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Abstract 

The main objective of this study was to examine Suitability of English for Academic Purpose 

course in addressing learners‟ needs with special reference to provision of Communicative 

English Skills at Adama Science and Technology University. To achieve the intended objective, 

descriptive case study was employed in order to portrait the existing situation, and then forward 

alternative means of curbing the problem. In doing so, data were collected   from 145 student 

respondents who were selected randomly out of 1,206 pre-engineering students. Moreover, 17 

communicative English Skills teachers were included in the study by making use of availability 

sampling technique since the number English language teachers who were around during 

researcher‟s stay in the study sites was  only the said figure.  Out of 17 teacher respondents, 

two of them were observed four times each to check whether they were servant of the course 

book or creative enough to contextualize inputs and tasks included the course book under 

scrutiny. Moreover, English language department head and teachers whose classrooms were 

observed were interviewed to triangulate the findings of the study. On the top of these, 

document analysis was carried out to examine relevance of objectives, inputs, tasks and 

activities included in the course book „Oxford English for Career: Techonlogy1‟ in equipping 

Pre-engineering students with academic literacies and study skills they need to learn at 

university level. Finally, based on quantitative and qualitative data analysis, the following 

findings were identified: though there is harmonized syllabus meant to teach Communicative 

English skills in rhetoric, university under investigation did neither use the recommended 

syllabus nor designed its teaching materials that address learners‟ dynamic needs. However, 

ASTU has been using a commercial teaching material, „Oxford English for Career: 

Technology1‟, which lacks cultural and situational relevance if one looks into puts provided in 

all most all the units of the book. In addition to this, teacher respondents from university under 

investigation seem to consider that teaching productive skills is so essential over teaching the 

receptive skills as opposed to student respondents‟ reaction in which they have showed their dire 

needs of learning the four major language skills in a balanced manner. Based  on  the  findings  

of  the  study,  it  is  recommended  that  English language department heads should plan for 

periodic appraisal of communicative English skills  provision sine this could open up windows of 

opportunities for syllabus and textbook renewal/ modification. In nutshell, it is appropriate to 

design EAP syllabus, and then develop/adapt a course book that can tap on learners‟ diverse 

target and learning needs. 

Keywords: English for Academic Purpose, Syllabus Design, Course Material Development, 

Needs   Assessment, course book evaluation 
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CHAPTER ONE 

1. Introduction 

1.1.Background of the Study 

The role of English language in academic settings is of vital interest to those who are concerned 

with tertiary education quality. In this regard, Swales (1995) notes that English language has 

become the world‟s major language which facilitates effective communication of research 

findings in whatever fields of studies. Moreover, since English language is a language of 

research and academic publications, anyone who wishes to get access to academic materials and 

publications needs to know the language very well(ibid).  

Though granted with such dominance, it has not gone unquestioned. Indeed, many second 

language researchers and teachers have carried out studies by resisting the spread of English in 

academia (Demircan, 1988; Evans, 2000; Master, 1998; Pennycook, 1994; Köksoy, 2000; Lucas 

& Kartz, 1994, Sinanoğlu; 2004). Despite the resistance, the predominance of English as the 

„lingua franca‟ in educational settings (Cook, 2003, p. 29) and its increasing importance in 

science and technology has continued. Most importantly, in the field of English language 

teaching (ELT), this growth has called attention on English for Specific Purpose as of 1960‟s. 

This branch of ELT has been considered as the most “innovative and vibrant area of language 

teaching” (Hyland, 2000, p. 297). Along with ESP, its two principal branches: English for 

Occupational Purposes (EOP) and English for Academic Purposes (EAP) have also gained 

importance with the focus on the particular purposes of language courses either on job or 

academic career. 

In connection with this, Chan (2001) states that language course design and development should 

start with determining how the syllabus addresses the needs of target learners. According to 

several EAP authors and researchers, there is a general consensus that needs analysis is the 

defining feature of EAP courses (Brown, 1995; Jordan, 1997).   Hutchinson and Waters (1987) 

on their part state that English language syllabus can play a complex role in teaching learning 

process of EAP courses. And, in order to appropriately make use of any syllabus, one needs to be 

aware of different roles that a syllabus can play at classroom level. Therefore, it is proper to have 

some mechanism of breaking down the complex content and tasks into manageable units.  And, 
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this can be achieved by designing an appropriate syllabus which later be converted in to teaching 

materials or course book/s (Nunan, 1988).  

A course book is very essential for FL/SL teaching and learning ( Cunningsworth,  1995).  One 

of the potential advantages of the course book is providing the users with the necessary skills and 

activities for language practice and interaction (Richards, 2001).  Another potential advantage of 

the course book, among others, is providing a useful input for learners which help them learn 

English language effectively (e.g., Crawford, 2002; and McGrath, 2002). Hence, Principled, 

comprehensive and rigorous evaluation is essential to examine usefulness and effectiveness of 

inputs in the English language course book and its accompanying materials.  

O‟Neill (1982), in this regard, argues that language is an instrument for generating what learners 

spontaneously need and want to say, so a great deal must rely upon creative interaction inside the 

classrooms.  The course book can help in achieving this but he indicates that if that interaction 

does not occur, course book will be dead pages, inert written symbols and teaching will be a 

symbolic ritual, lacking any significance of what goes on outside the classrooms.  

When specifically comes to historical practice of English language syllabus design and teaching 

material development in Ethiopian education system, there was an adoption, not an adaption till 

1964. In this regard, Tamene (2000) writes citing Maaza(1961) as the  situation before 1964 had 

called for   employing foreign teachers and importing textbooks which were reflective of foreign 

culture. He further states as importing British textbooks continued till the then MEFA (Ministry 

of Education and Fine Arts) signed agreement with OUP (Oxford University Press) to adapt 

English textbooks to suit Ethiopian situation. This shows that as syllabus adoption preceded 

curriculum development in the history of English language teaching in the country.  

