.4 6 9.2 65 100.0~.Singing songs 12 18.5 14 21.5 25 38.5 3 4.6 11 16.9 65 100.0



~. STUDENT QUESTIONNARIRE: FREQUEMCY
)F LANGUAGE ACTIVITIES IN
~ERMS OF MAJOR INSTRUMENTS

"

-.ANGUAGE Frequency of P."...tormance Total
~CTIVITIES

1 2 3 4 5

leading
\ctivities Count \ Count \ Count \ Count \ Count \ Count \

L • Textbooks and
handouts 27 41.5 16 24.6 7 10.8 8 12.3 7 10.8 65 100.0

!• Other books
and Journals 31 47.7 20 30.8 5 7.8 6 9.2 3 4.6 65 100.1

~. Instructions 22 33.8 12 18.5 10 15.4 10 15.4 11 16.9 65 100.0
l. Music analyses 24 36.9 1~ 24.6 11 16.9 9 13.8 5 7.7 65 99.9
) . About composers

composition 36 55.4 17 26.2 4 6.2 5 7.7 3 4.6 65 100.1

r r Writing
Activities

6. Notes from
lectures 42 64.6 6 9.2 10 15.4 1 3.1 5 7.7 65 100.0

7. Notes from 40 61.5 14 21.5 6 9.2 2 3.1 3 4.6 65 99.9
recording

8. Notes from
books/
Journals 29 44.6 21 32.3 6 9.2 3 4.6 6 9.2 65 99.9

9. Answ~Vs to
exams 34 52.3 12 18.5 6 9.2 7 10.8 6 9.2 65 100.0

10. Music analyses 32 49.2 18 27.7 7 10.8 4 6.2 4 6.2 65 100.1
11. About comp-

res/coposi-
tions 30 46.2 21 32.3 7 10.8 3 4.6 4 6.2 65 100.1

III Listening
Activities

12. Instructions 27 41.5 12 18.5 7 10.8 7 10.8 12 18.5 65 100.1
13. Recordings 32 49.2 14 21.5 6 9.2 7 10.8 6 9.2 65 99.9
14. Discussions 29 44.6 11 16.9 6 9.2 11 16.9 8 12.3 65 99.9
15. Songs 33 50.8 12 18.5 6 9.2 8 12.3 6 9.2 65 100.0
IV Speaking

Activities
16. ASk/answer

questions 28 43.1 14 21.5 7 10.8 10 15.4 6 9.2 65 100.0
17. Dialogues 36 55.4 8 12.3 15 23.1 3 4.6 3 4.6 65 100.0
18. Music

appreciations 27 41.5 14 21.5 12 18.5 11 16.9 1 1.5 65 99.0

19. Singing songs 31 47.7 15 23.1 5 7.7 9 LL8 5 7.7 65 100.0
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· STUDENT QUESTIONNARE
lEQUENCY OF ON LANGUAGE ACTIBITIES
~ TERMS OF THEORY OF MUSIC ""\

\NGUAGE .Frequency of P'l!formance Total
~TIVITIES

1 2 3 4 5
ead i.nq
::tivities Count % Count % Count % Count % Count % Count %

· Textbooks and
handouts 20 30.8 16 24.6 13 20.0 16 24.6 65 100.0

· Other books
and Journals 12 18.5 24 36.9 20 30.8 7 10.8 2 3.1 65 100.1

· Instructions 17 26.2 10 15.4 16 24.6 14 21.5 8 12.3 65 100.0
· Music analyses 14 21.5 18 27.7 20 30.8 10 15.4 3 4.6 65 100.0
· About composers

and composition 22 33.8 22 33.8 17 26.2 2 3.1 2 3.1 65 100.0
[ Writing

Activities
). Notes from

lectures 12 18.5 18 27.7 14 21.5 12 18.5 9 13.8 65 100.0
7. Notes from

recording 31 44.7 17 26.2 7 10.8 6 9.2 4 6.2 65 100.0
J. Notes from

books/
Journals 5 7.7 19 29.2 21 32.3 11 16.9 9 13.8 65 99.9

} . Answres to
exams 6 9.2 18 27.7 16 27.7 15 23.1 6 12.3 65 100.0

). Music analyses 15 23.1 24 36.9 13 20.0 10 15.4 3 4.6 65 100.0
L. About comp-

res/coposi-
tions 26 40.0 21 32.3 9 13.8 6 9.2 3 4.6 65 99.9

[I Listening
Activities

2. Instructions 9 13.8 22 33.8 10 15.4 17 26.2 7 10.8 65 100.0
3. Recordings 32 49.2 11 16.9 16 24.6 4 6.2 2 3.1 65 100.0
I. Discussions 11 16.9 24 36.9 2 3.1 15 23.1 13 20.0 65 100.0
5. Songs 10 15.4 30 46.2 12 18.5 6 12.3 5 7.7 65 100.1
'tl Speaking

Activities
6. ASk/answer

questions 20 30.6 12 16.5 14 21.5 6 12.3 11 16.9 65 100.0
7. Dialogues 23 35.4 19 29".2 16 24.6 5 7.7 2 3.1 65 100.0
6. Music

appreciations 25 38.5 12 16.5 15 23.1 12 16.5 1 1.5 65 100.1
9. Singing songs 21 32.2 18 27.7 14 21.5 8 12.3 4 6.2 65 100.0
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s. STUDENT QUESTIONNAIRE: FREQUENCY
)F LANGUAGE ACTIVITIES IN
rERMS OF SOLFE GGIO

Frequency of P~l!formance Total
0-15% of 16-35%of 36-65% of 66-85% of 86-100% of
the time the time the time the time the time

teading
~ctivities Count % count~. Count \ Count \ Count \ Count \

Textbooks and
handouts 21 32.3 18 27.7 9 13.8 12 18.5 5 7.8 65 100.1

I Other books..
and Journals 30 46.2 17 '26.2 12 18.5 6 9.2 65 100.1

~. Instructions 22 33.8 14 21.5 13 20.0 8 12.3 8 12.3 65 99.9
~. Music analyses 19 29.2 20· 30.8 15 23.1 11 16.9 65 100.0
I. About composers

composition 22 33.8 23 35.4 16 24.6 4 6.2 65 100.0

:1 Writing
Activities

6. Notes from
lectures 23 35.4 19 29.2 11 16.9 6 9.2 6 9.2 65 99.9

7. Notes from
recording 35 53.8 16 24.6 8 12.3 3 4.6 3 4.6 65 99.9

8. Notes from
books/
Journals 34 52.3 16 24.6 8 12.3 3 4.6 4 6.2 65 100.0

9. Answtts to
exams 31 47.7 14 21.5 7 10.8 6 9.2 7 10.8 65 100.0

.0. Music analyses 34 52.3 12 18.5 12 18.5 6 9.2 1 1.5 65 100.0
L1. About comp-

res/coposi-
tions 40 61.5 17 26.2 7 10.8 1 1.5 65 100.1

[II Listening
Activities

L2. Instructions 20 30.8 22 33.8 3 4.6 14 21.5 6 9.2 65 99.9
L3. Recordings 33 50.8 13 20.0 12 18.5 7 10.8 65 100.1
L4. Discussions 24 36.9 19 29.2 11 16.9 11 16.9 65 99.9
L5. Songs 19 29.2 28 43.1 9 13.8 4 6.2 5 7.8 65 TOO.1
tv Speaking

Activities
l6. Ask/answer

questions 26 40.0 18 27.7 3 4.6 14 21.5 4 6.2 65 100.0
l7. Dialogues 28 43.1 19 29.2 11 16.9 7 10.8 65 100.0
L8. Music

appreciations 23 35.4 19 29.2 12 18.5 8 12.3 3 4.6 65 100.0
L9. Singing songs 8 12.3 26 40.0 12 18.5 7 10.8 12 18.5 65 100.1
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'. STUDENT QUESTIONNAIRE:
'REQUENCY OF LANGUAGE ACTIVITIES IN
'ERMS OF HISTORY OF MUSIC

of pejd'o~Jnce.ANGUAGE Frequency Total
ICTIVITIES 1 2 3 4 5

leading
~ctivities Count , Count % Count % Count , Count % Count %
.. Textbooks and

handouts 2 3.1 1 1.5 15 23.1 26 40.0 21 32.3 65 100.0, Other books..
and Journals 7 10.8 16 24.6 24 36.9 12 18.5 6 9.2 65 100.0

, Instructions 13 20.0 12 18.5 12 18.5 14 21.5 14 21.5 65 100.0'.~.Music analyses 18 27.7 5 7.7 15 23.1 18 27.7 9 13.8 65 100.0
'. About composers

composition 8 12.3 8 12.3 6 9.2 24 36.9 19 29.2 65 99.9
:1 Writing

Activities
6. Notes from

lectures 11 16.9 3 4.6 26 40.0 10 15.4 15 23.1 65 100.0
7. Notes from

recording 26 40.0 10 15.4 17 26.2 11 16.9 1 1.5 65 100.0
8. Notes from

books/
Journals 6 9.2 9 13.8 24 36.9 14 21.5 12 18.5 65 99.9

9. Answ~¥s to
exams 3 4.6 12 18.5 17 26.2 22 33.8 11 16.9 65 100.0

.o , Music a~alyses 27 41.5 11 16.9 9 13.8 6 9.2 12 18.5 65 99.9
L1. About comp-

res/coposi-
tions 12 18.5 2 3.1 11 16.9 24 36.9 16 24.6 65 100.0

(II Listening
Activities

L2. Instructions 6 9.2 5 7.7 15 23.1 28 43.1 11 16.9 65 100.0
l3. Recordings 19 29.2 15 23.1 12 18.5 17 26.2 2 3.1 65 100.1
L4. Discussions 8 12.3 2 3.1 21 32.3 29 44.6 5 7.7 65 100.0
l5. Songs 29 44.6 11 16.9 10 15.4 15 23.1 65 100.0

,[V Speaking
Activities

16. Ask/answer
questions 8 12.3 11 16.9 19 29.2 22 33.8 5 7.7 65 99.9

17. Dialogues 25 38.4 20 30.8 9 13.8 10 15.4 1 1.5 65 99.9
18. Music

appreciations 35 53.8 9 13.8 11 16.0 10 15.4 65 99.9
19. Singing songs 43 66.2 6 9.2 10 15.4 6 9.2 65 100.0
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· STUDENT QUESTIONNAIRE:
'REQUENCY LANGUAGE ACTIVITIES IN TERMS
IF ETHIOPIAN FOLKLOJE

