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Abstract

The purpose of this study was to investigate relationship between L2
learning achievement and the vocabulary learning strategies. To this end,

fifteen high and fifteen low achievers of grade 10 students were selected in

New Era Public School based on their first semester performance.

A questionnaire was designed to gather data on their vocabulary learning
strategies. Interviews were also conducted. ,,L_.E&EI and descriptive statistics
were used to analyze the data. Based on the data, it was found out that
there was no significant diffcrence between high and low achievers in use
vocabulary learning strategies. Only slight differences were observed in
frequency use of the strategies; high achievers tend to use vocabulary
learning strategies more often than low achievers. In planning and memory

strategies both groups seem use the strategies similarly.

Based on these findings conclusion and recommendations were forwarded,

with reference to the theoretical aspects in the literature.
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F CHAPTER ONE: INTROODUCTION
1.1 Background of the Study

There has been a prominent shift with in the lield of language learning and
teaching over the last twenty years with greater emphasis being put on
learners and learning rather than on teachers and teaching. This implies
that teacher dominant class is not encouraged. In parallel to this new shift
of interest, how learners process new information and what kinds of
strategies they employ to understand, learn or remember the information
has been the primary concern of the rescarchers dealing with the area of

foreign language learning.

Research in language learning sirategies began in the 1960s with the
developments in cognitive psychology that influenced much of the research
done on language learning strategies. Rubin conducts research focusing
on the strategies of successful lecarners and stated that once identified,
such strategies could be made available to less successful learners. In
addition, many scholars, such as Tarone (1977) Bialystock (1979) Cohen
and Aphek (1981) Wenden (1982) Chamot and O'Malley (1987) Polizerr
and McGroat (1985) and others studiced strategies used by learners during
the process of foreign language learning.
In most of which, the primary concern has been on identifying what ' good
' learners report and they do in learning a second or foreign language
(Chamot and O'Malley, 1987). This is because learners adopt a number of
strategies in coping with language learning. However, not all learners are
equally ' good ' at maximﬁzing their strategic resources as different
students wuse different strategies to learn the language (McCarthy,
1990:124). This implies that the ' poor ' language learners can have benefit

from the report of ' good ' language learners' straiegies.




Psychologists, linguists and language teachers have been interested in
vocabulary learning strategies for a long ftime (Levenston, 1979).
Numerous studies have been conductied on the effects and different
vocabulary learning strategies in learning a foreign language. For example,
Medani (1989), as cited in McCarthy, 1990 studied vocabulary leaning
strategies of both ' good ' and ' poor ' (in the sense of under-achieving)

Arabic learners of English.

It has been argued that is impossible to teach all English words in the
classroom because of time constraint, the English word increment, due to
technological advancement, the extended nature of the language in
borrowing words from other languages, and meaning complexity.
Therefore, it is imperative to learners find the meaning ol words by

themselves.

1.2 Statement of the Problen

It seems that research on vocabulary learning strategies is scanty in
Ethiopia. To the researcher's knowledge, only {Abebe, 1997; Jeylan, 1999
and Mulugeta 2006) studied on vocabulary icarning stralegies. These
studies try to assess learner's vocabulary learning strategics. All the above
studies show that a few memory strategics were used by the learners.
However. the studies, do not identify learning strategies used by ' good
and ' poor ' {in the sense ol under-achicving) learners. In addition, the
relationship between learner's strategy use and learning achievement is
not seen. Therefore, it is believed that, there is a knowledge gap on
vocabulary learning strategics used by ' good ' learners and ° poor
learners in the Ethiopian contexi. The need 1o identify the strategies used
by ' good ' and ' poor ' learners is desirabile as learners adopt a number of

strategies in coping with new vocatularvg MceCarthy 1990:124).



Thus, this study atiempts to dentify vocabulary lecarning strategies that !
) I ) . 24 £

good ' and ' poor ' achievers use. [t also tries to see the relationships
between strategy uses and learning achievement. The research, therefore,

will attempt to provide answers to the [ollowing specific questions.

e What strategies do ' good ' and ' poor ' students use to learn

vocabulary?
e Is there a significant difference between ' good ' and ' poor ' students
in using vocabulary learning strategy?
e Is there any relationship between strategy use and learning
outcome? ’
1.3 Objectives of the study
1.3.1 Main objective
The main objective of this study is to 1c\i_(m1ff1ns;r\)_4w1"y
learning strategies used by ' good ' and ' poor ' learners and
see the relationship between lesrner's strategy use and
learning achievement.

1.3.2 Specific objectives

e Identify the vocabulary learning strategies that ' good '
and ' poor ' lcarners usc.

¢ See similarities and differences of vocabulary learning
strategies used by " good ' and ' poor ' students.

e Find out the rvelationship between the vocabulary

learning strategies and learning achievement.

L



1.4. Significance of the study

It is hoped that, the finding of this study would help EFL curriculum
developers and material writers to consider effective vocabulary learning
strategies in the design. As a result, it is assumed, the language teacher

may guide his/her students to use effective vocabulary learning strategies.

1.5. Limitations of the study

The present research is limited to see if there is any performance effect on
vocabulary learning strategies. Therefore, the other factors like types of
task, family background, and cultural background are not considered.
Moreover, the research is limited to study in a high school participating
only 30 students in the study due te time constraints. Because of the
above reasons, it would be difficult to make conclusions that would apply

to all students in other high schools based on the findings of this research.



CHAPTER TWO: LITERATURE REVIEW

2.1. Language Learning Strategies

The term language learning strategy has been  defined by many
researchers. Wenden and Rubin (1987:19) define learning strategies as "...
any sets of operations, steps, plans, routines used by the learner to
facilitate the obtaining, storage, retrieval and use of information." Richards
and Platt (1992:209) state that learning strategies are "intentional
behavior and thoughts used by learners during learning so as to better
help them to understand, learn, or remember new information.” According
to Stern (1992:261), the concept of learning strategy is dependent on the
assumption that learners consciously engage in activities to achieve
certain goals, and learning strategics can be regarded as broads conceived
imtentional directions and learning techniques. Oxford (1990:8) describes
learning strategies as "specific actions taken by the learners to make
learning easier, faster, morc enjoyable, more scll-directed more effective

and more transferable to new situations.”

From the above definitions, we can understand that, all language learners
use language learrning strategies either consciously or uncensciously when
processing new nformation and performing tasks in the language
classroom or out side classroom. Language learners use language learning
strategies during the act ol processing, storags and relricval of the new

information {(Brown 1994:114).

Since the information o be processed by language learners is high in
ianguage classroom, learner~ use different language learning strategies in
performing the tasks and processing the new input they [ace. Language
learning strategics are good indicators of how learners approach tasks or
problems encountered during the process of language learning. According

to Fedderhodt (1998) a language learner capable of using a wide Varity of

—~
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language learning strategies appropriately can improve his/ her language
skills in a better way. Oxford (1990:1) states that language strategies are
important for language learning because they are tools for active, self
directed movement, which is essential for developing communicative
competence. Research on good language learning strategies revealed a
number of positive strategies so that such strategics could also be used by
" poor ' language learners trying to become more successful in language

learning (Lessard and Clouston, 1997).

According to Oxford, (1990:2) learning strategies enable students to
achieve success not only in the new language but also in a wide range of
other subjects. Similarly (Rubin 1987:15) argues that all other things
being equal, some students will be more successful than others in learning
a foreign language which is attributed toA particular sets of learning

strategies which students employ.

2.2 The Role of Vocabulary in Language Learning

Oxford and Scarcella (1994:232) say that vocabulary tcaching and learning
has been neglected particularly in sccond language classes. They argue
that "vocabulary is not explicitly taught in many sccond language classes.”
However, nowadays, vocabulary is accepted as part of syllabus and a well-
planned and regular basis. McCarthy (1990: viii) stated that many
language teachers feel that vocabulary should have a central role in
language courses. He continues that meaningful communication in a
foreign language depends mostly on vocabularies and argues that
structures make up the skeleton of language, and then it is vocabulary
that provides flesh. An ability to manripulate grammatical structure does
not have any potential for expressing meaning unless words are used.
~McCarthy (1990: viii) concludes that mastering the grammatical rules does

riot help since language depends mostly on vocabularies.



Vocabulary is, therefore, central to language and has great significance to
language learners. Words are the building blocks of a language since they
label objects, actions, ideas without which, people can not convey the
intended meaning. The prominent role ol vocabulary knowledge in foreign
language learning has been recently recognized by theorists and
researchers in the field. Accordingly, numecrous types ol approaches,
techniques, exercise and practice have been introduced in to the field to
teach vocabulary (Hatch and Brown, 1995). It has been suggested that
teaching vocabulary should not only consist of teaching specific words but
also aim at equipping learners with strategies necessary to expand their
vocabulary knowledge (as Hulstjin, 1993 is cited in Morin and Gobel,
2001).

From the above discussion, one can deduce that vocabulary learning is
important during the process of lecarning a language. One way to assist
students in becoming independent learners during the process of foreign
language vocabulary learning is applying ' good ' vocabulary learning

strategies as efficiently as possible.

2.3. Vocabulary Learning Strategies
Vocabulary Knowledge is important for both production and
comprehension in a foreign language. Knowing a word involves:

¢« A great deal about word's general frequency of use, syntactic and

situational limitations on its use.

e Word's underlying form and the forms that can be derived from it

e The network of word's semantic features =nd

¢ The various meanings associated with the item.