Currently, English Language is the medium of instruction in Ethiopian education system starting 

from grade nine up to university education. Moreover, though it is against the language policy of 

the country, in most private owed schools in the metropolitan areas; it has been serving as 

language of instruction starting from grade one. On the top of these, university students are 

taking two compulsory courses in their academic venture. In the first semester, they take 

Communicative English skills (EnLa1011) which is a pre-requisite for Basic Writing skills 

(EnLa1012). These two courses have 5ECTS each and 135 hour work load as indicated in 
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nationally harmonized course guide book (MOE, 2011/12). Out of these two courses, the focus 

of the current study is on Communicative English skills.  

As far as literatures in the area of EAP course provision is concerned, either developing or 

selecting a viable course book is so essential to gage the learning-teaching process.  In theory, it 

is often mentioned that having course book in itself does not guaranty the effectiveness of the 

course provision unless contents, tasks and optional methodologies are revisited periodically 

since something noble five years back might not appropriately serve as a right vehicle in 

teaching learning process of any EAP course(Hylnd,2006).  

 As can be seen from common course module, EnLaM (1011) few crud objectives are stated 

although the minimum learning standards are not specified. Among these, it reads under module 

description, “….the course focuses on the development of communication skills of the students 

both in academic and non-academic contexts. As a result, it has a big contribution to the success 

of students in their other university courses.”  

However, what both academic and non-academic environment call for these days and twenty 

years ago are not one and the same. When one trace back fifteen or twenty years and see 

secondary school English text books meant for Ethiopian students, they were prepared by 

focusing on basic tenets of structural linguists. Thus,  it was a great move by then to introduce a 

common-core teaching materials like college English I and II at university or college level to 

familiarize students with essence of communicative language teaching and at the same time 

enable the students to communicate in English language by performing communicative tasks 

which were incorporated in these teaching materials.  

Today; however, secondary and preparatory school students are exposed to teaching materials or 

textbooks which were prepared by taking in to account issues in communicative language 

teaching though different scholars claim that the practice is still the same.  Therefore, course 

books and teaching materials to be used at university level should be tougher than what students 

have already exposed to at secondary and preparatory school level. As far as module and 

modularization document which was dispatched to all public universities is concerned, the 

recommended course book for Communicative English skills was College English volume-I 

since very recently.  
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However, opposed to this, Adama Science and Technology University has not been using the 

harmonized syllabus and the recommended course book.  Instead of the recommended course 

book, the university has been offering EnLa (1011) by making use of „Oxford English for 

Career: Technology 1‟ as a course book. To this effect, the current study focuses on examining 

suitability   of  EAP  course in addressing needs of learners‟ at Adama Science and Technology 

University. 

1.2. Statement of the Problem 

Teaching English language for undefined purpose or for general fluency as in traditional 

approach would likely fail to achieve the desired outcomes in situation where English is used as 

a medium of instruction as in Public universities in Ethiopia. Concerning this, Hutchinson and 

Waters (1987) says, „‟Tell me what you need English for and I will tell you the English that you 

need.‟‟ An important point of departure here is; therefore, to identify competencies required 

during academic study and in the world of work so as to ascertain suitable input, process and 

output in EAP world or context. 

In connection with this, several studies show that English language courses which have been 

offered at higher institutions in Ethiopia in most instances failed to consider learners needs 

(Daniel, 2007; Kidane, 2005; Meaza, 1999; Alemu, 2004; Tesema, 2005). For instance, Daniel‟s 

(2004) finding shows  that instructors‟ listening materials [listening materials prepared by 

instructors] were not in line with principles laid by Harmer (2001) though he did not show the 

impact of using this kind of material on learners‟ overall language performance. Meza (1999) 

also found out that students‟ inability of learning vocabulary, grammar, speaking and listening 

skills were attributed to their poor academic background. However, she did say nothing about 

students‟ ability in writing skills and reading skills which require capability of sensitizing and 

critically analyzing academic texts respectively. Tesema (2005)‟s work on its part focuses on 

inclusion of language skills, functions and notions in subject specific contexts when preparing 

course materials.  He also investigated that the contents, skills and topics selection were in 

contradiction with learners needs though he did not inform his readers‟ parameters he has used to 

come up with these findings.  

Furthermore, studies also show as there is the mismatch between provisions of service English 

language courses and what students actually need to learn (Morries, 1982; Abraham, 1993; 



5 | P a g e  
 

Hailemichale, 1993; Mekasha 1994). From the latest studies , Abebe (2008) came up with the 

finding that indicates English language courses at university level have failed to prepare learners 

academically even though he did not stated what types of tasks and activities to be used in order 

to improve learners‟ performance and proficiency.  

With regards to EAP literacy and study skills requirement setting and provision, only few studies 

addressed it either directly or indirectly. Among these, (Hailemichaele, 1993; Geremew, 1999; 

Yirgu, 2007; Tagel, 2007) are some to be mentioned. Major findings identified by these studies 

put forward importance of  academic literacies and study skills which include  having rhetoric 

knowledge, developing research skills, talking examination, listening to lectures, putting 

questions forward, writing assignments, taking notes, reading handouts, participating in 

discussions, etc.  Apart from showing which skills were most preferred by subjects of their 

studies, they did not explicitly show whether the language courses have been given based on 

students‟  need or not.  

As far as researcher‟s teaching experience in the university, and his further reading on nature of 

EAP course provision is concerned, little was done on Communicative English skills 

(EnLa1011). Hence, the current study focus suitability of course book in use in addressing 

learners‟ needs since most of the studies which were undertaken in the area rather focus on Basic 

Writing skills (EnLa1012). 