ANGUAGE Frequency of pefdormance Total
,CTIVITIES 1 2 3 4 5 6

.ead i.nq
,ctivities Count , Count , Count , Count \ Count , Count ,

· Textbooks and
handouts 2 4.4 6 13.3 21 46.7 16 35.6 45 100.0

· Other books
and Journals 6 13.3 10 22.2 11 24.4 8 17.8 10 22.2 45 99.0

· Instructions 17 37.8 10 22.2 10 11.11 8 17.8 45 100.0
· Music analyses 10 22.2 13 28.9 12 26.7 10 22.2 45 100.0
· About composers

composition 4 8.9 11 24.4 15 33.33 13 28.9 2 4.4 45 99.9
I Writing

Activities
6. Notes from

lectures 19 42.2 16 35.6 10 22.2 45 100.0
7. Notes from

recording 16 35.6 11 24.4 15 33.3 13 28.9 2 4.4 45 100.0
8. Notes from -

books/
Journals 6 13.3 20 44.4 10 22.2 9 20.0 45 99.9

9. Answe~ to
exams 3 6.7 9 20.0 19 42.2 14 31.1 45 100.0

O. Music analyses 9 20.0 12 26.7 6 13.3 14 31.1 4 8.9 45 100.0
1. About comp-

res/coposi-
tions 8 17.8 13 28.9 18 40.0 4 8.9 2 4.4 45 100.0

II Listening
Activities

2. Instructions 3 6.7 13 28.9 18 40.0 11 24.4 45 100.0
3. Recordings 15 33.3 5 11.1 8 17.8 17 37.8 45 100.0
4. Discussions 2 4.4 8 17.8 9 20.0 26 57.8 45 100.0
5. Songs 20 44.4 13 28.9 3 6.7 6 13.3 3 6.7 45.100.0
V Speaking

Activities
6. AskLanswer

questions 2 4.4 7 15.6 14 31.1 18 40.0 4 8.9 45 100.0
7. Dialogues 16 35.6 14 31.1 5 11.1 8 17.8 2 4.4 45 100.0
8. Music

appreciations 24 53.3 7 15.6 12 26.7 2 4.4 45 100.0
9. Singing songs 30 66.7 7 15.6 6 13.3 2 4.4 45 100.0
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· STUDENT QUESTIONNAIRE:
REQUENCY OF LANGUAGE ACTIVITIES
N TERMS OF MUSIC TEACHER
DUCATION.

FANGUAGE Frequency of Pe~formance
CTIVITIES 1 2! 3 4 5 Total

eading
ctivities Count % Count % Count % Count % Count % Count %

· Textbooks and
handouts 2 4.4 "",4 8.9 22 48.9 17 37.8 45 100.0

· Other books ../,
and Journals 1 2.2 8 17.8' 20 44.4 4 8.9 12 26.7 45 99.9

· Instructions 8 17.8 15 33.3 6 13.3 4 8.9 12 26.7 45 100.0
· Music analyses 18 40.0- 6 13.3 13 28.9 8 17.8 45 100.0
• About composers

composition 5 11.1 21 46.7 11 24.4 8 17.8 45 100.0
I Writing

Activities
6. Notes from

lectures 2 4.4 16 35.6 9 20.0 18 40.0 45 100.0
7. Notes from \

recording 20 44.4 6 13.3 6 13.3 11 24.4 2 4.4 45 100.0
8. Notes from

books/
Jj>urnals 4 8.9 25 55.6 8 17.8 8 17.8 45 100.1

9. Answf¥s to
exams 9 20.0 20 44.4 16 35.6 45 100.0o. Music analyses 22 48.9 2 4.4 11 24.4 6 13.3 4 8.9 45 99.9

1. About comp-
res/coposi-
tions 4 8.9 27 60.0 6 13.3 4 8.9 4 8.9 45 100.0

II Listening
Activities

2. Instructions 2 4.4 6 13.3 23 51.1 14 31.1 45 99.9
3. Recordings 8 17.8 16 35.6 7 15.6 10 22.2 4 8.9 45 100.1
.4. Discussions 2 4.4 12 26.7 22 48.9 9 20.0 45 100.0
.5. Songs 14 31.1 15 33.3 6 13.3 6 13.3 4 8.9 45 99.0
V Speaking

Activities
.6. Ask/answer

questions 4 8.9 15 33.3 22 48.9 4 8.9 45 100.0
.7. Dialogues 18 40.0 2 4.4 14 31.1 11 24.4 45 99.9
.8. Music

appreciations 19 42.2 4 8.9 9 20.0 9 20.0 4 8.9 45 100.0
.9. Singing songs 20 44.4 14 31.1 7 15.6 4 8.9 45 100.0



9. BrUDBRT QUESTIONNAIRE
ATTITUDES TOWARDS TOPICS

Rank 1 2 3 4 5 6 7 8 9 10 Total
Topics N % N % N \ N \ N \ N \ N \ N % N \ N \ \

Bcona.ic (income.
food. etc 4 6.2 6 9.2 6 9.2 4 6.2 4 6.2 21 32.2 20 30.8 1 1.5 65 100.1
~ure (tradition.
custoas) 7 10.8 20 30.8 14 21.5 10 15.4 5 7.7 3 4.6 4 6.2 2 3.1 65 100.1
Sciences (physics.

I biology mathematics 9 13.8 4 6.2 6 9.2 10 15.6 18 27.7 6 9.2 11 16.9 1 1.5 65 99.1
Psyschology (beha-

tI\ viors, emotions) 6 9.2 2 3.1 2 3.1 5 7.7 16 24.6 16 24.6 10 15.4 5 7.7 3 4.6 65 100.0
r<\ Religion (christa-
or nity, islam) 3 4.6 10 15.4 15 23.1 14 21.5 13 20.0 3 4.6 2 3.1 1 1.5 2 3.1 2 3.1 65 100.0

Arts C~ntings.
II music, lite) 36 55.4 8 12.3 8 12.3 1 1.5 6 9.2 3 4.6 1 1.5 2 3.1 65 100.1

Politics (Ethiop-
ian, African) 2 3.1 1 1.5 2 3.1 2 3.1 2 3.1 56 86.2 65 100.1
Health, medicine.
first aid) 2 3.1 9 13.8 2 3.1 7 108 5 7.7 9 13.8 17 26.2 13 20.0 1 1.5 65 100.1
Sports (footboll.
tennis) 4 6.2. 6 9.2 10 15.4 3 4.6 13 20.0 14 21.5 6 9.2 7 10.8 2 3.1 65 100.0
Socilogy (aaarraige
love. J 7 10.8 16 24.6 4 6.2 13 20.0 1 1.1 9 13.8 3 4.6 6 9.2 4 6.2 2 3.1 65 100.0



APPENDIX 2(A)

Teachers' Questionnaire (Original)

The purpose of this questionnaire is to collect some
background information for developing criteria for
designing an appropriate English course for the Yared
Music School. There are no right or wrong answers to the
questionnaire. We just want to know what you feel about
your students' English language proficiencies in
comparison with the linguistic level required of them to
learn your subject(s) effectively. However, the value of
this questionnaire directly depends upon your genuine
responses to each item. Therefore, please answer them as
truthfully as you can. Your answers will not affect you
or your school in any way.

A. Please, provide the following information about yourself
in the spaces given below. (usse a tick (v)

Nationality> an Ethiopian _ a foriegner

Qualifications:

Subject (s) you teach (not traditional instruments,

Amharic or church music) Major Both

Minor Collective courses

Service (in years)

B. Instruction In completing this
provided with a five-point scale.
about each item by putting a tick
the corresponding scale.

questionnaire, you are
Indicate what you feel

(~) in accordance with

- -- '. -.. .:...

--._- -

.;
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Decide how important is each of the four language skills
for your students to learn your subject (s)

How important are they for your stu~.dents
The language skill Definitely Not

not important
very

important

Not Important Definite11
sure very

important

A) Listening

b) Speaking

c) Reading

d) Writing

In a similar manner show how important are the
followingactivities for the students in learning
your subject(s)

How important are they for your st~. dents :

Activities Definitely
not
very
important

Not Not Important
important sure

Definitely
very

important

1. Reading Activities
Reading
1. textbook

2. handouts

3. other related
books

4. Journals, manuals
and articles

5. Poems and songs
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Activities
How important are they for your stu.dents :

Definitely Not Not Important Definitel~
not important sure very
very
important important

6. Instructions for
assignments,
exams and explan-
ations on how to
play instruments

II. Writing Activities
writing:

7. notes from lectures

8. notes from books

9. notes from recorded
materials

10. short answers
to exams and
assignments

11. Reports on
music studies

12. music pieces
and how to
play in
struments

13. songs

14. poems

III. Listening
activities
understanding

15. lectures

16. class discuss-
ions
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Activities
How important are they for your

Definitely Not Not Important
not important sure
very
important

stu dents'
De f in it e l '
very

17. questions

important

18. answers

19. instructions

20. recorded
materials

.11 k'21. songs-spea lng
activities

22. asking questions

23. answering questions

24. presenting
reports
orally in
class

25. discussing
issues in
class.

26. singing
songs.

27. explaining
music
compositions

28. participating
ln dialogues



APPENDIX 2{B)

Teacher's Questionnaire (Revised)

The purpose of this questionnaire is to collect some
background information for establishing criteria for
designing an appropriate English course for the Yared
Music School.
There a~e no right or wrong ar.swers to the questionnaire.
We just want to know what English language abilities you
consider important £or the students in order to learn
your subject effectively. However, the value of this
questionnaire directly depends upon your genuine responses
to each item.
Therefore, please answer them as truthfully as you can.
Your answers will not affect you or your school in any way.
A. Please, provide the following information about your

self in the spaces given below by putting ticks (~)
1/ Nationality: Ethiopia foriegner
2/ Qualification: Diploma, BA _

~A other _
3/ Services in years: 1 to 5, 6 to 10 _

10+

B. Instruction: In completing this questionnaire, you are
given a five-point scale. Indicate what you feel about
each item by putting a tick (~) in accordance with
the corresponding scale.

T. Decide how important is each of the four language skills
( listening, speaking, redoing and writins: for ypur
students to learn your subject.

Skill
:.:!1,-=Oc..:.W=---.;l::,:· mc:.:,.poo:.....::o.=r--=t:...:a::.:!"~,t"'-.-=a.=r...::e:...-t::,:h=e...•.y--=f:..;:o:...:r=----y.o....:;.o.;::u:.=r--=s::..;t;::..:u=-··.j ents ?

Definitely Not Not Important Definitely
not important sure very
very
important important

Listening

Speaking

Reading

Writing
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II. In a similar manner show how important are the following

activities for the students in learning your subject.