(Richards, 1976)



Knowing a word is also defined as knowing its spelling, pronunciation,
collocations (i.e. words it co-occurs with), and appropriateness (Nation,
1990). Therefore, vocabulary competence is lar more than the ability to
define a given number of words. Thus, it covers a wide range of knowledge
which in turn requires a varicty of strategies to gain the knowledge.
Foreign language learners may then use various strategies to acquire the

target language word knowledge.

In recent years, there has been a general shift of focus from the teacher
center to students’ center approach in vocabulary learning. The traditional
approach to vocabulary tcaching and lecarning has been criticized among
many things, for its failure to address the importance of the learners'
active involvement in the process (Oxford and Scarelly, 1994; Sherman
1998). To support student centered approach Alemu, (1994:1) writes
"current practices in vocabulary teaching emphasized how learners learn

rather than what they learn."

It has been suggested that one way to accelerate the learning of a second
or a foreign language is to identifly ways in which learners learn more
efficiently and effectively. Training learners in vocabulary learning
strategies can help EFL students becomce better learners. In addition, skill
in using learning strategies assists students in becoming independent,
confident learners (Chamot, 2001:1). Research has also demonstrated that
there is a relationship between strategy usc and success in sccond or
foreign language learning. For instance, (Cohen and Aphek 1981 as cited
in Chamot, 2001) taught students of Hebrew to remember vocabulary
items by making paired mnemonic association and found that those who

made associations remembered vocabulary more cffectively.

Empirical evidence showed that strategy uase results in more effective

vocabulary learning and recall among lo learners. Morcover, the



significance of strategy is pointed out even by scholars like (Gairns and
Redman, 1986; McCarty 1990; Long and Richards, 2001) who believe that
context is a major source of vocabulary lcarning. These scholars have
expressed their concern over how well students can handle context on
their own. Therefore, they have strongly emphasized learner in vocabulary

learning strategies to make students cffectively learn from context.

Practicing one's English in a varicty of ways is beliecved to be highly
impoftant in vocabulary building. According to Oxford (1990:40-44),
practicing strategies are one of the most important cognitive strategies for
language learners. The vocabulary of any language is huge and its
acquisition takes time. Thus, rescarch reccommends how words are learnt

rather than on what should be taught.

Cohen (1990) provides useful suggestions for helping learners on how they
use strategies which best cnable thens o learn vocabulary which are

discussed in details in the subseguent section.

2.4. Taxonomies of Vocabulary Learning Strategics
Second and foreign language rescarchers have made various attempts to
classify vocabulary learning strategies employed by foreign and second

language learners.

In the 1980s and ecarly 9Cs, rescaoch mainly focused on categorizing the
strategies found in the studics of il previcus decade. As a result, several
taxonomies were proposed to classify strategies, including classifications
of language learning strategics in gencral and language sub-skills
strategies in particular. O'Malley and Chamot (1990), lor instance, have
divided vocabulary learning strategics i to three main branches:

cognitive, metacognitive, and socio-affective, cach ol which has lots of sub-



strategies such as rehearsal, organization, summarizing, deducing and
imagery. Other instances of vocabulary learning strategies classifications
are the taxonomies proposed by GU and Johnson (1996); Schmitt (1997);

Nation (2001) and Oxford (1990) which arc bricfly discussced below.

‘2.4.1. GU and Johnson's Taxonomy of Vocabulary Learning

Strategies

According to GU and Johnson (1996) sccond/forecign language vocabulary
learning strategies include: metacognitive, cognitive, memory and
activation strategies. Metacognative strategies consist of selective attention

and self-initiation strategies. Foreign/sccomrd  language lecarners who

bi

employ selective attention strategies to know which words are important
for them to learn and arc essential for adequate comprehension of a
passage. Learners employing self-initiation strategies use a variety of

means to make the meaning of vocabulary items clear.

C?g_nitivc strategics in GU and Johnson's laxonomy cntail guessing
strategies, skillful use of dictionaries and note-taking strategies. Learners
usri;g guessing strategies draw up on their background knowledge and use
linguistic clues like grammatical structures of a sentence to guess the

meaning of a word.

Memory strategics are classified in (o rehearsal and encoding categories.
Word lists and repetition arc instances ol rehearsal strategies. Encoding
strategies encompass strategies as associulion, imagery, visual, auditory,
semantic, and contextual encoding as well as word-structure (i.e.
analyzing a word in terms of prelixes, stems and suffixes). Activation
strategies include those strategics through which the learners actually use
new words in different contexts. For instance, learners may set sentences

using the words they have just learned.



2.4.2. Schmitt's Taxonomy of Vocabulary Learning

Strategies

A comprehensive inventory of vocabulary learning strategies is also
developed by Schmitt (1997). His taxonomy has two groups. These are
determining the meaning of new words when cncountered for the first
time, and those that consolidate meaning when encountered again. The
former contains determination and social strategies and the latter
containing cognitive, metacognitive, memory and social strategies.
Schmitt includes social strategies in both categories since they can be

used for both purposes (i.e. determination and consolidation).

To Schmitt, determination strategies are used when "learners are faced
with discovering a new word's meaning without recourse to another
person's experience" (p.205). Hence, learners try to discover the meaning
of a new word by guessing it with the help of context, structural
knowledge of language, and relerence materials. For Schmitt, the second
way to discover a new meaning is through cmploying the social
strategies, asking, someone for help. Besides the initial discovery of a
word, learners need to employ a Varitv of strategics Lo practice and retain
vocabulary. Learners, thus, usc a varicty of social, memory, cognitive and
metacognitive strategies to consolidate Lheir vocabulary knowledge.
Ceoperative group through which lcarners study and practice the
meaning of new words in a group is an stance of social strategies for
consolidating a word. Memory strategics, (raditionally known as
mnemonics, involve relating the word with some previously learned
knowledge by using some form ol imagery or grouping. Cognitive
strategies in this taxonomy are similar to memory strategics but are not
focused on manipulative mental processing. They include repetition and
using mechanical mecans such as word lisls, flash cards, and vocabulary

note books to study words. Finally metacognitive strategies in Schmitt's

-



taxonomy are defined as strategics uscd by learners to control and
evaluate their own learning. Testing onesell is an instance of
metacognitive strategies which provides "input to the effectiveness of
one's choice of learning strategies, providing positive reinforcement if
progress is being made or a signal to swiltch strategies if it is not"

(Schmitt, 1997:216).
2.4.3 Nation's Taxonomy of Vocabulary Learning Strategies

In a more recent attempt, Nation (2001) proposes taxonomy ofl various
vocabulary learning strategies. Vocabulary learning Strategies in Nation's
taxonomy are divided in to three general classes: "Planning” "sources"
(learning) and "Processes” (recalling) cach ol which divided in to a subset
of key strategies. Nation's taxonomy scparates different aspects of
vocabulary knowledge (i.e. which is involved in knowing a word).
Planning category involves deciding on where, how and how often to
focus attention on vocabulary itemn. Strategies in this category include
choosing words, choosing aspects of word knowledge and choosing
strategics as well as planning repetition. The scecond category in Nation's
taxonomy sources involves getting information about the word. This
information may include all the aspects involved 1in knowing a word that
may come from the word form itseli, from the context, from a reference
source like dictionaries, glossaries and {rom analogies and connections
with other languages. Process is the last category in Naticn's (2001)
taxonomy of vocabulary learning strategies that imcludes establishing

word knowledge through noticing, retrieving and gencerating strategies.

According to Nation, noticing involves sccing the word item to be learned.
Strategies at this level include puttin:s the word in a vocabulary note
book or list; putting the word on to a word card and orally and visually

repeating the word. He argues (hai although these strategies are all of

14



recording type, they are usclul steps resulting in deep processing of
words. Retrieval involves recalling the iterns met before which includes
recalling knowledge in the same way il was originally stored. (}Mting
strategies include "attaching new aspects of knowledge to what is known
through instantiation (i.e. visualizing examples of words), word analysis,
semantic mapping and using scales and grids (Nation, 2001:222)."
Generating strategies include rule-driven generation, such as creating
context, collocations and sentences containing new word. Besides, the
mnemonic strategies and using the word in different context through

four skills are also defined as generating strategies.

2.4.4 Oxford's Taxonomy of Vocabulary Learning Strategies

Oxford (1990) has also proposed a more comprehensive model in which
six categories are classified in to two groups; dircet and indirect
strategies. Direct  strategics include memory, cognilive, and
compensation while indirect strategies include metacognitive, affective
and social. Each category is briefly discussed below.
2.4.4.1 Direct strategies

According to Oxford (1990:37) direct strategics arc those directly
contribute to the learning of the target language by involving learners
directly in working on the target language. Dircct strategies include the

following.

2.4.4.1.1 Memory Strategies
These strategies enable students to remember and retain vocabulary

more effectively. The following are among important memory strategies.

-——-—""—-J-—‘



Grouping -Ordering words according to topic relationship, parts of
Speech, synonyni, antonyin...

Associating/elaborating-Linking the new word (o something
already in memory.

Placing new word in to a context - Putting the new vocabulary in to
meaningful oral and written.

Using imagery- Relating the new items (o visual images

Using key words - Linking the new word with a familiar word that
has similar sound.

Semantic mapping - An arranging concepts and relationships on
paper to create a semantic map, a diagram in which
the key concepts (stated in words) are high lighted and
linked with concepts via arrows or lines. Such a
diagram visually shows how ideas [it together.