1.3.Objectives of the Study 

The major objective of the study was scrutinizing academic literacy and study skills per- 

engineering students‟ at Adama   Science and Technology University (ASTU) need to acquaint 

with to be effective in their academic and future career life.  And, specifically the study 

attempted to: 

 ascertain English language skills priority to be given to in teaching learning process. 

 discover felt linguistic gaps of  pre-engineering students in the university under study.  

 identify study skills and academic literacy skills students at ASTU need to be acquainted 

with. 

 distinguish input types students‟ needs to be exposed in order to equip them with basic 

study skills and academic literacies.  
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 examine relevance of the course book, „Oxford English for Career: Technology1‟ in 

addressing learners‟ needs. 

1.4.Research Questions 

In order to attain objectives stated above, the following basic research questions are answered:  

1. To which major language skills do pre-engineering students give priority to?   

2. What are students prominent felt linguistic gaps? 

3. Which study skills and academic literacy skills do students need to acquire most? 

4. To what sorts of input types do students need to be exposed to in order to get 

equipped with study skills and academic literacies? 

5. To what extent does the course book in use at ASTU address students‟ target and 

present learning needs? 

1.5.The Significance of the Study 

Studying EAP needs of university students‟ benefits students themselves, EFL and major area 

teachers, researchers, employers and MoE in several ways. For instance, the result of the study 

may help decision makers to re-think on the education system in the country and make a 

reasonable amendment by considering importance of EAP syllabus design and its 

implementation in today‟s academic environment. Moreover, it addresses factors those might 

hamper effective implementation of communicative English skills (EnLa1011), and then 

indicates possible ways of curving them. Furthermore, it may also serve as a supporting 

document for those who are interested to carry out further study in the area.   

1.6. Delimitation of the Study 

Since the focus of this study is intensely investigating Pre-engineering students‟ needs of 

learning Communicative English Skills.   The rationale for selecting ASTU emanates from 

researcher‟s curiosity to know why the university has selected the course book „Oxford for 

Career: Technology1‟ instead of the nationally recommended course book. Moreover, 

participants of the study were also delimited to Pre-engineering students, English language 

teachers,   English language department head to examine suitability of EnLa(1011) in addressing 

learners‟ needs. 
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1.7. Limitations of the Study 

The main limitation of this study is that in examining students‟ level of proficiency, 

questionnaire   was the only instrument of data collection employed. In other words, what was 

dealt with was subjective evaluation or perceived students‟ English language proficiency without 

giving them a standardized test, which could possibly depict learners‟ objective level of English 

language proficiency. It may be preferable to support these data with a variety of measurement 

tools like achievement tests which was not used in this study.  

A second limitation might be lack of co-observer. Some researchers tend to report as they have 

used co-observer without doing that since it is procedurally essential. However, in this study, 

though attempt was made to do so, there was no one was free and willing to be a co-observer by 

then.  

Furthermore, since the study took too much time because of conditions beyond researcher‟s 

control, the newly endorsed curriculum (the 2020‟s common course syllabus and course book) is 

not the focus of the study. Last of all, the results from the study may give an insight to other 

universities, but may not be generalized to other contexts the country. 

1.8. Definitions of Terms 

Needs: needs in this study refers to what students prefer to learn, what they lack and what are 

essential skills to have to learn 

Competency: cluster of skills, attitudes and underlying knowledge that allows an individual to 

perform tasks. 

Critical-pragmatic: It has two objectives:  to help students perform well in their academic 

courses and to question and shape the education they are being offered. 

Generic Competence: It is a competence required in different field of specializations. 

Domain Specific Competence: It is a competence in a given field of specialization. 

Models: patterns serving as guidelines into action in educational activities. 
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 Syllabus: It is the document encompasses specific language teaching programs which include 

issues related to the structuring of the units, optional methodology to be used to deliver 

the content, and the format, presentation and assessment of the content. 

Teaching material: It means course book, not other inputs that could possibly be used in 

language classes. 

1.9. Acronyms 

ASTU:  Adama Science and Technology University 

CBLT:  Competency Based Language Teaching 

CLT:    Communicative Language Teaching 

EAP:     English for Academic Purpose 

EGP:   English for General Purpose 

EOP:   English for 0ccupational Purpose  

ESP:   English for Specific Purpose 

ESP:   English for Specific Purpose 

EST:   English for Science and Technology 

HESC: Higher education strategic center 

MEFA: Ministry of Education and Fine Arts 

MoE:     Ministry of Education  

MoSHE: Ministry Of Science and Higher Education 

NA:       Needs Analysis 

PG: post graduate 

PSA:      Present Situation analysis 

TSA:     Target Situation analysis 

UG: under graduate 
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CHAPTER TWO 

A BRIEF OVERVIEW OF THE HISTORY OF EDUCATION IN ETHIOPIA 

Education is a dynamic and objective-oriented process which enables to acquire different skills 

that bring about the desirable change on the overall human activities. As we learn from history, 

both formal and informal education have grown in various forms, as a result, the life of several 

people across the world could drastically change. In broad terms, education is the process by 

which the society deliberately transmits its accumulated knowledge, skills and values from one 

generation to another. By the same token, the New Educational and Training Policy of Ethiopia 

(NETP) issued in1994 defines education as: „‟Education is a process by which man transmits his 

experience, new findings and values accumulated over the years in his struggle for survival and 

development through generations‟‟   p 24. This definition delineates that education is a pre- 

condition for skills development, transmission of knowledge and technological enhancement. 

In order to acquire knowledge and transfer it to the next generation, language is one of the tools 

which play an irreplaceable role. Ethiopia is a country which consists of over eighty nations and 

nationalities. These nationalities, may be if not all, have their own languages which are being 

used for every day communication. If all these languages are carefully studied and transformed 

into media of education in line with the economic development of the country, there is no doubt 

that the speakers of each language can have better access to formal education and can also easily 

promote their culture, history and heritages to others. 

2.1. Modern Education in Ethiopia 

Although the traditional schooling provided us with rich literary heritages like alphabet, useful 

historical  references  and  relics,  it  could  not  satisfy  the  needs  of  the  modern  society. 