Ac tivi tie S·
I.Reading

activities

How important are they for your st~_ dents ?
Defi~ite17 ~ot Not Important Definitel:
not important sure very
very
importar:t important

Reading:

a) text book
and handouts

b) other related
books and
journals

c) instructions
for instrument
practice, for
assignments
and for exams

d) music
analyses

e) about
composers
and
compositions

II. writing
activities
Writing:

a) Notes from
lectures
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Activitie~ How important are they for your stu dents ?
Definitely Not Not Important Definitely
not important sure very
very
important important

I

b) Notes from
recordings

b) Notes from
books and
Journals

d) Answers to
exams

e) Music
analyses

f) about
composers
and
compositions

III. Listening
Activities
listening
to:

a) instructions

b) recordings

c) discussions

d) songs
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De f i n i t e Ly
:-lot
very
importa:-lt

Not
i;npor:ant

they
Not
sure

for your students?
Important Definitely

very
Activities

important

IV. Speaking
Activities

a) Asking and
answering
questions

b) Participanting
in dealogues

c) Presenting
music
appriciations
orally

----------------------

d) singing Songs
----_.---------_._-----------



APPENDIX 3 (A)

Student's Questionnaire

The purpose of this questionnaire is to collect some
background information for developing criteria for
designing an appropriate English course for the
Yared Music School. This is not an examination.
We just want to know what English language abilities
you need in order to learn music subjects adequately
and, in language classroom, what type of teaching-
learning processes are interesting to you.

Thus there are no right or wrong answers. However,the
value of this questionnaire directly relys upon your
genuine responses to each item. rherefore, please answer
them as truthfully as you can.

A. Please provide the following information about yourself
in the space give~.

Sex: )Use a tick (t../)

,a.ge

first language

Academic level when you joined the school

Name of your secondary school

Are you in year I, II, III or IV? Year I
year II Year III Year

IV _

Major

Minor

Instruction: In answering the following questions you
are provided with a five point scale.
Indicate by putting a tick (,-,)
whether you rarely, sometimes, frequently,
generally or almost always do, need or f~el
as each statement suggests: To guide you in
answering the questionnaire, the items are
scaled In the following percentages.
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BARELY = for 0 to ::'5 percent of the time
SOMETIMES = frem 16 to 35 percent of the time
FREQUENTLY = from 36 to 65 percent of the time
GENERALLY = from 66 to 85 percent of the time
ALMOST ALWAYS = From 86 to 100 percent of the time

B. Please rank how often you make use of each English
language skill in learning music subjects.

How often you use them ?

Rarely Sometimes frequently e~nerallY Almost
always

Listening
Speaking
Reading
Writing

C. Indicate hew o~te~ you are required to do any of the
following activities in E~glish for learning musi~_ subjects.
Remember, you are required to use the scale given above.
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Activities
How often you use them ?

eRarely Sometimes frequently qnerally Almost
always

1. Reading
activities
Reading:

1. textbooks
2. handouts
3. other

related
books

4. articles,
journals and
manuals

5. instructions
for music study,
for playing
instruments
and for exams.

6. Poem and songs.

II. Writing
activities
writing:

7. notes from
lectures

8. notes fror:1
books
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How often you use them ?

Activities Rarely Sometimes frequently Generally Almost
always

9. notes from
recorded
materials

10. short answers
to exams and
assignments

11. reports on
music studies,

12. songs

music pieces
15. poems

I~::. Listening
Activities
ties
understanding

lectures
~7. class discussio~s
10_v. questions
19. answers
20. recorded

materials
21. songs,
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How ofter. you use them ?

Reading activities
Cont .

Rarely Sometimes frequently Generally Almos·
always

IV. Speaking
Activities

22. asking
questions in
class.

23. answering
questions

24. presenting
reports
orally in
class

25. discussing
issues in
class

26. singing somgs
27. explaining

compositions.

28. participation
in dialogues

D. read each item below, dec~de how much you like each type of
language learning activity. Indicate how much you like or
dislike each kind of activity by putting a tick (~)
according to the following scale:
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DISLIKE VERY MUCH = from a to 15 percent
DISLIKE = from 16 to 35 percent
NOT SURE = from 35 to 65 percent
LIKE = from 66 to 85 percent
LIKE VERY MUCH = fro:n85 to 100 percent

How much you like them ?
a. Learning

activities
--~--~--------~--------------------~keDislike Dislike Not sure like ,very

very much much

1. Learning
languages
through
memorizatiM or
grammar rules

2. Learning
languages
through
repetition

3. Learning
languages
through
performing
tasks.

4. Learning
languages
through
silent
observation of
situation of
the classroom
processes
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How much you like them ?
Learning
activities

----~~~--------~~~----~~~----------~~ /~~ ..Dislike Dislike Not sure like very
very much much

5. Learning
languages
by participating
in problem
solving
altivities in
class

B. Type of
grouping
you like in
language
classroom:

6. Practising with
the whole class

7. Practising in
small groups

8. Practising in
pairs

9. Practising
alone

E. The following top:cs a~e selected to be included in your new
English course. Pa~k ~hem according to your interests.
Start the ranking by (~) as your ~ost favourite topic and
(10) your least favourite one. Use the space provided in
front of each topic.

Economic (i.e food, lncome, agricultue, industry etc)

CultLf (i.e beliefs, traditions, customs, etc.)

Sciences) physics, biology, ma t hsr ..·,·.



Psychology (i.e topics related to behaviors, etc.)

Religion

The arts (i.e drawings, music, literature, drama, etc.

Politics (national, continental, international etc.)

Health (madicine, nursing, hygene, etc.)

Sport (football, basketball, teis, etc.)

Sociology (Population growth, marriage, etc.)
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APPENDIX 3 (3)

d Q 0 0 0 ()IlVol>~)Stu entsuest~onna~re\~~

The purpose of this questionnaire is to col: 3ct some
background information for developing a frar.3work for
designing an appropriate English course for :he Yared
Music School. This is not an examination. ~e just
want to know what English language abilitieE you need
in order to learn music subjects a adequatell and, in
English classroom, what type of teaching-le2~ning
processes are interesting to you. Thus, thE~e are no
right or wrong answers. However, the value )f this
questionnaire directly relys upon your genu:1e responses
to each item. Therefore, please answer ther. as truthfully
as you can.
A. Please provide the followin; information lbout yourself

in the space give~o
1. Sex:Male Female (USE atick)
2. Age: 15 to 20 21-25 abc :e

3. Academic year: 1st 2nd 3rd 4th
B. Instruction: In answering the following !uestions you

are giveIJ.a five :.:;ointscale. Indicate~: ,.putting a
tick (~ Whethe~ you Rarely, Sometimes, Frequently
Generally, or Almost always do, need, or =eel as each
question suggests. To guide you in anSWE ~ing the
questionnaire. The items are scaled on tt? following
percentages:

RARELY = from 16 to 35 perce~: of the time
SOMETIME~ = from 16 to 35 perc~t of the time

FREQUENT:: - f~om 36 to 65 perc~ ~ of the time
GENERALLY = from 66 to 85 percE~t of the time
ALMOST ALWAYS=from 36 to bOO perc;nt of the time

I. Please rank hov often you make use of sacb English
language skill in learning music SUbjE:tS.
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Ski.ll Eo~ ~ften you use them ?

Rarely Sometimes Frequently Geneyally Almost always

Listening

Speakir:g

Readins
writins

II. Indicate how often you are =e~~ired ~o do any of t:e followins
act~vities in English for lea=~i~~ music subjects. Re..ember you are
require1 to use the scale giver. a~~ve.

Activities

1. Reading
Ac t i v i t i es Rarely some t irer Frequently Gene'rally Almost always
I. r ead :

a) text books
and hand-
outs

b) other
related
books and
journals

c) instructions
for
instrument
practices
for
a s s i qnmen t sy
and for
exams



Skill I:~w often you use them ?

Rarely Somet~~es Frequently Generally Almost always

d) Music
analyses

e) About
composers
and
composit-
ions

II. writing
Activities
I Hrite

::1) Notes from
lectures

b) Notes from
recordings

c) Notes from
bocKS and
jOLrnals

d) Music
analyses

:) about
c ornpo s ers
and compos-
itions



Activites How often you use them ?

Rarely Someti~es Frequently Gener~llY Almost always

III.Listening
Activities
I Listen to:

a) instruction

b) recordings

c) discussions

d) songs

Speaking
Activit:es
I:
a)ask and

answer
questions
inclass

b) participat
in d:'alogues

c) present
Music
appreciations
orally

d) sing songs

II:. Tte following topics are se~ected to be included in your
new English course. Rank them according to your interests
using numbers 1/2/3/~/5/6J7J8J9, and 10 start the ranking
by (1) as your most favourite topic and (10) your least
fauourite one use the space ?rovided in front of each topic.
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Economics (i.e food. income, agriculture industry,
etc. )

Culture (i.e beliefs traditions, customs, etc)
Sciences (biology, physics, mathematics, etc.)
Psychology (behaviors, emotions, etc.)
Religion (~hristanity, Islam, etc.)
The arts (paintings, music literature, etc.)
Politics (Ethiopian, African International)
Healtt (medicine, ~~rsing tygiene, etx.)
Sports (football, basketball, tennis, etc)
Sociology (marriage, love, etc)

IV. Instructions: five rating scales (A, to E below) are given
to investigate the frequency rate of pertermance of the
English language activities. Put the letter of the scale
against each subject to indicate the frequency rate of each
language activity. Use each scale only once for each subject
and languge activity.

Scales

A. Rarely = from a to 15 percent of the time
B. Sometimes = from 16 to 35 percent of the time
I"' F rquently= from 3f :0 65 r::ercentof the time'-' .
D. Generally = from -:6 ':0 85 percent of the time
E. Almost always = from 86 to 100 percent of the time.

If you have not yet taken a course put a cross (- ) in the
boxes. For example see the following.

Activity Subjects

I. ~isten to Major ;theory
of

Instrument Music
solfSggio History Ethio. Music

of music Folk- leather
education

a lecture B D D A c
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Activity Subjects

Instrument
1heory
of
Musi':"

solf tggio History Ethi. MusicT. Reading
Act:vites

I. Read
Major

of music Folk Teather
education

a) text-
books
and
handouts

b) other
related
books

c)instru-
ctions
for
assignments
for in
struments
and exams

d)Music
ana:!.yses

e)about
composers
and compos-
itions



• 158-

Activity Subjects

II Writing
Activitiy

I Write

Major 'fheory
of

Instrument Music

solf 4ggio History Ethi. Music

of music Folk leather
iducation

a) Notes
from
leetures

b) Notes
from
recordings

c) Notes
from books
and
journals

d) answers tc
exams

e) Music
analyses

f) about
composers
and
composit-
ions

III. Listening
Activities

I listen to:

a) instructions

b) recordings

c) discussions

d) songs
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Acti'1ity Subjects

II Writing
Activitiy

I Write
Major 1'heory

of
Instrument Music

solf ~ggio History Ethi. Music
of music Folk ~eather

Sducation

IV Speaking
Activities

I:
a) ask and

answer
questions
inclass

b) pa r t ic i.pa t e
in
dialoques

c) orally
present
Music
appreciations

d) sing songs



APPE!{DIX 4

T Interview q~ ~tions far teache=s (Translated)
1. ~ow often do st ients ask end answer questions in English

in your class ?