Using key words- Combining sounds and images so that learners
can more easily remember what they hear or read in
the new language. ‘The strategy has wo  sleps;
identifying a famihar in one's own language or another
language that sounds like the new word and,
generating a visual image of the new word and the
familiar one interacting in some way',

Structured reviewing- Reviewing alrcady learnt material at different
intervals with an 1iiention to enhance long term
memaory.

Using physical response - Acting out physically the meaning of the

new word.

Using mechanical techniques - Writes new words one side and

their definition a0 the clher.




2.4.4.1.2. Cognitive Strategies
These strategies are employed by students when the students are
directly involved on the target language tasks. The following are
among important cognitive strategies
e Repeating - Saying or Writing the new items again and again,

listening to them several times.

Formally practicing with sounds- Practicing on pronunciation,

intonation, and so on.

o Recognizing and using formal and pattern Unanalyzed
expressions with patterns with slots that can be
filled with and alternative words.

o Recombining-Constructing a meaningful sentence by
combining, in a new way, using already learned
words.

o Practicing naturalistically-Practicing the new words in an
authentic way (by taking part in conversation,
listening to the radio, reading news papers...)

° Using resources for receiving messages-Using target language
reference materials such as the dictionary or asking
someone to help with the mecaning of unfamiliar
words.

. Reasoning deductively-Consciously using general rules o
work out the meaning of unfamiliarly vocabulary
items (e.g. locking for the meaning of disagree from
tne meaning of the prefix dis-and the meaning of
agree)

¢ Analyzing expressions-Trying to understand something

spoken in the new language by breaking down a

new word, phrase, senlence or even paragraph in to

its component parts.



e Translating-Changing the meaning ol a new word to native
language word.

¢ Transferring-Using previously acquired knowledge of words
from one language to understand the meaning of
the new language words.

° Taking notes-Keeping a record of new vocabulary in some
ways, for instance, in one's vocabulary note book.

o Highlighting-Underling (identifying) the new words in reading

text and finding their meanings.

2.4.4.1.3 Compensation Strategies

Compensation strategies are also called guessing strategies. Guessing
can be applied using linguistic and non-linguistic information to deduce
the meaning of unknown words which include:

¢ Using linguistic clues-refers to previously gained knowledge of the
target language, the learners own language, or some other
language can provide linguistic clues to the meaning of what
is heard or read. Preflixes, suffixes and word order are useful
linguistic clues [or guessing mcanings.

e Non-linguistic clues-refer to clues that are related to forms of address
such as titles or nicknames and nonverbal behavior such as
speaker's tone of voice or facial expression, which help
learners guess the meaning of what they hear or read.

2.4.4.2. Indirect Strategies

These strategies contribute to vocabulary development indirectly. Thus,

they assist the students to manage their vocabulary learning in a variety

of ways. They consist three sets of strategics: metacognitive, aflective,

and social strategies.



2.4.4.2.1. Metacognitive Strategies

These strategies refer to students planning, monitoring, evaluating of

their learning. The following are included in metacognitve strategies.

Over viewing and linking with already known material-over viewing
comprehensively the key vocabulary items to be learned in
upcoming vocabulary lessons and associating them with the words
already learned.

Paying attention-pay attention to vocabulary learning-select and
focus on relevant vocabulary tasks or items.

Finding out about language lcarning-Seeing for a Dbetter
understanding of how language is learned by reading or asking.
Organizing-Crealing favorable physical  environment  to once's
vocabulary learning or study.

Identifying the purpose of a language task-Identifying the relevance
of a particular vocabulary task to one's purpose (s) in specific
situations.

Seeking practice opportunities-Exploiting all accessible
opportunities to practice one's vocabulary in a natural way.
Self-monitoring-Identifying one's errors in the course of vocabulary
learning by checking whether one is learning correctly or wrongly.
Self-evaluating-Evaluating the outcome of one's vocabulary
learning by checking whether or not one has made more progress
then before.

2.4.4.2.2. Affective Sirategies

These strategies are related to learner's emotion, attitude and

motivation. They are cmployed by students to overcome anxiety,

negative attitude, and feelings of f[rustration. Oxford (1990:140)

writes, "' good ' language learners are often who knows how to control

their emotions and attitudes about learning.”



Some affective strategies related to vocabulary lcarning are;

Using progressive relaxation-Relaxing onesell mentally and
physically to reduce exhaustion, boredom and so on before
working on vocabulary tasks.

Making positive statements-Saying 'positive statements about
oneself and one's ability in learning new vocabulary items as a
way of encouraging oneself, especially before attempting a
potentially difficult task.

Taking risks wisely-Having courage to wisely involve oneself in
performing difficult taskes regardless of the possibility of
making mistakes or errors.

Discussing your feelings with some onc-Discussing  your

feelings in vocabulary learning with your classmates, teacher...

2.4.2.3. Social Strategies

These strategies are related to learner's social interactions to assist

learning. Some of the social strategies include:

Asking for clarification-Seeking help from others to clarify the
meaning of new item or Lo be corrected.

Cooperating with peers-Working with one's peer group for
improving one's vocabulary knowledge.

Cooperating with proficient users of English-Making friendship
with proficient speakers of English to improve one's knowledge
of English vocabulary.

Developing cultural understandings-Developing  interest  to
understand the culture and ways of living ol English speaking

people.

In general, although the taxonomies proposed by GU and Johnson

(1996), Schmitt (1977), Nation(2001) and Oxford (1990) may slightly

differ in terms of strategies they categorize, they all provide a list of



widely applicable vocabulary learning strategies. Nation’s (2000) is the
one favored in this study since it is recent an systematic.

There are many words on which teachers may not be able to spend time
within the class time limits. Thus, if students are equipped with a
number of the strategies mentioned in the taxonomies, they can deal
with these words on their own and as a result have access to a large

number of target language words.



CHAPTER THREE: METHODS OF THE STUDY

3.1. Sampling
3.1.1. School

New Era Public School was selected for the study purpose, because of the
researcher's familiarity to the school. He was [elt that this familiarly

would help to have access to the documents needed lor the study.

3.1.2. Students
Thirty grade 10 students from the school were sclected data sources for
this study. Grade 10 was selected because of its convince to the
researcher. The researcher taught at that grade level which would help
him to conduct this study. Students were selected using purposive
sampling technique. The students were selected based on their
performances in the first semester examinations. From five sections the
top fifteen and the least fifteen were taken for sampling to include

students with various learning experiences.

3.2. Instruments
3.1.1. Questionnaire
Questionnaire was the main instrument used f{or data collection in this
study. The questionnaire contained twently-three questions accompanied
by three response categories in which the students would be asked to
rate. Since it would be difficult for the students to understand the
English version, the researcher translated items in to Amharic to gather
data. The questionnaire was designed to gather data on student's use of

vocabulary learning strategies.

After distributing the questionnaire, the students were asked to study
the questions from the beginning to the end. Then, the students were

made to fill in the questionnaire with the help and guidance of the



researcher (each item was briefed as the respondents filled the
questionnaire). The researcher decided to brief the questions because he

realized that students had problems in understanding them.

The researcher collected all of the question papers administering because
the respondents filled in the questionnaire in his presence. All copies
were filled properly and returned. Information gathered form thirty

students was used for data analysis.

3.2.2. Interviews
Interviews were conducted with purposely selected 10 students (5 ' good

achievers, and 5 ' poor ' achievers). The interview was conducted with in
two days. Five students were interviewed per a day at the researcher's
office. The contents of the interview were the same as that of the

questionnaire as it was used to gather additional data for cross-checking.

In this study, the researcher conducted semi-structured interviews. That
is, before conducting the interviews, the researcher prepared questions to
be asked. However, during the interviews, he did not necessarily stick on
asking only those questions. The researcher preferred to conduct semi-

structured interviews for its flexibility.

3.3. Data Organization
With an employment ol the frequency scale, the planning, learning and
memory strategy cach was tabulated. Following this, the data were
analyzed and interpreted. To check whether there existed significant

strategy use difference between ' good ' and ' poor ' achievers, t-test

results were made and statistically analyzed.

The qualitative analysis of interview results’ was made together with

questionnaire results which were tabi:iated.



CHAPTER FOUR: DATA PRESENTATIONS AND
DISCUSSIONS

4.1. Plan for Learning New Items
An attempt was made to gather data on the plan that 'good ' and ' poor '

achievers use in learning new words.

Table 4.1.A. Plan to learn new words

) Gfbuh of Re't;pondenfs
"good ' achievers " poor ' achievers
Sub- Strategies IFrequency Frequency
[tems " i
w g K 4 g b
g % |2|f3 2
< = = | < | E &
| & @
1 I set place and time to study new | - 19 |e |- |12 |3
words - -
2 I set goals and objectives for | 10 <} 1 12 | 2 1
learning vocabulary items ) 7 B
3 I consider as a student who can | 9 | 4 2 5 9 1
successfully learn new
vocabulary items o B N e )
4 [ Try to improve vocabulary |- 12 3 |- 13 2
knowledge by reading | L
5 I listen to other pecople | 5 10 - 5] 6 3
(teachers) to learn new words - . -
6 I listen to English radio or TV | 5 9 1 5 |8 2 1
programs to improve my English ‘ |
vocabulary B - ) ]

As can be seen from the above table, six sub strategies were included
under planning strategies. In item 1, students were asked to indicate
how often they do set time and place to study new words. Accordingly,
nine respondents from ' good ' achievers said that they ' sornetimes' set
time and place to study new words, while six claimed that they ' never'

e
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set time and place to study new items. The table also shows that twelve
of the ' poor ' achievers reported that they ' sometimes' set time and place
to study new words, and three of them said that they 'never' do so. From
the data, it is possible to conclude that ' poor ' achievers tend to set more
time and place to study compared to high achievers. Data from the
interview also show that ' poor ' achievers usually set time and place to

study vocabulary items.