Teklehaimanot (2001), for example, points out, the major deficiencies of the traditional 

education as follows. 

Firstly, the schools were totally devoted to religious education which often does 

not give room for argument, analysis and synthesis. Secondly, the Ethiopian 

secular culture and spoken languages were not given appropriate emphasis. 

Thirdly, knowledge was considered inviolable and static to be accepted as it is. 

This belief about the nature of knowledge brought about the method of teaching 

which focused on rote learning and memorization. Fourthly, practical skills 
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related to production and livelihood was disregarded. The impact of this trend is 

widely observed even on the contemporary education system of Ethiopia.  Fifthly, 

the authoritarian nature of the teachers led students to be submissive and non-

critic. As a result, creativity and autonomous learning did not have any room in 

the pedagogy. As a result, education could not solve the problem of the citizens 

and change their life. Sixthly, the emphasis of the education system was on oral 

skills so that students could not improve writing and other language skills. 

Because of this, students did not have opportunity to investigate, analyze and 

synthesize facts by themselves. 

Having observed the pitfalls of the traditional education in Ethiopia, Emperor Menilik II, opened 

the first government school in his palace compound in 1908. The name of the school was 

MinilikII. According to Teklehaimanot (2001), this school was basically established to educate 

the children of higher officers of that time. Though the school was established to replace the then 

traditional education system in Ethiopia, its curriculum was not fully free from spiritual 

education in its entirety. Thus, it is possible to say that the curriculum was supplementary to the 

previous one which was totally spiritual. The aim of education in those schools was mainly to 

teach foreign languages and other related skills which were relevant to establish relationship with 

other countries. To achieve the above goals more successfully, other secular-oriented schools 

were opened in Addis Ababa and in different provinces of that time. 

The other worth mentioning king who attempted to expand modern education in Ethiopia, 

according to Wondafrash (2002), was Emperor Hailesillssie. The first school that he established 

in Addis Ababa was Teferi Mekonnen Secondary school which was aimed at producing teachers 

and agricultural experts. As soon as he opened the school, he established Ministry of Education 

and Fine Arts in 1930.As Wondafrash (2002) further explains, the structure of the education 

system of that day was organized as six years of primary, six years of secondary and four years 

of university education. 

By the end of 1930, the number of modern schools increased to twenty. The expansion of such 

schools really marked the gradual growth of modern education in Ethiopia. Though there was an 

endeavor in expanding modern education during the 1930‟s, there was no locally developed 

curriculum which goes in conformity with realities in the country. The contents of the curriculum 

were fully adopted from western countries such as America, France, Italy, Sweden Canada and 

the like. Because of this, as studies disclosed, the policy of the education system and the needs of 

the people could not match for several years. Even the non-indigenous instructional system of 
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that day could not proceed as it was due to the invasion of Italians in 1936.Since the situation 

was not convenient to run academic activities, most of the schools were closed and began to 

serve as military barracks. As a result, all efforts to expand modern education in the country were 

jeopardized (Ministry of Education (1986). 

After the country regained its independence in1942, a lot of efforts were made to reinforce the 

collapsed educational system despite shortage of financial resources. As Teshome (1979) further 

explains, due to weak financial capacity and resources, the Ethiopian government recognized that 

it was not easy to bring back the collapsed educational system into revival. Therefore, it was 

compulsory for the Ethiopian government to ask for financial, human and technical supports 

from the British Government. After the government had succeeded in securing aid from the 

British Government, the responsibilities of managing the schools were provided to the British 

personnel. It was at this time, according to Teshome (1979), the monarchical government 

adopted English as a second language for its bureaucracy and instructional purposes. 

During the monarchical government, there were 620 government owned and four academic 

secondary schools until 1962. In addition to this, the first University College of Addis Ababa 

was also established during the Imperial period of Hailesillassie. During this period, Americans 

and Canadians have great influence on the educational system of Ethiopia. According to the 

Ministry of Education (1996), the structure of the education system of that day was designed as 

six years of primary, two years of junior secondary and four years of senior secondary. The other 

effort of that day was to change the medium of instruction. Accordingly, in 1962, English was 

replaced by Amharic to serve as a medium of instruction up to Grade Six. Ministry of Education, 

(1996).Generally, in spite of the strong criticism against the educational system of that day from 

various scholars, many researchers remark that the foundation for modern educational system 

was laid at that time. 

In 1974, the Derg Military Force overthrew the system of Emperor Hailesillassie and took 

power. According to Last, (1980), the primary objective of education during that regime was to 

expand education in the rural areas of the country. In 1980, the Ministry of Education developed 

a five- volume education policy, named The General Directive of the Ethiopian Education. 

According to this  document,  the  policy  of  the  government  was  to  expand  education  and  
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implement  the strategies stipulated in the then general directive of the country called, National 

Democratic Revolution of Ethiopia which was declared in 1976. 

According to Ministry of Education (1986:23) the educational policies stated in the document 

were the following: 

 equal right of education  for all members  of the society 

  education for all-sided personality 

  general and compulsory education for all children of the society.  

Similarly, the objectives were: 

 education for increasing production 

  education for scientific enquiry 

 education for socialist consciousness 

The educational system of the Military Regime was highly criticized for its emphasis on quantity 

and  its  devotion  to  the  implementation  of  Marxist-Leninist  political  ideology  within  the 

educational system. 