2. What reading anc listening assignments in English do you often
give them ?

3. ~ow often do yc
your explanatio:

use English in class ? Do students understand
in English?

4. What writing an speaking assignments in English do you often
give them ?

5. Which of the f o: ~ longuage skills (listening I speaking I

reading and wr~ ~ing) is/are very important for the students
for the subject IOU teach ?



II Inter!':
APPENDIX .5

questio~s for students (Translated)

1. How often do yo~ jiscuss issues in English in music subject
classes ?

2. How often do you
subjects ?

3. \<Thatlistening/
4. What speaking/wr
5. Which of the fo~

reading a~d writ
~usi: subjects ?

teachers use Amharic in teaching music

~ading assignments do your teacher give you?
:ing assis~ements do your teacher give you?

language 3kills :listening, speaking,
~g) is !3~S very i~portant you in learning



~PPENDIX : (Translated)

II. Inte!'"view ~estions fer the school director
:Translatec.)

Ho~ was th existi~; Englis~ eourse
designee : ~st ?

:. What teach ~g facilities are available for the
te~=hi~g c English i~ the sc~oel ?
Wh~~ fina~ ~al source: a!'"ea~ailable for revising the
existing E ;lish co~rse ?

I s there a: ~. plan for r ev isi::s· the ex isting Engl ish
CC1...:.:::-se?



Lnte: 'iew Quest; ons on ~he Sa:-:1pleTeaching
(Tr3.~slated)

G~~e ycu~~n com~e~~s on tte new ~eaching materials
ycu \.'e:-s_ven f or y cur Ens~ i sr; lessons ?

F:-om your
materials

:nglish ~2Xt~COX a~d the new teaching
;hich ones 10 you prefer ? Why ?

Ho',';do yo
e:7lployed

like the ;roup, pair and individual work
~rlng tte ~essons ?

Dc Y01..: th: -:kthat these ac t ivi t ies are helpful in
developin your Engl~sh language proficienly ?

S~ ':r:-3S-? ',: t eacri r; :7'.ater=:..l~vh ich ones do you
': :'~~::}:. ..:_ :1i f f i C1.:,: ':: ..,



APPENDIX 8

Employer's Questionnaire

The purpose of this questionnaire is to collect
some back round infoermation for designing an
appropriate English course for the Yared Music
school. There are no right or wrong answers to the
items. We just want to know your view on what English
language ablities you expect from a Yared Music School
graduate in order to be empleyed in your establishment.

The value of this questionnaire is directly dependent up
on your genuine responses to each item. There fore
please answer them as truth fully as you can. Your
answers will not affect you or department in anyway.

Please provide personal information about yourself.

Name of your department

Governmental
Governmental
a tick (1./))

Non
_________________________________(use

Post :

Job exper ience in years) _

Instruction: To complete this questior.naire, you are provided
with five- poin~ seal opposite each item.
Decide how important each of these activities
is for a Yared Music School graduate e~~~loyee
in your department. Answer by putting a :ick
under the scale ~hich ce~responds to how yeu
feel.

How .i.rnpo rt ant is this for+}1IL/?)?

M.~E~O SKILLS Detinitely
not very
important

Not
impor-tant

Not
sure important

Detinitely
very

important

Listening

Speaking

Reading

Writing
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De~ide how important each of these activities is for a
Yared Music School grauguated.

How important is this for -th~l ?

LANGUGE
ACTIVITIES

DeFinitely
not very
important

Not
important

Not
sure important

Definitely
very

important

1. Reading
Activities

1. Books

2. Articles,
news
papers etc

3. Poems and
songs

4. Music
analyses

II Writing
Activites

5. Article
reports,etc

6. Notes from
books
Jourals

7. No t e s form
seminars

8. Notes from
recording

III. Listening
Activities
listening to:

9. Lectures,
Seminars,etc

10. Recordings
11. songs
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How important is this for jhuY\?

LANGUGE
ACTIVITIES

Deiinitely
not very
important

Not
important

Not
sure important

Definitely
very

important

IV. Speaking
Activities

12. Giving lectures
workdhops

13. Singing songs
14. Presenting

oral reports
15. Participating

in dalogues



APPENDIX 9

Questionnaire to Graduates form the Yared Music School

The purpose of this questionnaire is to collect some
background information for designing an approipriate
Englishcourse for the Yared Music School. There are
no right or wrong answer's to that questionnaire.
We just wa~: know your view on what English language
abilities a~e required of a Yared Music School graduate
when he/ she is assigned to jobs.

The value of this questionnaire is directly dependent
up on your genuine responses to each item.
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Therefo~e, pleas: answer them as truthfully as you can.
Your answers wil: not affect you or your department in
any way.
A. Please provido personal information about yourself-'

below. ~.

Name :f your lepartment
Gove:::'-:1mental _

(us ~ atick (c)f)
non-governmental

Majo~ instru~;nt
Mine~ instrument (it not a traditional instrument)

year of graduation
your job at p~esent

B. Inst~uction:- To complete this questionnaire, you
are given a five-point scale opposite
to each item. Decide how important each
of these languege skills is for you in
performing your jobs.
Answer by putting a tick under the scale that
foist to how you fe81

How important is this for you ?
--- -------------------------

M)\CRO
sr n.;s

Defir:tely
not v-.;ry
impor ':ant

Not
important

Not
sure important

Definitely
very

important

Listening
Speaking
Reading
Writing
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C. Decide how importan~ each of these Languge activities are for you

How important is this for you ?

LANGUGE
ACT IVIES Definitely

not vc:,::y
impor'::ant

Not
important

Not
sure important

Definitely
very

important

I. Reading
Activities
Reading:

1. Books CtYlcA jOU:YY\{.IJ.,r

2.Articles,
news
papars etc

3.poems and
songs

4.Music
analyses

II. Writing
5. Activities

Writing
reports

6. Notes from
books and journals

7. Notes from
seminars

8. Notes form
recordings
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How important is this for you ?

LANGUGE
ACT IVIES Definitely

not very
important

Not
important

Not
sure important

Definitely
very

important

III. Listening
Activities
Listening to

9. Lectures,
Seminars,etc

10. Recordings
11. Live songs

IV. Speak':n.g
Activiti23

12. Giving
lecturers, and
workshops

13. Singing
Songs

14. Presenting
oral,
reports

15. Participating
in dialogues
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Questionnaire 11

Questionnaire on the teaching of the sample
materials

The aim of this questionnaire is to get your opinion on
the lessons that have been taught in the last weeks i.e
lessons on The Ars{ mozart and likes and dislikes.

Please give your genuine responses to each of the
following items.

Instruction: Read the items below a~d decide how
much you like or dislike each of the
language learning alt~vities. Put
a tick (v1 against your choices

How much you like them ?

Tte ac~~vities Dislike
very
much

Dislike Not sure like like
very
much

1. learning the
grammer rules

2. The repetition
exercises

3. The group
work

4. The pair
work

5. The
individual
work
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B. Evaluate the lessons~n terms of difficults.
!

Lesson How difficult were the lessons ?

very
difficult

difficut A~e~age very
easy easy

6. The lessons
a) The arts

b) Mozart

c) Likes and
dislikes

7. The arts

a)'I'hepassages

b)The
'10 .cabulary

c):'he g:-amma::-

8. Mozart

a) The passage

b) The
vocabulayy

c) The grammay

d) The
dialogues
Listening
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Lesson How diff~cult were the lessons ?

very
difficult

difficut AYerage very
easy easy

9. Likes and
d i sLi ke s

a) , The
:Listening
dialogues

b) The
vocabulary

c) Tt2
gr3.mmar
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Course syllabus of English language for the yared
music school.

Objectives
1. To teach students speak, re2d, write and unserstand

English.
2. T8 teach students to communicate and get expeieuss
3. To teach students ~ow to write a report and previences

s:;:>eeches.
English course syuabus l-IV year

1. E~glish phonolgy
1.1. vo~ls
1.2. consonants
1.3. dipthongs



2. Pronunciation

3. Situational English
4. Struct1...!re

4.1. verb forms and clauses
4.2. The simple present tense
4.3. Present continuous temse
4.4. Past simple tense
4.5. Past continuous tense
4.6. Past perfect tense
4.7. F~ture simple tense (inoLding Future verb to be)

Revision of tenses

4.8. construc~n of compound verbs
4.9. The 24 helping verbs
4.10.The infintive
4.11.voice
4.12.Defective verbs
4.13.Causative verbs
4.14.Clauses (adjective and verb)
4.15.Classification of adverb clauses
4.16.Structural words and phrases
4.17.Content verbs and phrases

5. Comprehension

5.1. Sxpan_sion of a passage
5.2. appreciation of poetry
5.3. Paraphrasing

6. Report ~riting

6.1. ~ialcg"e-writing
6.2. Characteristics of a good short essay
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Tax n my of Language Skills From Munby's
Communicative Syllabus Design

A taxonomy of language skills

1. Discriminating sounds in isolate work forms:
1.1 phonemes, especially phonemic contacts
1.2 phoneme sequences
1.3 allophonic variantR
1.4 assimilated and elided forms (esp. reduction of vowels
and consonant clusters)
1.5 permissible phonemic variation

2. Articulating sounds in isolate word forms:
2.1 phonemes, esp. phonemic contrasts
2.2 phoneme sequences
2.3 allophonic variants
2.4 assimilated and elided forms) esp.reduction of vowels
and consonant clusters)
2.5 permissible phonemic variation

3. Discriminating sounds in connect speech:
3.1 strong and weak forms
3.2 neutralisation of weak forms
3.3 reduction of unstressed vowels
3.4 Modification of sounds, esp. at work boundaries, through

3.4.1 assimilation
3.4.2 elision
3.4.3 liaison

3.5 phonemic change at word boundaries
3.6 allophonic variation at word boundaries

4. Articulating sounds in connected speech:
4.1 strong and weak forms
4.2 neutralisation of weak forms
4.3 reduction of unstressed vowels
4.4 Modification of sounds, esp. at work boundaries, through

4.4.1 assimilation
4.2.2 elision
4.4.3 liaison

4.5 phonemic change at word boundaries
4.6 allophonic variation at word boundaries

5. Discriminating stress patterns within works:
5.1 characteristic accentual patterns
5.2 meaningful accentual patterns
5.3 compounds

6. Articulating stress patterns within words:
6.1 characteristic accentual patterns
6.2 meaningful accentual patterns
6.3 compounds