In item 2, students were asked to show how often they set goals and
objectives for learning vocabulary items. Ten of the ' good ' achievers
reported that they 'always' set goals and objectives [or learning
vocabulary items and four said that they 'sometimes' do sc. Likewise,

twelve of the ' poor ' achievers reported that they ' sometimes' set goals

and objectives for learning vocabulary and two of them claimed that they
' sometimes' set goals and objectives for learning vocabulary. From this,
it is possible to conclude that ' poor ' achievers seem to be better than
" good ' achievers in setling goals and objectives [or learning vocabulary
items. During the interviews, most of the ' poor ' achievers and a few of
' good ' achievers said that they set goals and objectives for learning new

vocabulary items.

In item 3, students were asked to indicate how often they consider
themselves as students who could successfully learn new vocabulary
items. Nine of the 'good ' achievers reported that they 'always' considered
themselves as students who could successfully learn new vocabulary
items and four of them claimed that they ' sometimes' thought so.
However, only five of the 'poor’ achievers, said that they 'always'
considered themselves as students who could successfully learn new
vocabulary items and nine of theri indicated that they ' sometimes' do
so. This shows that ' good " achicvers scem to be better than ' poor !

achievers in considering themselves as students who could successfully

o
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learn new vocabulary. The result of the interview also highly supported

the above idea.

An attempt was made to investigate efforts that 'good ' and 'poor '
achievers make to improve their vocabulary knowledge by rcading. As
shown in Table 4.1.A. twelve of the ' good ' achicvers reported that they !
sometimes' try to improve their vocabulary knowledge through reading,
while three of them said that they 'never' read to improve their
vocabulary knowledge. Likewise, thirteen of the ' poor ' achievers said
that they ' sometimes' try to improve their vocabulary knowledge through
reading, while two claimed that they ' never' read to improve their
vocabulary knowledge. From the data one might conclude that there is
no significant difference between ' good ' and ' poor ' achicvers in cfforts
they make to improve their vocabulary via reading. In the interview, both

of the groups said that they ' sometimes' employ the strategy.

In item 5, students were asked to indicate how often they listen to people
to learn new words. Accordingly, five of the ' good ' achievers said that
they ' always' listen to other people to learn vocabulary and ten of them
claimed that they ' sometimes' do so. Similarly, six of the 'poor ' achievers
reported that they 'always' listen to people to learn and six claimed that
they sometimes do. From the data, it might be said that ' good ' achievers
seem to be better than 'poor' achievers in learning new words by listening
to people. In the interview, most of the' good ' achievers said that they

use this strategy compared to the ' poor ' achievers.

In item 6, students were asked (o indicate how often they listen to
English radio or TV programs to improve their vocabulary. In response to
this, five of the 'poor ' achievers stated that they ‘always' listen to English
radio or TV programs to improve their vocabulary knowledge and nine of

them claimed that they 'sometimes' do so.
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In like manner, five of the 'poor '

achievers claimed that they '

always'

listen to English radio or TV programs to improve their vocabulary

knowledge, and eight of them said that they ' sometimes' do. From this, it

is possible to conclude that the majority of the both groups listen to

English radio or TV programs to improve their English vocabulary,

though 'good ' achievers seem to be better than '

poor

achievers in

listening to English radio or TV programs to improve their vocabulary.

Table 4.1.B. Planning strategies in descriptive statistics

In analyzing student's responses descriptively, values were given to the

options. The values were

2 = always

1 = sometimes

0 = never
Achievers | N Mean Std. devotion Variance t-value
Good 15 7.07 1.71 2.92
Poor 15 7.00 1.65 a1 | 13

From Table 2.6, we can see that good achievers seem slightly better than

poor achievers (mean 7.07 Vs 7.00) respectively in using planning

strategies to learn new vocabulary items. However, the t-test analysis

showed that this difference between the two groups was not statistically

significant (t=0.13, p>0.05, df=28).

4.2. Strategies in Learning New Words

An attempt was made to gather data on the strategies that "

poor " achievers use in learning new words.

good " and "

(§%]
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Table 4.2.A. Strategies in learning new words

Group of Respdﬁgents '
' good ' achievers " poor ' achievers
Frequency R Frequency
wn 7 2l
4 : o | E
Items Sub -Strategies i ! gl = | 2 3
< E < | E
n n
7 I ask their classmates ( teachers) | 9 3 AESERT 3
to learn the new word meaning
8 [ use an English dictionary and | 8 5 2110 |3 2
learn new words - N
9 I use English L; dictionary and | 1 11 3|7 7 1
learn new words ) .
10 I workout the meaning of unfamiliar | 9 5 1 {6 7 2
word by examining its component
parts -
11 I underline, the new words I meet | 2 4 911 5 9
while 1 read and later find their
meanings .
12 I read a text or listen to someone, | 8 7 - 15 7 3
try to guess the meaning of
L unfamiliar words from their context | | i B ) |

As can be seen from the above table, six sub strategics were included

under learning strategies.

In item 7, students were asked tc show how often they ask their
classmates for learning vocabulary items. Accordingly, nine of the ' good '
achievers said that they 'always' ask for learning vocabulary items and
five reported that they ' sometimes' ask their classmates for learning new
vocabulary iterns. The table also shows that two of the ' poor = achievers
said that they ' always' ask their classmates for learning new words,
while ten of them claimed that they 'sometimes ask for learning new
words and three of them said that thev ' never do so. Feom the data, it is
possible to conclude that " good " achievers tend to ask their classmates

to learn new vocabulary items compared to the " poor ™ achicvers. Data



from the interview also show that ' good ' achievers usually ask their

classmates (teacher) for learning new vocabulary items.

In item 8, students were asked to indicate how oflten they use English
dictionary for learning vocabulary items. Eight ol the ' good ' achievers
reported that they 'always' use the English dictionary for learning new
vocabulary items and five of them said they ' sometimes' do so. Likewise,
ten of the 'poor' achievers reported that they 'always' use English
dictionary for learning vocabulary items, while three of them claimed that
they ' sometimes' do so. From this, it is possible to conclude that ' poor'
achievers seem to be better than 'good' achievers in using English
dictionary to learn new words. During the interview, most of the ' poor '
achievers and a few of the ' good ' achievers show that they use English

dictionary for learning new vocabulary items.

In item 9, students were asked to indicate how often they use English L1
dictionary for learning new vocabulary items. Eleven of the 'good'
achievers reported that they 'sometimes' use English L1 dictionary for
learning new vocabulary items and three of them claimed that they
'never' do so. However, seven of the 'poor' achievers said that they
‘always' use English L1 dictionary for learning vocabulary and seven of
them indicated that they ' sometimes' use so. This shows that 'poor’
achievers seem to be better than 'good ' achievers in using English L1
dictionary for learning new vocabulary items. The result of the interview

also highly supported the above idea.

An attempt was made to investigate how often ' good ' and ' poor '
achievers try to know the meaning of unfamiliar word by examining its
component parts. As shown in Table 4.2.A, nine of the ' good ' achievers
reported that they 'always' try to know the meaning of unfamiliar
vocabulary items by examining its component parts and five of them said

that they 'sometimes' do so. Similarly, six of the 'poor ' achievers said



that they 'always' try to know the meaning of unfamiliar words by
examining its component parts and seven ol them said that they
sometimes' do so. From the data one might conclude that ' good '
achievers seem to be better than 'poor' achievers by examining the
components of unfamiliar vocabulary items to know its meaning. In the
interview, most of the' good 'achievers said that they examine the
components of unfamiliar words to know their meaning compared to the'

poor ' achievers.

In item 11, students were asked to indicate how often they underline the
new words in order to find their meaning. Accordingly, four of the ' good '
achievers indicated that they 'sometimes' underline new words to find
their meaning, while nine of them claimed that they 'never' do so.
Similarly, five of the 'poor' achievers reported that they ' sometimes'
underline the new words to find their meaning and nine of them said
that they 'never' underline. From the data, one might conclude that there
is no significant difference between 'good' and 'poor' achievers in
underlining new words in order to find their meaning. In the interview,
both of the groups said that they 'sometimes' underline new words so as

to find their meaning.

In item 12, students were asked to indicate how often they try to guess
the meaning of unfamiliar words. Eight of the 'good' achievers reported
that they 'always' guess the meaning of unfamiliar vocabulary items and
seven of them said that they 'sometimes' guess. The table also shows
that five of the 'poor' achievers said that they 'always' guess and seven of
them claimed that they 'sometimes’ guess the meaning of unfamiliar
words from context. This shows that 'good' achicvers seem to be better
than 'poor' achievers in guessing from context. Data from the interview
also show that 'good' achievers usually guess to know the meaning of the

new vocabulary items.



Table 4.2.B.

Learning strategies use in descriptive statistics

Achievers | N Mean | St. deviation Variances | t-valve
Good 15 7.40 71.88 - 3.54 _ 0.94
poor 15 o3 | 202 4.07

From Table 4.2.B,it might estimated that good achievers seem better

than poor achievers (mean 7.40 Vs 6.73) respectively in using vocabulary

learning strategies to learn vocabulary items. The t-test result depicted

that this difference between two groups was not significant statistically

(t=0.94, p>0.05, df=28).