In  1991,  the  Military  Government  was  overthrown  by  the  Ethiopian  Peoples  

Revolutionary Democratic  Front  (EPRDF).  After  the  EPRDF  had  come  to  power,  it  

developed  the  New Educational and Training Policy (NETP) in 1994. As experts in the field 

witness, this educational system is radically different from that of Emperor Hailesillassie‟s and 

the Military Government‟s Regimes. According to this policy, the educational system has been 

structured as eight years of primary education, that is, the first cycle comprises Grades One-Four, 

second cycle, (Grades Five- Eight). The secondary education also consists of two cycles that is, 

the first cycle from (Grade Nine-Ten), is designed to enable students to develop their academic 

knowledge and identify their area of interest either to join vocational education training or 

preparatory programs. The second cycle (Grade Eleven-Twelve) till 2020 when the new 

education road map is proposed to merge the two secondary school cycle to one into grade 9-

12(secondary school education) which intends to help students get further academic training and 

identify their area of interest and prepare themselves for tertiary education where they are 

exposed to research-oriented type of education at diploma, first degree and graduate level. 
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The other fundamental issue which makes this policy different from all other educational policies 

in Ethiopia is that it provides nations and nationalities with right to use their mother-tongue as a 

medium of instruction at primary school level.  As  article,39/2  states: “ Cognizant  of  the 

pedagogical advantage of the child in learning in mother-tongue and the rights of nationalities to 

promote  the use of their language, primary education will be given  in nationality languages.” 

This is really a new educational trend which paved the way to nations and nationalities of 

Ethiopia  for  the  first  time  to  learn  through  their  own  language  in  the  history  of  

Ethiopian education. The constitution of Ethiopia (Article 39/2) further mandates each federal 

government that it shall produce national educational standards and basic policy criteria and 

implement them. Thus, these days, deciding the content of their curricula and developing 

textbooks of primary education  is  mainly  the  responsibility  of  respective  regional  state  

governments  along  with technical assistance they get from the Federal Ministry of Education 

Teklehaimanot (2002). 

2.2. The Role of the English Language in Ethiopia 

English is by far the most important foreign language in the Ethiopian society and its position is 

prominent especially in the field of education. Not only is it officially being used as a medium of 

instruction at secondary and tertiary levels, with the dramatic increase in student population and 

the number of secondary and university graduates, in recent years it has also thrived in use and 

function  beyond  the  confines  of  the  education  system  to  a  broader  function  in  diplomacy, 

business, commercial and industrial affairs. Higher officials of the country, for example, use 

English in various international conferences and summits. In addition, we know that Addis 

Ababa is a city where the African Union headquartered its office. As a result of this, a large 

number of African officers come to Addis Ababa continuously for various purposes. The 

officers, thus, in order to accomplish their tasks successfully, under most circumstances, it is 

mandatory for them to communicate in English with those Ethiopians who have affiliation with 

them. 

The other advantage is that it is a language of lingua-franca in the current global village. We all 

know that the English language is frequently used as a language of internet and global 

communication. In order to be aware of the major events taking place in the world and keep 

oneself abreast of current thinking, adequate knowledge of the English language is of paramount 
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significance in many contexts of Ethiopia. On top of this, there are daily English newspapers 

published here in Ethiopia such as the Ethiopian Herald, the Reporter, the Capital, the Monitor, 

etc., which disseminate current information to the people all over the world and to the people of 

Ethiopia, as well. Hence, in order to receive a variety of information from the above newspapers 

and weeklies and extend one‟s scope of thinking, it is imperative to attain a good proficiency of 

the English Language.  In  sum,  it  is  appropriate  to  argue  that  the  English  language  is  of 

multifarious contributions to the overall economic, social and cultural progress of Ethiopia. 

2.2.1. History of Teaching the English Language in Ethiopia 

The English language has prominent role and long history in the Ethiopian educational system. It 

has been taught as a subject and served as a medium of instruction along with the introduction of 

modern education during the reign of Emperor Minilik ll. As Daniel (1998) further explains the 

Emperor officially declared the expansion of modern education and instruction of European 

languages  like  French  and  Italian  along  with  the  English  language  having  the  view  that 

modernization in the country is achieved through the use of these languages. Researchers note 

that  it  was  one  of  the  remarkable  decisions  of  the  emperor  which  accelerated  the  

teaching /learning of the English language in the country. 

After the death of Minilik II, the reign of Emperor Hailesillassie gave further attention to   the 

English language instruction both at elementary and secondary school level. During this period, 

several elementary schools were opened and the media of instruction of these schools were 

English and French Daniel (1998).This expansion of modern education in Ethiopia gave 

opportunity to the English language to gain impetus in the history of Ethiopian education. The 

second factor which helped the English language get supremacy over other European languages 

in Ethiopia was the military support that the British Government gave to the country in removing 

the Italian army from the country. In order to respond to the favor the British Government did for 

Ethiopia, the Ethiopian people and the government gave priority to English language to be taught 

as a subject and serve as a medium of instruction. The third factor which fostered the use of the 

English Language in Ethiopia is the increment of Ethiopian students educated in English 

speaking countries. Therefore, to get better job opportunity and acquire good modern knowledge, 

they developed positive attitude to learn the English language. The fourth factor is all teachers of 

that day speak English and textbooks for all subjects except Amharic were in English. 
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Though  the  use  of  the  English  language  got  acceptance by  the  people  of Ethiopia  and  the 

government during Emperor Hailesillassie‟s regime, teaching the language encountered various 

problems subsequently. One of the problems was financial shortage to conduct the instructions. 

The second problem is lack of appropriate teaching materials and limited context to learn and use 

the language, that is, learning the language and using it for various purposes is merely limited to 

school environment Daniel (1998).As a result of this, teachers and other people concerned began 

to complain of the low level of students‟ competence in the language. The most serious problem 

was students‟ failure to express themselves in written English. In order to solve the problems, the 

imperial government requested aid from the British Council to set up institutes for teaching 

English, get reference books and periodicals which help learners improve their English Language 

skills Teshome (1979).  The British Government, on the basis of the request, provided teaching 

materials and opened evening classes to teach English. The teaching was mostly handled by 

Indian teachers and later for some years by the volunteers of American Peace Corps. 