7. Recognising variation in stress in connected speech:
7.1 variation of word accentual patterns for rhythmic
considerations (e.g. accent shift in "level-stress· words)
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7.2 variation of word accentual patterns for meaningful
prominence
7.3 non-stressing of pronouns
7.4 differentiating phrases from compounds

8. Manipulating variation in stress in connected speech:

8.1 variation of word accentual patterns for rhythmic consi
derations (e.g. accent shift in "level-stress" words)
8.2 variation of word accentual patterns for meaningful
prominence
8.3 non-stressing of pronouns
8.4 differentiating phrases from compounds

9. Recognising the use of stress in connected speech
9.1 for indication information units:
9.1.1 content words and form words
9.1.2 rhythmic patterning

9.2 for emphasis, through lqcation of nuclear accent
9.3 for contrast, through nuclear shift

10. Manipulating the use of stress in connected speech
10.1 fur indication information units:

10.1.1 content words and form words
10.1.2 rhythmic patterning

10.2 for emphasis, through location of nuclear accent
10.3 for contrast, through nuclear shift

11. Understanding intonation patterns: neutral position of
nucleus and use of tone, in respect of
11.1 falling tone with declarative/moodles clause
11.2 falling tone with interrogative clauses beginning with
a question-word
11.3 falling tone with imperative clauses
11.4 rising tone with ·yes/no" interrogative clauses
11.5 raising tone with non-final clauses
11.6 fall-rise tone with any clause type
11.7 rise-fall tone with any clause type
11.8 multi-nuclear patterns
11.9 tones with question-tages
11.10 others

12. Producing intonation patterns: neutral position of
nucleus and use of tone, in respect of

12.1 falling tone with declarative/moodles clause
12.2 falling tone with interrogative clauses beginning with
a question-word
12.3 falling tone with imperative clauses
12.4 rising tone with ·yes/no" interrogative clauses
12.5 raising tone with non-final clauses
12.6 fall-rise tone with any clause type
12.7 rise-fall tone with any clause type
12.8 multi-nuclear patterns
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I11.9 tones with question-tag s
12.10 others

13. Understanding intoqation pattens: interpreting
attitudinal meaning througij variation of tone or nuclear
shift, viz.
13.1 rising tone with declarative/moodless clauses
13.2 rising tone with interrogatives beginning with a
question word, having the nucleus in

13.2.1 end position
13.2.2 front position

13.3 same as 11.2 but nucle4r shift to front position
13.4 rising tone with imper4tive clauses
13.5 falling tone with "yes/no" interrogative clauses
13.6 same as 11.4 but nuclear shift to front position
13.7 others !

14. Producing intonation patterns: expressing attitudinal
meaning through variation of tone or nuclear shift, viz.

14.1 rising tone with declarative/moodless clauses
14.2 rising tone with interrogatives beginning with a
question word, having the nucleus in

14.2.1 end position
14.2.2 front position

14.3 same as 11.2 but nuclear shift to front position
14.4 rising tone with imperative clauses
14.5 falling tone with "yes/no" interrogative clauses
14.6 same as 12.4 but nuclear shift to front position
14.7 others

15. Interpreting attitudinal meaning through
15. 1 pitch height
15.2 pitch range
15.3 pause
15.4 tempo

16. Expressing attitudinal meaning through
16.1 pitch height
16.2 pitch range
16.3 pause
16.4 tempo

17. Recognising the script .of a language:
17.1 discriminating the graphemes
17.2 following grapheme sequences(spelling system)
17.3 understanding punctua~ion

18. Manipulating the scrip~ of a language:
18.1 forming the graphemes
18.2 catenating grapheme sequences (spelling system)
18.3 using punctuation
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19. Deducing the meaning and use of unfamiliar lexical
items, through
19.1 understanding word formation:
10.1.1 stems/roots
19.1.2 affixation
19.1.3 derivation
19.1.4 compounding
19.2 contextual clues

20 Understanding explicitly stated information

21. Expressing information explicitly

22. understanding information in the text, not explicitly
stated, through
22.1 making inferences
22.2 understanding figurative language

23. Expressing information implicitly, through
23.1 inference
23.2 figurative language

24. Understanding conceptual meaning, especially
24.1 quantity and amount
24.2 definiteness and indefiniteness
24.3 comparison; degree
24.4 time (esp. tense and aspect)
24.5 location; direction
24.6 means; instrument
24.7 cause; result; purpose; reason; condition; contrast

25. Expressing conceptual meaning, especially
25.1 quantity and amount
25.2 definiteness and indefiniteness
25.3 comparison; degree
25.4 time (esp. tense and aspect)
25.5 location; direction
25.6 means; instrument
25.7 cause; result; purpose; reason; condition; contrast

26. Understanding the communicative value (function) of
sentences and utterances
26.1 with explicit indicators
26.2 without explicit indicators

e.g. an interrogative that is a polite command; a
statement that is in fact a suggestion, warning, etc.
depending on the context; "in other words", etc.

27. expressing the communicative value
sentences and utterances
27.1 using explicit indicators
27.2 without explicit indicators

(function) of

28. Understanding relations within the sentence, especially
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28.1 elements of structure
28.2 modification structure:
28.2.1 premodification
28.2.2 postmodification
28.2.3 disjuncts
28.3 negation
28.4 modal auxiliaries
28.5 intra-sentential connectors
28.6 complex embedding
28.7 focus and theme:
28.7.1 thematic fronting: and inversion
28.7.2 postponement

29. Expressing relations within the
especially
29.1 elements of structure
29.2 modification structure:
29.2.1 premodification
29.2.2 postmodification
29.2.3 disjuncts
29.3 negation
29.4 modal auxiliaries
29.5 intra-sentential connectors
29.6 complex embedding
29.7 focus and theme:
29.7.1 thematic fronting: and inversion
29.7.2 postponement

sentence, using

30. understanding relations between parts of a text through
lexical cohesion devices of
30.1 repetition
30.2 synonymy
30.3 hyponymy
30.4 antithesis
30.5 apposition
30.6 lexical set/collocation
30.7 pro-forms/general words

31. Expressing relations between parts of a text through
lexical cohesion devices of
31.1 repetition
31.2 synonymy
31.3 hyponymy
31.4 antithesis
31.5 apposition
31.6 lexical set/collocation
31.7 pro-forms/general words

32. Understanding relations between part of a text through
grammatical cohesion devices of

32.1 reference <anaphoric and cataphoric)
32.2 comparison
32.3 substitution



32.4 ellipsis
32.5 time and place relaters
32.6 logical connecters

33. expressing relations between parts f a text through
grammatical cohesion devices of

33.1 reference (anaphoric and cataphoric)
33.2 comparison
33.3 substitution
33.4 ellipsis
33.5 time and place relaters
33.6 logical connecters

34. Interpreting text by going outside it,
34.1 using exophoric reference
34.2 "reading between the lines"
34.3 integrating data in the text with own experience or
knowledge of the world

35. Recognising indicators in discourse for
35.1 introducing an idea
35.2 developing an idea (e.g. adding points, reinforcing
argument)
35.3 transition to another idea
35.4 concluding an idea
35.5 emphasizing a point
35.6 explanation or clarification of point already made
35.7 anticipating an objection or contratrary view

36. Using idicators
36.1 introducing an
36.2 developing an
argument)
36.3 transition to another idea
36.4 concluding an idea
36.5 emphasizing a point
36.6 explanation or clarification
36.7 anticipating an objection or

in discourse for
idea

idea (e.g. adding points, reinforcing

of point already made
contratrary view

37. Identifying the main point or important information in a
piece of discourse, through
37.1 vocal underlining (e.g. decreased speed, increased
volume)
37.2 end-focus and end-weight
37.3 verbal cues (e.g. "The point I want to make is ••"
37.4 topic sentence, in paragraphs of
37.4.1 inductive organization
37.4.2 deductive organization

38. Indicating the main point or important information in a
piece of discourse, through
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38.1 vocal underlining (e.g. decreased speed, increased
volume)
38.2 end-focus and end-weight
38.3 verbal cues (e.g. -The point I want to make is ••-
38.4 topic sentence, in paragraphs of
38.4.1 inductive organization
38.4.2 deductive organization

39. distinguishing the main idea from supporting details, by
differentiating
39.1 primary from secondary significance
39.2 the whole from its parts
39.3 a process from its stages
39.4 category from exponent
39.5 statement from example
39.6 fact from opinion
39.7 a proposition from its argument

40. Extracting salient points to summaries
40.1 the whole text
40.2 ;! specific ideal topic in the text
40.3 Lhe underlying idea or point of the text

41. selective extraction of relevant points from a text,
involving
41.1 the coordination of related information
41.2 the ordered rearrangement of contrasting items
41.3 the tabulation of information fro comparison and
contrast

42. Expanding salient/relevant points into summary of
42.1 the whole text
42.2 a specific ideal topic in the text

43. Reducing the text through rejecting redundant or
irrelevant information and items, especially
43.1 omission of closed-system items (e.g. determiners)
43.2 omission of repetition, circumlocution, digression,
false starts
43.3 compression of sentences or word groups
43.4 compression of example
43.5 use of abbreviation
43.6 use of symbols denoting relationships between states,
processes, etc.

44. Basic reference skills: understanding and
44.1 graphic presentation, viz. headings,
numbering, indentation, bold print, footnotes
44.2 table of contents and index
44.3 cross-referencing
44.4 card catalogue
44.5 phonetic transcription/diacritics

use of
sub-headings,

45. Skimming to obtain



45.1 the gist of the text
45.2 a general impression of the text

46. Scanning to locate specifically required information on
46.1 a single point, involving a simple search
46.2 a single point, involving a complex search
46.3 more than one point, involving a simple search
46.4 more than one point, involving a complex search
46.5 a whole topic

47. Initiating the discourse:
47.1 how to initiate the discourse (elicit, inform, direct,
etc. )
47.2 how to introduce a new point (using verbal and vocal
cues)
47.3 how to introduce a topic (using appropriate micro-
funcitons such as explanation, hypothesis, question)

48. Maintaining the discourse:
48.1 how to respond (acknowledge, replay, loop, agree,
disagree, etc.)
48.2 how to continue (add, exemplify, justify, evaluate,
etc. )
48.3 how to adapt, as result of feedback, esp. in mid-
utterance (amplify, omit, reformulate, etc.)
48.4 how to turn-take (interupt challenge, inquire, dove-
tail, etc.)
48.5 how to mark time (stall, "breathing-space" formulae,
etc. )

49. Terminating in discourse
49.1 how to mark boundaries in discourse (verbal and vocal
cues)
49.2 how to come out of the discourse (excuse, concede,
pass, etc.)
49.3 how to conclude a topic (using appropriate micro-
functions such as substantiation, and verbal cues for
summing up, etc.)