4.3. Memory strategies to remember new words

Table 4.3.A. Strategies to remember new words.

Group of Respondents

| 'good' ' poor '
Items Sub Strategies achievers achievers |
Frequency Frequency
> - ol » = &
B |9 | 8| Bl o B
4 |8 |®| 4| B =
@ @
13 I find an L1 word that has a similar sound | 4 5 62185
(pronunciation) to the new word
14 I act out physically the meaning of the new word - 7 8151510
15 [ write new words again and again looking at them | 4 7 4 (6|82
carefully - o ]
16 [ use new words in conversation - 16 26|81
17 I use new words in writing 15 |10 |-|6]811
18 [ take notes of unfamiliar words, came across and | 4 9 213|148
keep their record on vocabulary note book L | |
19 I group words according to their parts of speech. - 4 1|-]9]6
1
20 I place words in group with other words that are | 2 6 71418 |6
similar to t in some ways o ~ -
21 I group words according to their similarity in |6 C; 6|3|6|6
- meaning - 4 ] [—
22 1 group words according to their dissimilarity in |4 |4 7L
meanings B PR N A I A
23 I try to remember the new words, by remombcringﬂ 4 V7 i 419 I &l L
their location on the page, on blackboard, or cn a | 1 ;
street sign ! - i




As can be seen from the above table, eleven sub strategies were included
under memory strategies. In item 13, students were asked to show how
often they find L1 word that has similar pronunciation to the new words.
Accordingly, four respondents from 'good' achievers said that they
‘always' find L1 word that has similar pronunciation to the new words
and five of them reported that they 'sometimes' do so. Based on the data,
it would be possible to say that 'good' achievers scem to be slightly better
than 'poor' achievers in finding L1 word that has similar pronunciation to

the new words. The result of the interview also supported the above idea.

In item 14, students were asked to show how often they act out
physically the meaning of the new word. Seven of the 'good' achievers
said that they 'sometimes' act out physically the meaning of the new
words while eight of them claimed that they 'never’ act out. Similarly, five
of the 'poor' achievers reported that they 'sometimes' act out physically
the meaning of the new words while ten of them said that they 'never' act
out. From the data, one might conclude that there is no significant
difference between 'good' and 'poor' achievers in acting out physically the
meaning of the new words. In the interview both of the groups said that

they 'never' act out physically the meaning of the new vocabulary items.

In item 15, students were asked to show how often they wrile new words
again and again. In response to this, four of the good achievers said that
they always write new words repeatedly and seven of them reported hat
they 'sometimes' write new vocabulary items again and again, likewise,
four of the 'poor' the achievers reported that they 'always' write new
words again and again and eight of them said that they 'sometimes' do
so. From the data, it is possible to conclude that '‘poor' achievers tend to

write more new words repeatedly compared to 'good' achievers. Data from



the interview also show that 'poor' achievers usually write new words to

remember.

In item 16, students were asked to indicate how often they use new
vocabulary items in their conversation. In responsce Lo this, seven of the
'good' achievers reported that they 'always' use new words in their
conversation. While six of them said that they ‘'sometimes' do so.
Similarity six of the 'poor ' achievers indicated that they 'always" use new
vocabulary items in their conversation and eight of them claimed that
they 'sometimes' do this. The above data show that there is no significant
difference between 'good' and 'poor' achievers in using new words in their

conversation. The results of the interview also yielded similar results.

In item 17, students were asked to show how often they use new words
in their writing. Accordingly, five respondents from 'good ' achievers said
that they 'always' use new words in their writing and ten of them
reported that they 'sometimes' do so. In the same manner, six ol the
'poor' achievers replied that they 'always' use new words in their writing
while eight of them said that they 'sometimes' do so. The data show that
there is no visible difference between 'good' and 'poor' achievers in using
new words in their writing. However, during the interviews, most of the
'‘sood' achievers and a few of 'poor' achievers said that they use new
words in their writing. Thus, it might be said that 'good' achievers seem

to be better than 'poor' achievers in using new words in their writing.

In item 18, students were asked to indicate how often they take notes of
unfamiliar words on their vocabulary note book. In response to this, four
of the 'good' achievers said that they 'always' take notes of unfamiliar
words on their vocabulary note book and nine of them indicated that
they 'sometimes' do so. However, only three of the 'poor' achievers said

that they 'always' write the new vocabulary ilems on their vocabulary



the interview also show that 'poor' achievers usually write new words to

remember.

In item 16, students were asked to indicate how often they use new
vocabulary items in their Convcrs;ﬁion. In responsce to this, seven of the
'‘good' achievers reported that they 'always' use new words in their
conversation. While six of them said that they 'sometimes' do so.
Similarity six of the 'poor ' achievers indicated that they 'always" use new
vocabulary items in their conversation and eight of them claimed that
they 'sometimes' do this. The above data show that there is no significant
difference between 'good' and 'poor’ achievers in using new words in their

conversation. The results of the interview also yielded similar results.

In item 17, students were asked to show how often they use new words
in their writing. Accordingly, five respondents from 'good ' achievers said
that they 'always' use new words in their writing and ten of them
reported that they 'sometimes' do so. In the same manner, six ol the
'‘poor' achievers replied that they 'always' use new words in their writing
while eight of them said that they 'sometimes' do so. The data show that
there is no visible difference between 'good' and 'poor' achievers in using
new words in their writing. However, during the interviews, most of the
'good' achievers and a few of 'poor' achievers said that they use new
words in their writing. Thus, it might be said that 'good' achievers seem

to be better than 'poor' achievers in using new words in their writing.

In item 18, students were asked to indicate how often they take notes of
unfamiliar words on their vocabulary note book. In response to this, four
of the 'good' achievers said that they 'always' take notes ol unfamiliar
words on their vocabulary note book and nine of them indicated that
they 'sometimes' do so. However, only three of the 'poor' achievers said

that they 'always' write the new vocabulary ilems on their vocabulary



note book and four reported that they 'sometimes’ do so. This shows that
'good' achievers seem to be better than 'poor' achievers in writing new
vocabulary items on their vocabulary note book. The data of the interview

also highly supported the above idea.

In item 19, students were asked to show how often they group new words
according to their parts of speech. Accordingly, four respondents from
'good' achievers said that they 'sometimes' group words according to their
parts of speech and eleven of them claimed that they 'mever' do so.
However, nine of the 'poor' achievers said that they 'sometimes' group
words based on their parts of specech while six reported that they 'never'
group words based on their parts of speech. From the data, one might
conclude that 'poor' achievers seem to be better than 'good' achievers in
grouping words based on their parts of speech. Data from the interview
also show that 'poor' achievers usually group words according to their

parts of speech.

In item 20, students were asked to indicate how often they group new
words based on their topic relationship, to answer this, two of the 'good'
achievers reported that they 'always' group new words according to their
topic relationship and six of them said that they 'sometimes' group new
vocabulary items based on their topic relationship, while seven claimed
that they 'mever' do so. Likewise, four of the 'poor' achievers said that
they 'always' group new words in accordance with their topic relationship
and five reported that they 'sometimes' group new vocabulary items
based on their topic relationship, while six claimed that they ' never' do
so. From the data, one might conciude that ' good " achievers seem Lo be
slightly better than 'poor' achicvers in grouping new words based on their
topic relationship. The result of the interview also supported the above

idea.
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In item 21, students were asked to show how often they group words
based on meaning similarily. Accordingly, six of the 'good' achicevers said
that they 'always' group words based on meaning similarity and six
respondents from the same group indicated that they 'sometimes’ group
words according to meaning similarity while three of them claimed that
they 'never' group based on meaning similarity . However, only three of
the 'poor' achievers said that they 'always' group words according to
meaning similarity and six reported that they 'sometimes' group words
based on meaning sameness, while six of them claimed that they 'never'
do so. This shows that 'good' achievers seem to be better than 'poor'
achievers in grouping new words based on meaning similarity. In the
interview, most of the 'good' achievers said that they use this strategy

compared to 'poor' achievers.

In item 22, students were asked (o indicate how often they group words
based on meaning dissimilarity. In response to this, four of the ' good '
achievers said that they ' always' group words according to meaning
dissimilarity and four respondents from the are group reported that they
'sometimes' group words based on meaning dissimilarity, while the
remaining seven claimed that they 'never' do so. However, seven of 'poor’
achievers reported that they ' sometimes' group words based on meaning
dissimilarity and seven respondents from the same group said they '
never' do this. From this it is possible to conclude that 'good' achievers
seem to be better than 'poor' achievers in grouping words according to
meaning dissimilarity. Data of the interview also highly supported the

above idea.

In item 23, students were asked to indicate how often they try to
remember new vocabulary items using visual imagery. Accordingly, four
of the 'good' achievers indicated that they 'always' use visual imagery

strategy and seven of them reported that they 'sometimes' use the
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strategy, while four claimed that they 'never' do so. However, nine of the
'poor’ achievers said that they 'always" use visual imagery strategy and
five of them indicated that they 'sometimes' use the strategy. Based on
the data, it might be said that 'poor' achievers seem to be better than
'good' achievers in using visual imagery strategy to remember the new
vocabulary items. During the interview, most of the 'poor' achievers and
a few of the 'good' achievers said that they use visual imagery strategy to

remember new words.