After making all these efforts, as Teshome (1979) notes, there were several problems that 

affected the English language instruction. The first one was the focus given to the teaching of 

loud reading in each grade. Secondly, Indian teachers were not well oriented about modern 

English language teaching especially in the context of Ethiopia. Thirdly, there was no consensus 

among scholars when to introduce the English language teaching. In spite of the fact that the 

English language instruction suffered from various setbacks from its very outset, it has continued 

to be the second official language of the country until the present time Tesfaye and Taylor 

(1976). 

In May 1961, Ethiopia hosted the United Nations-sponsored Conference of African States on the 

Development   of   Education.   Among   other   things,   the   conference   highlighted   

Ethiopia's educational deficiencies. The Ethiopian education system, especially in primary and 

secondary education, was given the lowest rank of all African countries Damtew (2003). There 

were schools and teachers shortage, a high dropout rate, and low overall attendance rates; 

especially among females, non-Christians and rural children. Embarrassed by this record, the 

Ministry of Education developed a new education policy, which was in effect until 1974. It was 

designed in conjunction with the objectives of the government's five year development plans, 

which ran from 1962 to 1967.The  policy  gave  priority  to  the  establishment  of  technical  



16 | P a g e  
 

training  schools  although academic education  was also expanded widely side by side. The 

Curriculum revision introduced a mixture of academic and nonacademic subjects. It was at this 

junction that Amharic became the language of instruction for the entire primary cycle.  Though 

converting the medium of the curricula into Amharic at primary cycle level was advantage for 

those students whose mother- tongue was Amharic, in contrast, it was possible to say that other 

children whose mother-tongue was different from Amharic were not considered. 

When we see the states of the English language during the Military Regime, the teaching system 

and the states of the English language declined alarmingly. As Stoddart (1986) is cited in 

Haregewoin (2008), the English language competence of most students at that time was below 

the mark because of the mistaken policy of the government and the hastily developed textbooks 

both at elementary and secondary school levels. The report issued by the British Council, 

(1986:23), furthermore, explains the situation as follows: „„After 1974, the state of education in 

general, and that of the English language in particular, worsened during the Military Regime due 

to mistaken policies that ignored the educational realities coupled with inadequate investment on 

education and lack of reform of education system of the country.‟‟ This implies that the 

dominant problem of the English language instruction during the Military Regime was the little 

attention paid to learners‟  needs  and  the  development  of  their  communicative  abilities  as  

the  focus  of  the instruction was on teaching the form of the language. Generally it can be 

argued that the policy of the  then  government  on  the  teaching/learning  of  the  English  

language,  the  curriculum,  the teaching  method  that  teachers  employ  could  not  bring  

substantial  progress  on  the  students‟ English language competence. 

After the EPDRF had come to power, the Education and Training Policy (ETP) was designed in 

1994.The policy recognizes the relevant role the English language plays in the educational 

system of Ethiopia. The policy further states that it is mandatory to develop the English language 

skills of students ranging from primary school level. The assumption is that if students develop 

their English language competence at this level, they can pursue their secondary and tertiary 

education with fewer challenges when their mother-tongue as a medium of instruction is 

replaced by the English language. To this effect, new textbooks have been developed which 

centered their philosophy on the communicative approach to language teaching. Furthermore, the 

government recognized that English teachers at all level can teach better when they upgrade 
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themselves academically and are introduced with new developments and practices in harmony 

with the demand of English language in the country. As a result, those English teachers who 

were trained several years back are made to get refreshing workshops and seminars and those 

who were teaching with lower qualification were allowed to upgrade their academic status 

through in- service trainings. Nevertheless, researchers report that still there are problems 

connected to teachers training, ,supportive facilities, large class-sizes and teachers‟ command of 

the language which  have negative impact on the teaching/learning of the  language.  

2.2.2. Teaching the English Language in the Ethiopian Elementary Schools 

As has been mentioned earlier, recognizing the contribution of the English language in the 

Ethiopian context, there is an aspiration to lay foundation for elementary level learners to be 

competent in the language. With regard to this, the document issued by Ministry of Education 

(2001: V) explains: 

English has been retained in the educational system because it is vital to/ for the 

economic development of Ethiopia. English is the language of wider 

communication across the globe in international relations, science and 

technology, commerce and trade.  It is also the medium of instruction for 

secondary and higher education in Ethiopia. 

This signifies that the English language has been given serious attention right from the 

elementary level thinking that it is a language of global communication, the second official 

language of communication and the medium of instruction at secondary and tertiary level 

education in the country. 

As it is repeatedly suggested by language teaching experts, to improve the English language 

competence of students, one of the significant inputs is developing a textbook which consists of 

materials of high quality. Accordingly, as it is stated in the document of Ministry of Education 

(2001:  V) there is  an indication  that  maximum effort  has  been  made  to  make  the  learning 

meaningful, purposeful and holistic. In this regard, the curriculum developers note: 

The approach to the English language teaching is communicative and skills 

based: students learn and practice language which is meaningful to them and 

which has a real purpose and context.  For this  reason  the  focus  is  on  the  

four  skills  of  listening,  speaking, reading and writing.  Grammar and 

vocabulary items are integrated into practice of these skills...   learners are 

encouraged to interact with each other in a variety of patterns: pairs, groups and 
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whole class.  The activities are also designed to encourage students‟ natural 

curiosity and appetite for discovery together with enjoyment of learning through 

games, songs and stories. 

This reveals that the new English language curriculum is designed with the aim of improving the 

overall English language capacity of students through meaningful practices. To achieve this, the 

English teachers are made to get continuous in-service trainings and the teaching materials have 

been developed in such a way that students can learn the language communicatively. When we 

observe the objectives, English curriculum for the first cycle is developed aiming at achieving 

the goals stated here below: 

 motivating children to learn English by using interesting and enjoyable methods 

  learning geared to: communicating in English, using the language creatively, taking 

delight in talk 

   building on young learners‟ instinct for play and fun 

  taking account of their capacity for imagination and creativity 

  developing in young learners sensitivity to foreign languages and cultures 

  raising their awareness of the mother tongue and English 

  developing in them a positive attitude to language learning (Ibid: I). 