50. Planning and organising information in expository
language (esp. presentation of reports, expanding an
argument, evaluation of evidence), using rhetorical
functions, especially
50.1 definition
50.2 classification
50.3 description of properties
50.4 description of process
50.5 description of cha~ge of state

51. Transcoding information presented in diagrammatic
display, involving
51.1 straight conversion of diagram Itable/graph into
speech/writing



• 18~ •

51.2 interpretation or comparison of diagrams/tables/graphs
in speech/
52. Transcoding information in speech//writing to
diagrammatic display, through
52.1 completing a diagram/table/graphs
53. Recoding information (expressing/understanding
equivalence of meaning)
53.1 within the same style (e.g. paraphrasing to avoid
repetition)
53.2 across different styles (e.g. from technical to lay)
54. Relaying information
54.1 directly (commentary/description concurrent
action)
54.2 indirectly (reporting)

with



"'~,,"~ ~"" .-.._ _ " ,~

APPENDIX 13
Adapted From Jones,lprogress to proficiency1Etu' dent's Book
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herd-pacifists, anarchists, socialists-were rounded
up and deported in 1919. The miseries of war culminated
in the miseries of disease when the spanish flu swept
Europe and America and killed civilians than the war had
killed soldiers. With peace came -collapse and ~~.
starvation in central Europe- gangsterism in America ..
The benefit of the moving picture to the general public
was too great, but the sentimentality and charm, the
easily understandble, black-and-white issues were not so
much a reflection of everyday life as a means of escape
from it. Again and again, in the publications of the time,
one reads horrified reactions against films showing 'life
as it is I •

You did not leave the problems of home merely to encounter
them again at the ~ovies. You paid your money, initially
for forgetfulness. As the company solgans put it: Mutual
Movies Make Time Fly ... Selznick pictures Create Happy
Hours! And if the experience took you out of yourself
and exc:ted you, you talked about it to your friends and
fellow-workers, creati.ng the precious" word of mouth
publicity that the industry depended upon. You may have
exaggerated a little, but the movies soon matched your
hyperbole. They ev~lved to meet the demands of their
audienc.
Gradually movie-goi~g altered from relaxation to ritual.
In t~e ~i.g cities, ~~~ wen~to massive picture palaces,
floati~g th~a~;~ i~~enseladen air to the strains of organ
music, to worship at t~e Cathedral of Light. You paid
ho~age to your favo~~ite stars. You wore the clothes they
wore in the movies; you bought the furniture you saw on
the screen. You joined a congregation composed of every
strata of society. And you gave great respect to the post
and the stars of that times. For your favourite pastime
had become the most powerful cultural influence in the
world-exceeding even that of the press. The silent fil~
was not only a vigo~ous papluar art; it was a universal
Lan quaqe=Es perane? , for the eyes.
(from Hollywood, The pioneers by kevin Brownlow)
A. These questions about the passage can all be answered

very briefly.
1. Why did the audiences of silent movies appreciate

them so much ?



',' -. "' '-

• 188 •
:~

2. What do modern audiences find attractive about
silent movies ?

3. Why do modern audiences appreciate silent movies
less than their original audiences did ?

4. What is the writer's attitude to present-day
nostalgia ?

5. Why did people go to the cinema in the days of
silent movies ?

6. What did the people not want to see in a film?
7. What was t~a most effective publicity for a

film ?

ov. What was a ~arge city cenima like ?
9. What influE~:~ did movies have on their fan's

lives ?
10. What kinds of people~ent to see the silent

movies ?
B. Write what the following words refer to in the

passage.
1. They (line 1)
2. you (line 2) _

3. it (line 2)

4. you (line 32) _
5. it (1 ine 34) _

C. What is the effect of using "you" in the passage as a
sy-listic device? write a short criticism about a film
you did enjoy very much in the past.
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1.3. Linking words
Fill each of the gaps in the passage below with a
suitable liking word or phrase. Choose from the
following list but be canful some are to be used more
than once.
And,but that/unless although since/because when/what/
~hile,even ,howeve~ ~n order to/after all/~r exampl~
lncedentally
The critic should never imagin that he is powerful,~
it would be 6ulpa~le of him not realise-1--he is bound
to be influential. There is no reason, 3 4 to be
crushed flat by t~s responsiblity of the job. It is,
L-. a wonderfully enjoyablep"e,~ at its most
onerous. The one~2usness~ 6 , springs more from the
fatigue of trying :0 respond intelligently than from
the necessary cur:ailment cf one's night-life. Any
television critic soon gets used to being asked about
how he supports the loss of all those dinner parties .
..~... Doesn't he pine for intellignt conversation?
The real answers tc such questions are usually too rude
to give,~ the .int erroqe t or is a friend. Formal
dinner parties are an overrated pastime, barely serving
their nominal function of introducing people to one
another~ 8 nearly always lamentably devoid of the
interlligent conversation they are supposed to promote.
Most people severely overstimate their powers as
conversationalists, 9 _even the few genuinely gifted
chatterc ..s tend not to flourish when hemmed about by
bad listeners. The talk on the little soreen is nearly
always better than the talk around a dinner table. for
my own part, I hear all the good conversation I need

JUL-lunching with drunken literary acquaintances in
scruffy restaurants. In London, the early afternoon is
the time for wit's free play. At night, it chokes in
i"'::scolLa r , 11 T m iss in the evenings is not dinner
parties 12. the opera house.J.3.-I finally give up
reporting the t ube . it will probably be -..1L the lure of
the opera house has become too strong to resist. 15.
sitting down to be bored-1..2- eating is activity I
would willingly go on forgoing. The box is much more
entertaining- a fact which even the most dedicated
diners-out occasionally admit, 17 from time to time
it becomes accented in polite society that the long-
drawn-out gustatory proceedings may be interrupted. 18
wath certain.progra~mes. It was recognised, 19 that
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The G littering prizes might legitimately entail a
conerted rush from the dinner table to the television
set/~ 20 I confess that in this one case my own
inclination was to rush from the television set to the
dinner table.
(from an article by Clive james in The observer)

1.4. Idioms with FUT Use of English

Rewrite each o~ ~~~ sentences so that it still means
t~e 3ame, ~sing t~3 words on the left together with the
:orrect form of th~ verb PUT. Look at the example
first.

1. ON. They are producing a version of 'Cinderella'
on~ce. They are putting on a version of 'Cinderella'
once.

2. OFF WE disocurase: him from giving up his job to
~ecome a painte~.

3. OFF. The opening of his one-man show has been
postponed unitl he recovers from his illness.

4. ON THE P~P. The success of our local theatre has made
our city famous.

5. PRESSURE ON They tried to persuade the Arts Council to
subsidise the newly-formed orchestra.

6. WORDS INTO MY ~O~~~ Don't misquote me: I never said I
~ate: ballet !

7. MY FINGER ON I :~~'t specify exactly what it was that
disliked about the performance.

8. DOWN TO The show's lack of success can be attributed
to the poor reviews it received in the press.

9. BEHIND Never mi~d your previous faillures-try to
forget them and t~ink of \lhat your next venture might
be !

10. PAID TO Lack of govermment support has destoryed the
plan to build the new museum in the city.

11. WORWAD A plan has been suggeted'to prevent valuable
paintings Qeing sold to collectors and galleries
abroad.
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12. YOUR FOOT IN IT You really blundered when you told him
that he had no talent as a painter !

The passage that follows describes Pablo picasso's Guernica'
which was painted after the bombing of a Basque town during
the Spa~ish Civil War.
1.5. Guernica
Guernica is the most powerful invective, against violence in
modern art, but it was wholly inspired by the war: its
motifs the weeping woman, the horse, the bull-had been
runn ng through Picass's work for years before Guernica
brought them together. In the painting they become
receptacles for extrme sensation-as John Berger had remarked,
Picasso could imagine more suffering in a horse's head than
in any other animals in painting. The spike tongues, the
rcllin; eyes, the f~anL~2 toes and fingers, tte necks arched
in spa:ns : these w:'..:.lC:::s unendur able if their tension were
not braced against the ~roken, but visible, order of the
painting .
.... it is a general meditation on suffering, and its symbols
are archaic, not historical: the gored and speared horse
(the Spainsh Republic) I the bull (Franco) louring over the
bereaved, shrieking WCffia~, the numerous tools of pre-
modernist images like tte broken sword, the surviving flower,
and the dove. Apa rt f rc.; ::he late Cubists style, the only
specifically moc.ern e~E~a~ts in G'Jermica are the Mithraic eye
of the electric light, a~j the s~ggestion that the horse's a
quarter of a century before. Otherwise its heroic
abstraction and monumentalized pain hardly seem to belong to
the time of phytography. Yet they do: and Picasso's most
effective way of locating them in that time was to paint
Guernica entirely in black, white, and grey, so that despite
its huge size it retains something of the grainy, ephyemeral
look one associates with the front page of a newspaper.
A. Explain the meaning ~f the following words that are used

in the deseription of the painting:
invective (line) archaic (line 12) dove(line 15)
(line 12)
bereaved (line 13) ephemeral(line 23)

B. Now read the continuation of the passage and answer the
questions that follow.
GuerLica was the las: ~reat history-painting. It was also
modern painting o£ ~ajor importance that took its subject
from politics with the intention of changing the way large
numbers of people thought and felt about power. Since



" .••••.•• «- .',- ., ·v.•~.•~•.•• "'!l '.n".;~.•..••,~._ ••._ ..••.•••_ ....••.•..,_ .•~..•.__ ',,'" _~,' .••.•.•...•.••_. ,"" ...~~...•.. _~"' _.• '_""'- ..•.'_ •..•.••.•' •

- 192,·

1973, there have bee~ a few admirable works of art
contained politica~ refernces. But the idea that an
artist, by making painting or sculpture, could insert
images into the stream of public speech and thus change
political discourse has gone, probably for good along with
the nineteenthcentury ideal of the artist as public man.
Mass media took away the political speech of art. When
Picasso painted Guern:ca, regular TV broadcasing had been
in existence for only a year in England and nobody in
France, excpt a few electvonics experts, had seen a
television set. There were perhaps fifteen thousand such
sets in New Yourk C:~y. Television was too crude, too
novel, to be altogether credible. The day when most
people in the capitalist worls would base their
understanding of politics on what the TV screen gage them
was still almost of generation away. Nut by the end of
World War II, the ro~e of the 'war' artist' had been
rg~eered ne;lig:ble ~y war photography.
:-.:.::;eemsobv icu s , ,~_~:::'r;gbact that the artists of Weimar
Ger~any and Le~inis~ Russia l:'ved in a much more weakened
landscape of media t~a~ ours, and their reward was that
they could still be~:'eve, in good faith and without
hombast, that art could morally influence the world.
Today, the idea has largely been dismissed, as it must be
in a mass media SOC:2ty where art's principal social role
is to be investment capital, or in the simplest way,
bul~ion. We still ~3ve political art, but we have no
effective political ~rt. An artist m~st be famous to be
heard, but as he ac~~ires fa~Q, so his work accumulates
'value' and becomes ~&rmless. As far as today's politics
is concerned, most ~rt aspires to the condition of Muzak.
It provides the background hum for power. If the Third
Reich had lasted until now, the young bloods of the Inner
party would not be interested in old fogeys like Albert
speer, Hitler's monumental sculptor.
It is hard to ~~i~~ c~ a~y wcrk of art of which one can
say, "This" saved ::.c life of one Jew, one Vietnamese, one
C::-~:.~::-.)~:.::~-.. S;:~-=-::'=:'= ;::)ks, ph erhap s : but as far as one
:: 2.;: '::e11, r, ::: ~ ::.~:: ':::':. ;;i _ cr .:.;culp tures . The diff erence
;)(3:,;c8:-; us ~:.;::':~-.":;.::.::.-~':"st.3 o~ t he 19205 is that they
thought such a work of art could be made.
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Perhaps it was a ce~:~iD r.aivete that made them think so.
But it is certainly ou= loss that we xannot.
(f=2~ the sock of the New by Robert Hughe)
A. Answer the followi~g questions according to the passage

1. How did artists before 1973, when 'Guernica' was
painted, beleieve that they cquld make political
statements ?
How do peo?le ~~ :1:ewest nowadays form their
political ~?i~~~~: ?