Table 4.3.B. Memory strategies use in descriptive statistics

Achievers | N Mean St. deviation Variance t-value
Good 15 10.07 |3.92 15.38 I

o I 0.09
Poor 15 9.93 3.26 10.64

Table 4.3.B, Indicated good achievers seem better than poor achievers
(mean 10.07 Vs 9.93) respectively in using memory strategies to learn
vocabulary items, however, the result of t=test (0.09) showed that the
difference between good and poor achievers was not statistically

significant (t=0.09, p>0.05, df=28).
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CHAPTER FIVE: CONCLUSIONS AND
RECOMMENDATIONS

5.1. Conclusions

Based on the above findings and their discussions, the following

conclusions have been drawn.

Good achievers consider themselves as students who can
successfully learn new words; listen to other people
( teachers) and English radio or TV program to improve their
English vocabulary while poor achievers set time, place, goals
and objectives for learning vocabulary to improve their
English vocabulary.

Both good and poor achievers almost equally try to improve

their vocabulary knowledge by reading

Good achievers ask their classmates ( teachers); workout the
meaning of unfamiliar word by examining its component
parts; guess the meaning of unknown words from context and
learn the meaning of new words while poor achiever rely on
only on monolingual and bilingual dictionary and learn the

meaning of unknown words.

Good achievers use new words in conversation; take notes of
unfamiliar words on their vocabulary note book; group words
according to their synonym and antonym; use new words in
their writing and conversetion to remember new words while
poor achievers write new words again and again; place words
based on topic relation; group words according to their parts

of speech, remembering words based on visual imagery; find

‘wd
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an L1 word that has similar sound to the new word to
remember new words.
e Both good and poor achievers do not act out physically the

meaning of new words to remember.

5.2. Recommendations

Based on the above conclusions, the following recommendations have

been made.

e Students need to be introduced to various vocabulary
learning strategies in different activities.

e It would be helpful if curriculum developers be a ware of the
vocabulary learning strategies students use during learning
vocabulary and should include vocabulary learning strategies
used by good learners that enable poor students to develop
their vocabulary knowledge.

e [t seems profitable if teachers who prepare supplementary
teaching materials make use of the out put in this research
that enable students to be effective in learning vocabulary.

e Poor students should be helped or advised to consider
themselves as students who can successfully learn new
words.

e Poor students should be advised to listen English radio or TV
programs to improve their English vocabulary. In addition,
they shoulad be encouraged to ask their teachers and
classmates; guess meaning from context; write unfamiliar

words on their note book.
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Appendix A

Addis Ababa University
School of Graduate students
Department of foreign languages and literature

A questionnaire to be completed by students

Dear Student.

This questionnaire is designed for a study purpose. Study each
item in the questionnaire and answer it in the spaces provided
based on the instruction given. Success of the study depends on
the genuine answers you give to the questions. Thus, you are asked

to answer the questions frankly and honestly.

Read each statement given in the following table carefully. Then,
tick (V) as appropriate to you from the options given to indicate how

often you do the activity described when you learn new English

words.
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[tem When [ learn new English words :

1 [ set time and place to stud}}?cw V()CabL.ll'c'.E;_ -

2 [ set goals and objfcctivcsfo_x-‘_ lée;iq{ﬁé ;oceiBulafy
items. (Eg. Whether it is for improving my
English, or for studying my subjects, or passing
an exam and so on).

3 [ consider myselfi?( a student who can|
successfully learn new vocabulary items.

4 I try to improve mm_y" vocabulary kt_]-()wl(,‘-([g(.‘ by
reading

S

I listen to other people ( teachers) and learn new |

words

[ almost always do this

[ sometimes do this

I never do this




No

When I learn new English words :

I listen to English radio or television programs to

improve my English vocabulary knowledge.

I ask my classmates (teacher) to learn the new |

word meaning.

[ almost always do this

|
|

[ sometimes do this

I never do this

I use an English dictionary and learn new words.

I use English - L1 dictionary and learn new

words.

10

I work out the meaning of unfamiliar word by
examining its component parts. (eg. | try to guess

the meaning of unhappy frorh un-and happy).

1

I underline the new words | meet while | read and |

later find their meanings.

12

Whenever I read a text or listen to someone I try
to guess the meaning of unfamiliar words from

their context.

13

I find an L1 word that has a similar sound
(pronunciation) to the new word (eg. If the new
word is camel, I relate it with the word "Kamil" a
name of a person, and then visualize " Kamil"

riding a camel).
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2
o %)
= =
o |5 |
T | g |.8
w | o it
AR
o 1
No When I learn new English words © g 8
) 5] 5]
s |85
E| 3
« —
14 | I act out physically the meaning of the new word (eg.__l
move my head up and down to learn the meaning of
'nod')
15 |1 write new words a gain and a gain . B
16 | I use new words in my conversation.
17 |1 use new words in my writing sentences. 7
18 |1 take notes of unfamiliar words on my vocabulary g
note book.
19 |I group words according to their _pgﬁs‘:"ﬁféspégéh.W(LE._'
Verbs on one side and nouns on the other side).
20 |I place words in a group with other words that are | o
similar to it in some ways. (eg. | group together words
related to FURNITURE, such as table, chair etc)
21 |1 group words according to their similarity in méanan . B
(eg. Happy, glad)
22 |1 group words according to their dissimilarity in
meaning. (eg. Happy, sad). _
23 |I try to remember the new words, b}; renﬁembeﬁﬁg

their location on the page, on the black board, or on a

street sign.




Appendix B

AGN AN LG
FEIRIT TGP pLe°
PVl Ly TN

N2 2F P9L9°A aomfP+ /Questionnaire/

m-£ 1714

ey aomBP CTHILMm ATG T hAYT 1@< AL TS8P Le niNNh/h
N72A Novovld @ [01TOMH/ oo lcl (FOmms N3 eoAQ/Ti:: PHLY TS T
N2l OWFERFE Thnds ool LONSA: DAY T L DTETG
N2NKYTS 03271 a0/,

NIMENE CTAM-TF Ale- 1 1IC ONPIdLd ArOn/n: hiby ¢ 9°Ant
M=l A4 AL 097247 AY™F Lo “N. C1900-17F LCLAT ha0
PATIANG PATT AYIDT hILYICTAANI°O hoCahl [
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Tk

HYAN A

Chl.N  PATT TCTY AYTOT PhEA LT ey
a4 hmePAU-::

U-ALh.(always) ALC20U-

hAE. (sometimes) ALC2NU-

o

2e

NG

NG2-9° (never) AALCT79°

8 | PhlN PATT TCI9° A%TOT ChFIANT T #0 NATIANG
P4 oI PATY [dictionary 17 A @TAD

9 | h&A PATT ATTOF ChTIAETT P NG onqi b
COLALNYY vl AT [ dictionary 7 AmPeAD

10 |[Pa807 PN PHALE PTEDT TC19° Navnmdy® P07
aAMPAL, G Agolool RI°né-AU-=: (A4 h un- AS
happy leod-~ Punhappy? 1C19° Aavlavl KiLavy°h(;
S I EARTODE

11070 L POLEIT oo T han #AT ANCCOTPan- ||

PANT  ALCTVTFPAU:: hILE?  TCIT®F  hhm&T o
[context [ TU0VE TCravy héNIAU::

12

ATN° 1P ABYCT A& AT homent heds A0 |

(Am-£) 0VE haoav hdChé-GU-:

IR S |
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U-ALH(always) aLC.2A0-

PaB0  PATT TCH AT PhEA LS meyr |

aoP°Vdr hmmGPau-::

(sometimes) ALC.2AU-

o

Ja

OO\GL hANG

N4:4-9° (never) ANLCT79°

8 PhSN PATT TCT9° AZTOT CHIANGTT $A NhTIANG
b ool PA [dictionary /[ A eIau-::
9 AN PN ATIDP CATINGT P NG auql arpdes ||
CALALNY vl 2ATY | dictionary 7 Ameean-::
10 | PaBOT PO PTALE PTLDT TCI9° Novomd9® A7
amPAL QL Agolovl R9CR-AU-: (A9°AA h un- AS
happy Nevd funhappy? 1°C19° Aevlaol hiLav9*h(
AT D)z
11| 09700t L P9 IT ooy ab0 PAT A0 CUTFPAU- ||

AT ALCITPAY-:: hILEI®  TCITF®F  hAamE&Tm-
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12

A9 P ASYCT AR PAT homenT hdAe i)

(ha-L) VE Aalov]s Zqhd-AU-::
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Appendix C

Some leading questions during interview

1. How do you plan to learn new vocabulary?

2. How do you learn new vocabulary?

3. What do you do in order to remember new vocabulary items?




Appendix D

Good achievers respondents' result towards their planning

strategies.

Items 1 2 8 < S §)  sum

i 0 1 0 1 1 1 4 0 27
2 ] 2 1 1 % 1 | 8| o0 13
3 1 2 1 T 1 ' 8 0 13
4 1 2 2 1|1 1| 8] 0 13
8 1 b 2 11T |2 9 0 6
6 1 1 2 0o |2 1 71 o] a7
7 1 2 2 1 2 1 9 0 6
8 0 2 3 R ) 8| 0| 13
9 1 1 o |1 o 0 3 o 2
10 1 0 2 |1 |1 ! 6| O 4
11 0 1 9 1 2 1 7 0 47
12 1 2 1 0 1 1 6 0 4|
13 0 7 3 0 1 2 ¢ o 47
14 0 2 1 1 2 2 8 0 12
15 1 2 2 1 ' 1 gl 0O 13

o Total | 106 | 4.65




Poor achievers respondents' result towards their planning strategies.