Thus, the goal encourages learners to learn the English language meaningfully and use it for their 

in their day-to-day communication effectively. When students are exposed to such kind of 

teaching/learning, they anticipate or predict what comes next and develop a habit of solving 

problems independently.  They should not be afraid of taking risks or making mistakes because 

there is a belief that if the primary focus is on fluency, the students can achieve accuracy in the 

course of time. Finally they should reflect on their actions and learn from them. Regarding the 

content, it is both topic-based and linguistic. According to the designers of the curriculum, lesson 

topics have been chosen that are interesting, authentic and enjoyable to young learners. 

According to the designers of the new English Language curriculum, the major changes made 

are several. In this study, however, the most important ones are discussed as follows. The first 

one is reducing the content and structure  in line with students‟ age and grade level so that 

teachers may able to cover the content in the allotted time. Secondly, there is spiral progression 

throughout the four grades.  This  is  to  say  that  all  macro  and  micro  language  skills  and  
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other  language components are taught at increasing levels of difficulty and sophistication within 

the topic areas. This spiral progression is demonstrated in the minimum learning competences 

and the topic flow chart. The third change is regarding authenticity. As the writers of the text 

book explain the content is relevant to all children whether they are progressing to secondary 

school, technical or vocational school. 

2.2.3. Teaching the English Language in the Ethiopian Secondary Schools 

The present educational system of Ethiopia has given due attention to the teaching/learning of 

the English Language at secondary school level. The major reason is that the language serves as 

a medium of instruction at secondary school and tertiary education level. Moreover, under some 

circumstances, the language plays crucial role in the world of work when students join the 

community. 

Grade 9 and 10, will be the last stage of formal education for many students.  Some will continue 

to Grades 11 and 12, where they prepare themselves for tertiary level education. Others will join 

technical and vocational schools but few will join the world of work. Some will receive on- job 

training through continuing education.   It is important, therefore, that the English syllabus for 

Grades 9 and 10 should cater for the immediate and future needs of all these groups.  The 

syllabus provides learners with continued training in language development including basic 

language and study skills which enable students communicate effectively in English at school 

and in their real life.  Furthermore,  an  attempt  was  made  in  creating  conducive  situations  in  

which  students' English language skills would be developed through problem solving activities. 

Over and above, almost all language skills are treated in each unit using an integrated approach. 

one is inviting guest speakers to talk on a particular topic, where the object is to encourage 

students to listen, take notes, ask questions and report. If the guest speaker is not an English 

speaker, the exercise can be useful for starting to develop interpreting skills. The fourth one is 

preparing quizzes, which can be used for revising language patterns, vocabulary, general 

knowledge or specific knowledge on a topic .And the last one is role- play and drama which are 

powerful tools for enabling students to explore problem situations without personal involvement 

that could inhibit open discussion. 
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The second cycle of secondary school (Grades11and 12), the English language syllabus was 

designed basically to enable students to use the English language spontaneously and flexibly in 

both spoken and written form  especially for academic purposes both at secondary and tertiary 

education level confidently and clearly.  

Basic study skills which are included in the English syllabus for grades 9 and 10 are consolidated 

in Grade 11and12.The syllabus provides continued training in language development and aims at 

developing  students  who  can  communicate  effectively  in  educational  and  non-educational 

settings. As it is stated in the curriculum, whenever possible, the students‟ English language 

skills should be developed through problem solving and posing skills. Students need to be 

involved in such activities as: critical reading and listening, discussion, debate and a variety of 

individual and group writing tasks. 

As can be seen from the above discussions, the English language syllabus designers are of the 

understanding that the text books are well developed and the Ministry of Education has devised 

various training and refreshment programs in which English teachers can upgrade their 

professional competence. Some researchers like (Girma, 2005; Tsegaye, 2006; Solomon 2004, 

etc), however, remark that several of the students who are currently joining various colleges and 

universities are still found weaker   in their command of English than those who used to join 

universities after taking College English I and II. 

2.2.4. Teaching the English Language at Tertiary Level in Ethiopia 

In universities, the English language plays a prominent role as it is a medium of instruction in 

many of the departments except in some whose aims are to train students in local languages. 

Secondly, the Higher Education proclamation issued in 2009 declares that the work language of 

higher learning institutions shall be the English language. Moreover, it is offered as a common 

course throughout colleges and universities in the country. Some years back university students 

used to take English service courses such as College English I and II and Sophomore English. 

Since 2003, however, due to the belief that the previous College English I and II can be fully 

handled at preparatory level (Grade 11 and 12), the New Education and Training Policy included 

only Sophomore English in the curriculum to be offered as a service course at university level 

except for those students who used to join College of Education and the Institute of Language 

Studies. A number of local research studies, nevertheless, indicated that still the English 
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language command of most preparatory origin students was below the expected standard. As a 

result, most university instructors are heard complaining that due to their low proficiency of the 

English language, most students were incapable of coping with the academic challenges. 

As it is understood, college or university education requires a lot of writing because students at 

this academic level are required to produce a large number of written works for various purposes. 

Thus, writing is part and parcel of every student‟s academic performance. Hence, students who 

join higher learning institutions need courses which enable them develop their writing abilities. 