3. Why did it bec~~e meaningless to paint scenes of war
during the Secor.e World War?

4. What is the function of art in the modern capitalist
world ?

5. What is the ro~? of art in politics nowadays?
3. Writ8 what the follcw~~; worl~s refer to in the second

par: ~f the above paS3~se.
1. t~em (line 16)
2. o~rs (line 22)
3. \:e (1 ine 27)
.1". ;. (line 31)

C. !n or.a paragraph, using your own words as faras possible,
summarise the changing role of art in Western society
betwwen the 1920s and :1:e present day.

D. Look at the painting (on the waUl by Afe werk Takle and
describe wha tit ~ort.:::::~' s ~e?o~t your answer to the elass.
~.6. Stralight Express -

T . A.r).swerthesemp.l tiple cnoj.ce questions about hit
. ~. .•
mus1..cal."starlight 'Express" Pay particular attention
t6 the tone of'~0ic~ ~s~d by i~e speakers.
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4. who are your favourite popular singers or groups?
why do you enjoy / not enjoy pop or rook music?

5. Who are your favourite film stars?
why do you enjoy/ not enjoy the cinema?

6. what are your favorite T.V programmes?
why do you enjoy/ not enjoy watching television?

Activity B.

Before you start talking, make some notes in answer to the
questions below. Then ask your pastner the questions and
give your own answers. Your pactner has different questions
to ask you.

Who are your favourite composers?
Why do you enjoy/ not enjoy classical music?

Who are your favourite stage actors?
Why do you enjoy/ not enjoy going to the theater?

who are your favourite film directors?
Why do you enjoy/ not the cinema?

What are your favourite musical shows?
Why do you enjoy/ not enjoy musicals?

What are your favorites ballets?
Why do you enjoy/ not enjoy ballet and danoe?

Who are your favourite sportsmen and women?
Why do you enjoy/ not enjoy watching sports?

••, Starlight Express (1'~o-rv.:uy;'ft)

Paul: Celia Clark of the daily telegraph and I have been to
see Andrew Lloyd Webber's musical "Starlight Express" at the
A[Apollo Theater. Celia ..• urn•• are you a fan of Andrew
Lloyd Webber?

celia: Not exactly, no I did quite enjoy "Evita" it did have
its one good song" DOC1't cry for me, Argentina but apart
from that I thought the story was rather silly. I didn't
like "Cats", th ••. that only had one good song Memory and
some very good dancing.

Paul: Oh, I •• I would have thought that "Cats" had more than
just the one good song, but .•• er •• I thought, you know, I
thought it was really very good, but •• er ••• back to "Starl
"starlight Express".

Celia: Yes, well, "Starlight Express". Here all the
character are machines, not animals, they're all machines.
all the men play the loomotive, the engines, and all the
women play the various carriages- on roller skates. It's
quite amazing, there's track across the stage, over the
stalls and on a bridge that comes right across in front of
the dress circle. It's a •• millionaire's train set open to
the public. And a lot of the seats where taken out of the
theater to make room for these amazing race tracks.
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Starlight Express ( Transcript)

, .

Celia: Yes, yes, c~ever. We had .•er.. Jeff Shankly as
Greaser, as a rock 'n'roll character in .. in true Elvis Fresley
style. And wonderful Frances Ruffelle as Dinah the Dining
Car 7 with her ccun cr-y and western song 'Uncoupled', particularly
clever .. clev~r number that one. And Jeffrey David as the
explosive character, the electric loco ..um ..aptly named Electra,
and he has a David Bowie-style showstopper, called 'AC~DC'.
The •.•

Paul: Yes. Yes. vihat did you think was the be st song';

Celia: Well, e~ .. the .. the song of the show •.er •.like,
for i~stance Memory' and 'Don't 0~y f0r me, Argentina', the
the song of tlJ~ show is Stephanie Lawrence's 'Only You', wh i cg
has been released as single. Er ..yes, all the songs were well
performed.

Paul: I thought the lyrics were clever t~o ••um ••written by
Richard Stilgoe.

Celia: Yes, of course, he is a brilliant lyric writer, excee-
dingly c:ever. Lr •. unfortunately ..er ..particularly with the ..
the song I mentioned earlier 'Uncoupled' it was difficult to
hear them. The high volume ..er ..of the speakers all round
the theatr8 was absolutely, absolutely deafening, which w~s
a shame. One wari ts to sit down and listen to them all 22ain
to get the ..thclyri~3. But I think the main point is tnat
er ..all the tuue s were fairly unmemorable. Can you .. CS:1 you
hum any to me now?

Paul: Yes I .•no, I think I go along with that. I thin:: it's
a .•it is a visual it's an effects type of show. I thought ••
I thought the ctoreography by Arlene Phillips and the staging
by the director Trevor Nunn .• urn.. particularly .•er ••fine.
Urn.. he of course responsible for the direct~on of 'Cats'
so he's obviously moved out of the Royal Shakespeare and
that sort of t~ing.And the design of the production by
John N~rier particularly outstanding.
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Paul: Yes, technically .• er .• quite amazlng. Urn.. but what
did you think of the story?

Celia: Haha. Well, er .. there's virtually none. I suppose it
deals with the preparation for and the staging of a .. a race
between trains from allover the world. different
locomotives and carriages sing their songs and the diesel
and the electric enyiue::;.The new flashy ones, are mostly
unr unreliable and gradually knook each other out of the
different race stages until at the final the good old honest
steam train wins and gets the girl, but that's all there is
to it.

Paul: Yes, but I .. I thought the songs were particularly
good and ... clever. I ., think he's a roaster of the
pastiche .. er ••. different styles: 50s, 70s, don't you.
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Stained Glass work By Afewerk Tekle
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1.2 Silent movies Reading

The passage comes from the introduction to a history
background of the silent movie, published to accompany a TV
series in 1979. the writer is an expert on the genre, who
has arranged the re-showing of many silent classics in their
original versions with live orchertra accompanment. Silent
movies died with the advent of the first talkie in 1962,
"The Jazz Singer".

Answers

1. Magic: power to draw audiences into story, use of
imagination
2. Charm, other-world lines, nostalgia
3. Rival entertainments (TV, radio, etc.) more accessible
4. Disapproving, skeptical
5. To escape from a harsh reality
6. Reality
7. Word of mouth
8. Place and cathedral
9. Reading (an magazines), clothes, furniture
10. All classes, rich and poor
11. Language barrier
12. a movie-goer in the heyday of the silent movie. To make
the reader feel as if he or she shares this enthusiasm.

B. Answers
1. people
2. reader
3. the silent period
4. reader
5. the purpose of watching a movie
6. stars

1.1 Linking work Use of English

The passage is part of the preface to Visions Back ground
Before Didnight, a collection of witty television reviews.
Clive James, an Australian, was formerly TV critic of the
observer. Two more collections of his articles have been
published and the first volume of his articles have been
published and the first volume of his autobiography
Unreliable Memoirs was a best-seeller.

(The Glittering prizes, mentioned in the passage, was a very
popular "quality" drama serial by Frederick Raphael about a
group of Cambridge undergraduates and their lives and
relationship after university.)

1. Teacher discusses the uses of linking words in the
student text book he also gives examples. Then students
individually complete the passage. After that they compare
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their answers in pair.
class.

Finally they read the passage to the

1. But
3. however
5. even
7. unless
9. while
11. what
13. when
15. but
17. since
19. for example

2. that
4. after all
6. incidentally
8. and .

10. when
12. but
14 because
16. while
18. in order to
20. although

1. Do you share the writer's feelings about TV and
Discussion ideas dinner parties and intellignt conversation?

What is the role of the critic? Does a TV critic (who
records his reaction to an ephemeral programme) have a
special kind of role? Dupeople in your Ethiopia watch as
much TV as the British and the Americans (about 30 hours per
week)? How has TV led to a deterioration in our lives? Or to
an enrichment of our lives?

1.~Idioms with PUT Use of English

Here teacher gives some examples from outside the text. "Ehell
students workout the exercises.

2. We put him off
3. the opening of
recovers from his
4. The success of
map.
5. The put pressure on the Arts Council to subsidies the
newly-formed orchestra.
6. don't put words into my mouth: I never said hated ballet
7. I can't put my finger on what it was that I disliked
about the performance.
8. the show's lack of success can be put down to the poor
reviews it received in the press.
9. Put your previous failures behind you and think of what
your next venture might be.
10. A plan has been put forward to prevent valuable
paintings being sold to coolectors and galleries abroad.
11. Lack of government support has put paid to the plan to
build the new museum in the city.
12. Your really put you foot in it when you told him that he
had not talent as a painter.

giving up his job to
his one-man show has
illness.
our local

become a painter.
been put off ungil he

theater has put our city on the

$., Guenica Questions and Summary

The passage comes from the book that accompanied Background
an amazingly lucid and stimulating TV series (in eight parts
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on BBC2) on 20th century painting, sculpture and
architecture. The author is arts critic of the international
news magazine Time and and Australian.

A.1 by getting people to discuss the images in their works
2. from mass media, especially television
3. war photography
4. as investment
5. as wallpaper fro the walls of the powerful: harmless

B.1. people in the capitalist world
2. the capitalist
3. the world people
4. art
5. a given work of art.

C. Before 1973: artists though they
political though-even change the world.

could influence

After World War II: photography replaced painting (eg
concentration camps.