Items 1 2 A 4 O 6 sum
1 2 1 1 1 1 P 47
2 0 2 1 1 I ¥ 6 4
3 1 2 1 o |1 10 5 33
4 1 12 I 13 2 3 i 9|7 o 86|
5 1 2 1 1 0 2 A B T
6 0 1 0 1 |0 i 3 0 £l
7 1 & 2 1 2 0 8 0 35
8 1 2 1 1 |o 2 7] 0 47
9 1 2 2 1 [z |2 10, 0 67
10 1 ] 1 1 1 |1 7 0 47
11 1 2 2 0 1 1 7| o 47
12 1 2 1 Iz |1 8 0| 53]
13 0 1 2 R E 1 71 0 47
14 1 0 2 |1 2 2 8| o] 13]
15 |1 2 R 1 1 | 6 of 4
- o Total | 105 —

o
5]




Good achievers respondents' result towards their learning strategies.
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Poor achievers respondents' result towards their learning strategies.

Items Vi 8 9 10 11 12 sum
1 0 1 1 0 0 - 4 of 27
2 1 3 1 1 12 o 71 0 47
3 1 2 2 2 o |1 8| 9| 83
4 2 2 2 B 1 |2 11 0l7 73
5 0 1 1 2 1 1 6| 0 4
6 1 0 0 1 1 1 4 0 27
7 0 2 2 i 0o |0 5] 0 33
8 1 7 1 1 : |2 | 8l o 53
9 1 2 1 0 0 2 6 0 4
10 1 1 1 1o 0 41 0 27
11 2 B 1 2 0 1 8 0 53
12 1 2 2 2 |1 1 9] 0 6
13 1 0 2 |1 o 2 6 0
14 1 2 ) 1 |0 1 | 7| o] a7
15 1 2 2 2 0 1 gl 0 53
B - Total | 161 |

n

wn




Good achievers respondents' result towards their memory strategies.
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Poor achievers respondents' result towards their memory strategies.
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Table 8 duration of the training
How Iong was the training?

Cumulative
Frequency Percent Valid Percent Percent
Valid 1-2 weeks 18 257 30.5 30.5
2-4 weeks 8 1.4 13.6 44 1
4-6weeks 8 11.4 13.6 57.6
More than 6 weeks 25 357 42.4 100.0
Total 59 84.3 100.0
Missing  System 14 15.7
Total 70 100.0
Table 9 Conductor of the training
The training was conducted by;
Cumulative
Frequency Percent Valid Percent Percent
Valid Local Higher Institutions 9 12.9 15.3 15.3
Local Government Offices 49 70.0 83.1 98.3
Foreign Training Center 1 1.4 17 100.0
Total 59 84.3 100.0
Missing  System 11 15.7
Total 70 100.0

Table 9 shows, by whom the training was conducted. As to the data, 49 (83.1%) of the
respondents answer by saying, by local government offices, 9 (12.9%) answer, by local higher

institutions, and only one (1.4%) of the respondents answer as he/she receive the training in the

foreign training center.

Table 10 (below)shows the data of trainers. Accordingly, 29(49.2%) Of 59 respondents are
trained by government officials, 26 (44.1%) by both officials and professionals, whereas, only 4

(6.8%) are trained by professionals.
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Table 10 the trainers

The trainers were;

Cumulative
Frequency Percent Valid Percent Percent

Valid Professionals and
Instructors 4 a . 08
Government Officials 29 41.4 49.2 55.9
Both of them 26 371 441 100.0
Total 59 84.3 100.0

Missing  System 11 15.7

Total 70 100.0

Table 11 Political Participation
Are you a member of political org?
Cumulative
Frequency | Percent | Valid Percent Percent

Valid Yes, | am 38 54.3 55.1 55.1
No, I'm not 8 11.4 1.6 66.7
Yes, | was, but not now 1 1.4 1.4 68.1
| want to be 2 29 2.9 71.0
No answer 19 2.1 27.5 98.6
6 1 1.4 1.4 100.0
Total 69 98.6 100.0

Missing  System 1 1.4

Total 70 100.0

Table 11 shows the respondents’ political participation. Accordingly, the data shows as most of
them are party members. Hence, 38 (55.1%) are active members, whereas, 8 (11.6%) are not members.
19 (27.5%) did not respond. 2 (2.9%) show as they want to be a party member, and only 1 (1.4%) remain

unidentified.
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Section Two Issues Related to Public relations Objectives and practice

Table 12 respondents view towards public interest

PRs don't care for the public interest

Cumulative
Frequency | Percent Valid Percent Percent
Valid  Agree strongly 4 5.7 5.7 5.7
Agree 10 14.3 14.3 20.0
Neither agree nor disagree 5 T 71 271
Disagree 25 35.7 357 62.9
Disagree strongly 26 371 371 100.0
Total 70 100.0 100.0
Chart 1 Respondents view towards public interest
PR don't care for public interest
30
201
-
b=
3
o
w
(s
10—
o T T T T T
Agree strongly Agree Neither agree nor Disagree Disagree strongly

disagree

PR don't care for public interest
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Table 13 Respondents view about positive of the government

Itis appropriate to present positive feature of gov.

Cumulative
Frequency Percent Valid Percent Percent
Valid  Agree strongly 46 65.7 65.7 65.7
Agree 18 28.7 25.7 91.4
Neither agree nor disagree 3 4.3 4.3 95.7
Disagree 3 4.3 4.3 100.0
Total 70 100.0 100.0

Chart 2 Respondents view about positive of the governments

It is appropraite to present positive feature of gov.

50
40
Ery 30~
=
@
=
o
a
.
.
20
10
o T T T l I T l
Agree strongly Agree Meither agree nor Disagree
disagree

It is appropraite to present positive feature of gov.

According to data shown in table 12, 51(72.8%) respondents disagree with the idea that describes
as ‘‘PRs don’t care for the public interest *> whereas, in table 13, 64(91.4%) respondents show
their agreement as it is appropriate to present the positive feature of the government. This shows

that there is an incongruity with the response of the respondents.
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Section Three Issues related public relations key roles in communication

Table 14 Respondents view about the role of PR

The role of PR is ﬁghting against wrong doings

Cumulative
Frequency Percent Valid Percent Percent
Valid  Agree strongly 57 81.4 81.4 81.4
Agree 11 16.7 15.7 97.1
Disagree 1 1.4 1.4 98.6
Disagree strongly 1 1.4 1.4 100.0
Total 70 100.0 100.0

Chart 3 Respondents view about the role of PR

Frequency

G0

S

40

The role of PR is fighting against wrong doings

30

10+

=

-
Agree strongly

T
Agree

T
Disagree

T
Disagree strongly

The role of PR is fighting against wrong doings
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Table 15 Respondents view about political mission

Working for the indoctrination of gov. politics

Cumulative
Frequency Percent Valid Percent Percent
Valid  Agree strongly 59 84.3 84.3 84.3
Agree 6 8.6 8.6 929
Neither agree nor disagree 3 4.3 4.3 97.1
Disagree strongly 2 29 29 100.0
Total 70 100.0 100.0

Chart 4 Respondents view about political mission

Working for the indoctrination of gov. politics

Frequency

60

50

40

30

207

10

| S v e gt |

1
Agree strongly

¥
Agree

T
Meither agree nor
cdisagree

T
Disagree strongly

Working for the indoctrination of gov. politics
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Table 16 Respondents view of PR role towards organizational safety

PR plays vanguard role to maintain the org's safety

Cumulative
Freguency Percent Valid Percent Percent

Valid  Agree strongly 53 8.7 75.7 75.7
Agree 13 18.6 18.6 943
Neither agree nor disagree 2 29 29 97.1
Disagree 1 14 14 98.6
Disagree strongly 1 14 1.4 100.0
Total 70 100.0 100.0

Chart 5 Respondents view of PR role towards organizational safety

PR plays vanguard role to maintain the org's safety

40

30

Frequency

1077

[ 1 I 1 I 1

T T T i 1
Agree strongly Agree Meither agree nor Disagree Disagree strongly
disagrees

PR plays vanguard role to maintain the org's safety
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Table 17 Respondents view about the role of PR to succeed political mission

PR works to succeed to gov's political mission

Cumulative
Frequency Percent Valid Percent Percent

Valid  Agree strongly 41 58.6 58.6 58.6
Agree 13 18.6 18.6 771
Neither agree nor disagree 8 11.4 11.4 88.6
Disagree 6 8.6 8.6 97.1
Disagree strongly 2 29 29 100.0
Total 70 100.0 100.0

Chart 6 Respondents view about the role of PR to succeed political mission

PR works to succeed to gov's political mission
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Tables 14 — 17 deal with the role of PR. According to the data, most of the respondents respond
as the key role of PR should be fighting against wrong doings(T.14), work for the indoctrination
of government politics(T.15), PR plays vanguard role for the organizational safety(T.16), and PR
works to succeed political mission(T.17). This implies that instead of professionalism, the trend

of PR in Ethiopia is mission oriented.
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Section Four Issues related to Public relations Codes of Ethics

Table 18 Respondents view towards PR’s code of ethics

PRs do not give due attention to the code of ethics

Cumulative
Frequency Percent Valid Percent Percent

Valid  Agree strongly 2 29 2.9 29
Agree 10 14.3 14.3 17.1
Neither agree nor disagree 5 Pl Tl 24.3
Disagree 24 34.3 34.3 58.6
Disagree strongly 29 41.4 41.4 100.0
Total 70 100.0 100.0

Chart 7 Respondents view towards PR’s code of ethics

PRs do not give due attention to the code of ethics
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PRs do not give due attention to the code of ethics
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Table 19 Respondents view about presenting the truth wrongly