Today: art as an investment for the rich, wallpaper for the
powerful no political role.

do you agree with the writer's views? what
influence could a painting) or other work
our personal feelings relationships? does a
useful function in explaining works of
evaluating them?

Discussion ideas
of art) have on
critic perform a
art as well as

D. students discuss on what they observed in the painting.

1.•,6 Starlight Express
Students listen to the dialogus twice ar-d answer the
question in the text ~hey, discuss their answers in
pairs and report their answers to the class.
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Teacher's Notes for 'l'eachiI19Material 2

Likes and dislikes

Aim : expressing likes and dislikes by providing reasons

Presentation

1. I asked students the questions under A.
2. students orally report their answers to the class
3. I discussed the meanings of the following words:

Homesick, distressed, landscape, picnic

4. Students worked on exercises B while listening to the
Ethiopian country music. then they reported their answers.
5. I read the (dialogue below) then students perform the
"while-listening-tasks" (exercises C and D). they also
report their answers.
6. I arranged students in pairs for exercises E and F). I
guided them to carry out the pa1r work.

7. students individually answered the questions under
exercise G. then they compared their answers in pairs.
8. Student listened to another Ethiopian Country music and
perform exercise H.

The Dialogue for exerC1ses C and D.

Getu: Taye: You are playing my favorite country mUS1C
Taye: Hi Getu: Do you like Country music?
Gute: Sure. How about you?
Taye: I don't like it much. I rather like pop mUS1C.
Getu: You are funny. I don't like pop music
Taye: of course, I do enjoy this composition very much.
Getu: I see. I think it has made a special impression on

you?
Taye: Yes, your know, whenever I listen to this composition,

I feel happy. It reminds me of my childhood in the
country side, where I used to look after cattle
and the landscape I used to live in. I usually
listen to this music, whenever I fell homesick.

Gute: That's right. But my feeling is different. whenever I

listen to this piece, I feel lonely. It reminds me
of myoId friend who died five years ago. We used
to listen to this music after our study
programmes.

Taye: Oh; I'm Borry.
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Getu: By the way, what's the time? I have a major class at
4:00

Taye: It's ten to 4:00
Getu: Let me go then. Good bye
Taye: Bye.

Teaching Material 3.

student's Text

A. Answer the following questions

1. What type of colour do you like most?
2. Why do you like it most?-
3. What is your favorite drink? Why?
4. Who is your favorite singer
5. What is your favorite music? Why?

B. Listen to the following Ethiopian country music and
answer these questions from your point of view.

1. How do you like the song?
a, I like it very much b,
c, I don't like it.
2. what do you feel
a, I feel happy.
c, I fell homesick
e, I feel distressed
3. What comes to you
music?
a, Ethiopian Holidays
c, Rural landscape
e, Childhood days
g, relatives

I like it, but not much

when you listen
b, I fell
d, I have
f, Other

memory whenever you

to the music?
sad
no feelings about it.

listen to the

hi Ethiopian new year
d, Weekend picnic
f, A party occasion with
h, other

friends

Now compare your answers with your partner's. Do you have
similar choices?

C. Listen to the following dialogue between getu and Taye.
Taye is playing the music you have just heard. Getu carnes in
and they talk about the song. Compare what you have chosen
above with what they say.

D. Listen to the dialogue again and correct those sentences
that are false.

1. Taye and Getu like country music equally.
2. Taye and Getu have simila~ feelings and memories
3. Whenever they listen to the song
4. Both do not like pop music
5. Getu feels sad whenever he listens to the music
6. Taye feels happy whenever he listens to the music.
(compare your answers with your partners).
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E. Practise the following dialogue 1n Pairs.

A. who is your favorite singer?
B. I like Bob marley very much
A. I see. How about Michael Jackons?
B. I don't like him.
A. But why do you like Bob Marley?
B. You know, Boob Marely liked Ethiopia very much. Whenever
I listen to the songs he is singing about Ethiopia I feel
proud of being an Ethiopia.
A. I like him too. But why don't you like Michael Jackson?
B. of course, I know that he is one of the best pop singers
in the world. But I don't like him because I heard some
years ago, that he was ashamed of being black.
A. That's right.

Teaching Materials 3.

Teacher's Notes.

Aim: '1'0 he lp students understand and use the simple past
l:.ense.

Presentation.

1. Before students read the passage I asked students what
they know about Mozart.
2. Students read the passage and answered the "before
reading questions"
3. After reading the
Lind D.
4. Students practised exercise 0
5. I explained the use and forms
6. I guided students to do Group
7. Groups read their answers.
correcting mistakes.
8. Students worked out exercise G. I guided students to
performed the task. Then students reported their answers to
the class orally.

passage students worked exercises B, C

by repeating after me.
of simple past (exercise E)
work I. (exercise F.)

I also helped them in

9. I read the dialogue foe exercise H. students completed
the chart. Then they compared their answers in pairs.
10. students worked out the pair work (exercise I). they
reported their answers.
11. Students also perform Group work 11. I helped them in
working the group work.
12. I organized students in group of three and gave Group
task (exercise K) as homework.

The dialogue for Exercise F.

Aster: Good morning W/o Hanna? what is wrong with you? why
are you dressed in black?

Hanna: Good morning Aster? It was my husband im •••••
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Aster: I'm sorry. But I don't know him
Hanna: Don't you know him? He was a journalist His name was
Abebe Asaffa.
Aster: I see I know him by name. I have read his two books

and many of his articles. How did he ••••?
Hanna: He was ill for about two months, you know.
Aster: When did it happen?
Hanna: On March 5, 1993.
Aster: Aha: I assume he was not aged.
Hanna: Yes, what is the date today?
Aster: It's March 23, 1993.
Hanna: Well, when we got married he was 32. We had been

together for about 20 years.
Aster: I see. by the wa~, where are you going now?
Hanna: I want to go to the Markoto. I'm waiting for a bus.
Aster: I'm also going that way. why don't we sit then?
Hanna: Alright.

Studellt's Text

1. what do you know about Mosart?
2. When was he born?
3. where did he live?
4. What did he contribute to the world of music?

Read the following passage about Mozart and answer the above
questions.

Wolfgang Amadeus Mozart

Mozart was the greatest musical gen1us who ever lived. In
the field of music there has never been a composer who wrote
so brilliantly in so many different forms as Mozart did. He
was born on January 25, 1956 in Salzburg, Austria. His
father, Leoppld Mozart, was also a concertmaster and well-
know violinist.

Mozart was the greatest musical child prodigy. He was only
three years old when he began to show a great love for
music. At this age, his father began to give him music
lessons daily. Mozart i~nediately became an outstanding
violinist. He started to compose simple minuets for the
harpsichord at the age of five and for symphenies at nine.

He wrote wonderful operas, symphonies and sonatas. He
composed about twenty operas, more than forty symphonies and
other numerous forms of sacred and secular pieces. From 1762
up to early 1780's he presented his musical works in
different European countries like Germany, G=eat Britain,
Italy and France. Every where he won great applause for his
musical performances from his avdinence.

In 1780's he became poor for he was paid less and his wife
was also a spendthrift. he fell sick and died on December 5,



1791. His death was accompanied by rumours of poisoning, but
it is now thought to have been the result of kidney failure.
He was given a cheap funeral service at st. Stephen
cathedral and buried in an unmarked grave at the cemetery of
st. Marx. Eventhough he composed a requiem while he was very
sick, no music accompanied his funeral service. No on saw
his grave except the grave-digger.

Adapted from Landon, H.C.R. 1986 "Mozart,
Amadeus." Academic American Encyclopedia Vol. 13.
29.

Wolfgang
pp. 628-

B. Vocabulary : 1/ First find the word in colum A in the
passage. Then match each word with the meaning in colum
B that comes closest to it.

A B
1/ Prodigy a) worldly, not religious
2/ Requiem b) laud approval, hand clapping
3/ applause c) a special mUS1C for the respose of

the soul of a dead person.
4/ sacred d) extremely talented child
5/ secular e) Spiritual, religious.

f) great and exceptional capacity of the
mind

g) dramatic composition with music ln
which word are sung.

Now compare your answers with you partner before you discuss
them with your teacher.

2/ Say if the following statements are true or
according to the passage by providing reasons for
answers.
a. Mozart started to learn music
b. He surpasses all composers in
c. He was less influenced by his
d. He died by poison
e. Mozart had opponents (enemies)
f. He was buried at st. Stephen cathedral.

false
your

at the age of five
his music pompositions
father

3. Scan the passage again and complete the following chart
about Mozart.

Name Nationality Born Type of works died

Mozart No name of work

Compare your answers with your partner.

4. group work I. the following pictures show different
episodes in the life of Mozart. In group put the pictures

'. ,.I;'.,
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chronologically.
on the page
accordingly. It
history.

Then match each picture with the sentences
that follow. then read the sentences
should show the summary of Mozart's life

1. But he was poor all his life

2. He wrote wonderful opera, symphonies

3. He was only five when he started to compos mus1c.

4. He lived a short life and died at the age of thirty-five.

5. he lived in Solzburg in Austia.

6. Mozart was born in 1756.

1. Answer the following questions by completing the blanks
spaces with appropriate verbs.

a) when was Mozart born?
He born of January 26,1756.
b) At what age did he start to compose simple minuets?
He __to compose simple minuets at the age of five.
c) At what age did he begin to learn music?
He to learn music at the age of three.
d) what type of music did he compose?
He operas, symphonies and senates.
e) where did he live?
He in Austria
f) When did he die?
He in 1791.

D. Grammar Fous
Present Past ~resent Past Present Past

is was begin began compos Composed
become became live lived

start started

E. the following chart shows the biographies of two
composers. Describe the biography of each person from the
information given in the chart and report your answers to
the class.

Name Nationality Born Substation Work Died

Haydn Austrian 1732 Composr - 104 symph 1809
onies. 77
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string
quartets

Bach German 1710 Composer 1784

F. Complete the following chart by listening to the dialogue
which will be read to you by your teacher.

Nationality Born Substation work DiedName

G. Pairwork: Complete the following chart by asking your
partner about the information required in the chart. .

Name Born Birth place Secondary
School Com.

Joined
Y.M.S.

Task: When you read Mozart's life history did you find any
similarities between his life and those of some Ethiopian
Musicians. For Example. Assefa Abate, Tesfaye Babre and Frew
Hailu.

- In group of three collect information about one of the
above Ethiopian Musicians and write his/her biography.



DECLARATION

I, the undersigned, declare that this thesis
is t1Y wor-k and that all sources of material used
for this thesis have been duly acl~owledsed.

N arne: Hai.Lenar-iam Kekeb a
Signi ture: ;:;;1#:; ._
Place: Institute of L~~~u8ge 2tudies,

.':"ddisAbaba Uni,ve rs.ity.

Date of
Submiss~on: 7th June, 1993


	scan0001
	scan0002