PR sometimes present the truth wrongly

Cumulative
Frequency Percent Valid Percent Percent
Valid  Agree strongly 6 8.6 8.6 8.6
Agree 25 35.7 35.7 44.3
Neither agree nor disagree 14 20.0 20.0 64.3
Disagree 12 171 171 81.4
Disagree strongly 13 18.6 18.6 100.0
Total 70 100.0 100.0
Chart 8 Respondents view about presenting the truth wrongly
PR sometimes present the truth wrongly
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PR sometimes present the truth wrongly

As it is shown on table 18, 53(75.7%) of the respondents show their disagreement on the idea
that says “‘PRs don’t give due attention to the code of ethics’’, whereas, on table 19, 31(44.3%)
of them respond as they agree on the idea that PR sometimes present the truth wrongly. In this

case, the discrepancy in shown in the response indicates that they do not have professional basis.
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Table 20 Respondents view about information dissemination

PR usually disseminates information which they believe are true

Cumulative
Frequency Percent Valid Percent Percent

Valid Agree strongly 9 12.9 12.9 12.9
Agree 25 35.7 35.7 48.6
Neither agree nor disagree 6 8.6 8.6 57.1
Disagree 18 25.7 257 82.9
Disagree strongly 12 17.1 171 100.0
Total 70 100.0 100.0

Chart 8 Respondents view about information dissemination

PR usually disseminate information which they believe are true
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PR usually disseminate information which they believe are true
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CHAPTER FIVE: CONCLUSION AND RECOMMENDATIONS

5.1 CONCLUSION

This chapter presents that major finding of the study. Major effort has been paid by the
researcher to address the basic research questions. As a result, based on the analysis of the study

discussed in chapter four the finding will be discussed ahead.

The finding shows that public relations practitioners, for the most, who have joined federal
institutions’, have developed a good self-perception of themselves despite the fact that they faced
resistances while joining to the newly assigned positions and during their stay as well. They
faced no good response as officials are not aware of their assigned role. As widely told by the
respondents, they were assumed as spies or political mercenaries for the government and lost
trust as they thought they would be replacing working public relation officers in those

institutions. Surely, this has happened later as they replaced the previous workers.

Public relations practitioners.in federal institutions assumed that the structure of public relations
departments at federal institutions is not good as they joined the positions from the regional and
zonal offices. Despite their previous experience of the management role, of course, some
assumes that the short term training was insightful; however, they have faced challenges to
practice what they have got during the training. Something worth mentioning here would be why
they were selected from regional offices and with party membership as well? Certainly, this
could show that the EPRDF has trust in its members than others as it is widely stated in the

document used for this research.

On the other hand, the public relations practitioners do blame the government for not providing
them a conducive environment to better empower themselves with education. Hence, they
recommend that the GCAO has to have its own school that gives a formal education which is
enriched with developmental state philosophy. This could be seen as public relations

practitioners are party affiliates by themselves.

More importantly, they do assume they have a better knowhow and knowledge of public relation
than the host workers for the reason that they do believe the government has little trust on

previous workers since they failed to address and impose government policies and issues inside
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the people. Suffice to say, they believe that they are the right person for the position, citing it is

the top government officials who had trained them.

Public relations in federal institutions in Ethiopia assume that they are politically well-informed
and had some sort of experience in management previously in such a way they are courageous to
bring the new communication sphere that was not there before. However, the previous
challenges they have faced is getting improved and they are progressing their relationship with
the media, employees, management workers and other stakeholders as the time went by. This is
not without challenges as they told the researcher that lack of manpower, budget and facility are

still there are challenges to discharge their role.

Most probably, public relations practitioners develop their self perception for two reasons. The
main factor would be cited to the background they had developed before they joined the federal
public relations departments. This shows that their origin is political orientation. The other
reason would be the three month long training conducted by government communication affairs
office. Previously, some of them have a background at regional level with the same duty,
however, it is with the selection of regional political parties that formed EPRDF they came to
join federal level communication offices. In such a way, they get a chance to develop their
perception they have developed now. Concomitantly, the training has played a lot to develop
their perception, especially for those, mostly; who were new to the profession despite the fact
that they are all selected either with the loyalty to the government or with their will to serve the
position. The fact that they are trained by top government officials is also worth mentioning to
develop the self-perception they have developed now. Due to this, the role of public relations
practitioners in federal institutions in Ethiopia has surpassed the advocacy role and joined a
mission oriented asks to please every aspect of the government. This implies that they have a

problem of professionalism from the onset.

The self-perception of public relations practitioners in federal institutions in Ethiopia is playing a
pushing factor to execute the new role assigned to them. Basically, they are pushing institutions
to see the profession of public relations as a management role than a mere protocol. In addition,
as the training was given by top government officials and they have got a short but insightful
training, thus, they assumed that they are confident to realize the policies, strategies, and

missions of the ruling party. This would be possible, most of them argue that if at all they are
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members of the party and get formal education in public relation from school other than the

training they have got is not enough.

This is not without challenges as most of them faced hardships when they joined the federal
institutions. They assumed that they are well equipped with public relations; however, they are
not providing research based practices other than day to day activities that are short in their
nature. It is during this time they came to understand that their expectation and the reality out
there in those institutions have a collision. Due to this, the turnover is increasing in federal
institutions of Ethiopia. In addition, they are getting frustrated for the fact that they are

professionally disunited and assuming they have not secured their position.
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5.2 RECOMMENDATIONS

Based on the finding of the study, the following recommendations are given:

» The public relations practitioners have developed a self-perception that is capable to

%

discharge their responsibility; however, they faced hardships to address. Seen broadly, it
seems that they have given themselves an exaggerated expectation. Therefore, this has to

be rectified so as to provide what is expected from them.

Although they are politically oriented from the very beginning they joined public
relations, they are recommending the government to let them have a formal education
while recognizing, for the most, membership of political party still is essential to address
the role of public relations in Ethiopia. This shows that they are spinning around the
confused understanding of public relations. Hence, public relations practitioners have to

identify what their role should be and in what way that would happen as well.

The government is training its own people to have a know how of public relations,
mainly, by giving training with its top officials. However, since the training is taken as
not as sufficient as it ought to be. Thus, a question of professionalism is arising among
the practitioners. Therefore, care should be taken by the government to make

professionalism happen in the public relations industry in Ethiopia.

After six years of service, the practitioners are still at the beginner level of the job, while
the job and public relations seek advanced knowledge and expertise. Therefore, in order
to enhance the quality of public relations practice, the government should take the lead on

the ways out how the practitioners can get formal education.

As the practitioners indicate in the discussion part of the study, even though they are civil
servants, they rely more on the political position than the profession. Hence, they feel as
they have no security on their job. And they are looking for public relation association or

trying to leave for another profession other than PR to find a security. As this would be
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one aspect of maintaining professionalism in the discipline, the PR practitioners have to

take the lead to enable this to happen.

As widely known, there is no any school in Ethiopia that provides formal education with
public relations. Nevertheless, the government is training its personnel, albeit the political
affiliation is impacting the profession. Therefore, higher institutions in Ethiopia have to

visit their curriculum and open public relations department.
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APOENDICES A
INTERVIEW QUESTIONS

(English version)

. How did you join to PR profession? Is there any training you receive? What is your
perception about the profession?

How do you explain the current government public relations practice? Point out the
challenges.

What do you think are very essential matters for government public relations practice?
What do think are precedences in government public relation?

How do you explain the perception that government high official have towards PR
profession and practitioners in the Federal Government Institutions?

. How is your relation between/with the management, employees, stakeholders, and the
media?

How do you explain Public relations education/training in Ethiopia?

What do you suggest are basic issues to enhance government PR practice? Please indicate
points concerning education/training, ethics, and attitude

How do you explain the relationship and the difference between public relations and

politics? What are the significances for both the government and the society?
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Appendix B

PFa-aomLP PLEPT

. & WHA VT 2l (000) R ME? PAHIPUCTEI PAAMSS 7 e-m- AL,
PHLNT7 LI FarChlio MAmPAL NAoo-Po- PALT VL LINAANT?

. AUT PA@F CavEUNT Pt VETT o REET LIAARTA? hae P94 o
TACT0 917 ST w?

. NACOL D0, ARTE Pt 277 F (AL Pav 30T QAo ¢ ANL.AY, T -
PULAT 07 RAG T4 L PNE4AT?

. MACAL TN, P} 2 WHA VT PR, 04 9°77 &0 LAA?

. PACALT aonlf LT APPhE avOlt 191247 Phofuleth a3t av (LA
POAL DALPT AN V7T 0v-fG ANAov-Po- PAT@-7 havphihl A78 T
LANKTAN7?

. VTTIET OFerAn L PoFI0NT HAl VTR heendf ok PNAL DALPTE
hoond @ bk Wt PF L hRINET/AALCH AATS h7l%.e IC PATFo- 17T T
9°7 LOPAAN?

. PHAN TFTE oo (Mtevaht (AT LAt PTIPVCT/PAAMS Vb
W78 LIARTAN?

. PaFY T oA VTR 24 oM A4 (WTIPUCT/NAMS T hn-
0CEI hhorahh A7AC) ANAL ST o P2A T F o7 +40T

. MLHENSAF?hACA?  rM0S  FPhc  Neviddt an TR oo eg
Zath/e 7 ath herahhFIna”AT o I7RPE/ARTTE - AGPFINTS  AV/A(r

LT 7 ¢ (.PANEATY
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