Due to this reason, the Educational and Training Policy (ETP) has realized the problems and 

revised the English language service-course offerings. Accordingly, in the revised policy, those 

students who join universities are required to take two service courses: namely, Communicative 

English Skills in which writing is emphasized as one macro skill and Basic Writing Skills 

(Sophomore English) which is fully devoted to practicing a variety of EAP genres.  
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CHAPTER THREE 

REVIEW OF RELATED LITERATURE 

3.1. The Language Curriculum   

 Language curriculum is an overall program which includes teaching objectives, specification of 

contents, learning activities that aim to achieve the objectives, ways to measure learning 

achievements, and evaluation of each aspect of the curriculum. The typical sub-processes of the 

curriculum development  process (gathering ideas, ordering ideas, ideas to text, reviewing, 

editing) can be applied to the curriculum design, but it makes it easier to draw on the current 

curriculum design theory and practice if a different set of parts is used (Nation and Macalister, 

2010: 1).  

Any curriculum design and development consists of three outside circles and a subdivided inner 

circle. The outer circles (principles, environment, needs) involve practical and theoretical 

considerations that will have a major effect in guiding the actual process of course production. It 

is obvious that there are wide ranges of factors to be considered when designing a course. These 

include the learners‟ present knowledge and lacks, the resources available including time, the 

skills of the teachers, the curriculum designers‟ strengths and limitations and principles of 

teaching and learning are some to be mentioned. If factors such as these are not considered, then 

the course may be unsuited to the situation and learners for which it is used, and it may be 

ineffective and inefficient as a means of encouraging learning. In the curriculum designing 

process, these factors are considered in three sub-processes: environment analysis needs analysis 

and application of principles (Nation and Macalister, 2010). 

In language teaching, there are three common models of curriculum (Nunan, 1988c; Finney, 

2002). The first is the content model. This model suggests that the focus of the curriculum is on 

the content of what is to be learned. It is dominantly used in the structural linguistic based 

syllabus design in which the syllabus contains grammatical knowledge or language of the forms. 

The purpose of this curriculum model is mostly to teach structure of the language.  

The second model is objective model. This model begins with the objectives of teaching- 

learning. And, learning is defined as a process which will result in observable behavioral changes 
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which can be measured in terms of behavioral objectives. In language teaching, behavioral 

objectives imposes restrictions on the cognitive and affective aspects of learning (Tumposky, 

1984), and it is difficult to determine the objectives of the expressive and creative functions of 

language (Clark, 1987).  

The third model is the process model. This model deals with humanity values. The purpose of 

learning in this case is to enable the students develop self-confidence and esteem. It is concerned 

with the development of understanding, not just the passive understanding of knowledge or 

acquisition of specific skills. The goals of this curriculum model are defined in terms of the 

processes and procedures through which an individual develops understanding and awareness 

and acquires the skills for future learning. This model makes use of learner needs and interests in 

learning teaching process. It also underlies the process of curricula development such as those 

used in the Bangalore project (Prabhu, 1987) or task-based language teaching (Long and 

Crookes, 1992). 

3.2. The Syllabus Design 

Etymologically syllabus means a „label or „table of contents‟.  Wilkins (1981) points out: 

"syllabuses are specification of the content of language teaching which have been submitted to 

some degree of structuring or ordering with the aim of making teaching and learning a more 

effective process". Each type of syllabus offers alternative answers to the question: What does a 

learner of a new language need to know, and what does a learner need to be able to do with this 

knowledge? (Breen, 1987, p. 85). To design a syllabus is to decide what gets taught and in what 

order. 

“Syllabus” is defined by Richards (2001, p.2) as “a specification of the content of a course of 

instruction [which] lists what will be taught and tested”. White (1988, p.3), citing Brumfit (1984) 

further notes that a syllabus “can only specify what is taught; it cannot organize what is learnt. 

Such an assertion reflects the sentiment echoed  by  the  likes  of  Brown  (2007,  p.297)  who  

states  “it  is  important  to distinguish  between  input  and intake.  The latter is the subset of all 

input that actually gets assigned to our long-term memory store.” A syllabus may hope to form 

the vast majority of a learner‟s intake, but cannot hope to specify precisely what is actually learnt 

or acquired by any given student in any particular course. Syllabus design is thought to be based 
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essentially on a decision about the 'units' of classroom   activity,   and the sequence   in  which  

they  are  to  be  performed (Robinson, 1998). 

According to Webb (1976), syllabus design is understood as the organization the selected 

contents into an ordered and practical sequence for teaching purpose His criteria for syllabus 

design include:  progress from known to unknown matter, appropriate size of teaching units, a 

proper variety of activity, being teachable, creating a sense of purpose for the student. 

3.2.1. Types of Syllabuses 

Historically, different approaches to language teaching based on different principles and 

conceptions about acquisition and learning have triggered different types of syllabi, have 

assigned different roles to the learner, and have promoted variety of methodologies and 

classroom practices. A great divide has traditional existed  between  models  which  argue  that  

decisions  in  syllabus  construction should be motivated by findings in Second Language 

Acquisition (Long, 198 Long & Crookes, 1992; Robinson, 1998; Skehan, 1998) and those that 

suggest criteria  which  are  not  necessarily  informed  by  Second  Language  Acquisition(SLA) 

(Ellis, 1997; Nunan, 1989; Willis, 1990). 

Various types of approaches to syllabus design have employed different unit there are structural, 

functional and notional, skills, communicative, and task-bas syllabuses. However, there have 

been continuous attempts to categorize them in two main strands (Wilkins, 1976; White, 1988; 

Long and Crookes, 1992, 1993). 

Wilkins (1976) was the one who first drew attention to the distinction between synthetic and 

analytic syllabuses.  He described  the  synthetic  approach  as  language teaching strategies is 

one in which the different parts  of  language  are  taught  separately  and  step  by  step  so  that 

acquisition is a process of gradual accumulation of parts until the whole structure of language  

has been built up. In contrast to synthetic syllabus , analytic syllabuses are organized in terms of 

the purposes or which people are learning language and the kinds of language performance  that 

are necessary to meet those purposes (Wilkins 1975). 

White (1988) recognizes two types of syllabuses namely Type A and Type „B‟. According to 

him, Type „A‟ syllabi are concerned with what should be learned. Without considering who the 

learners may be or how languages are acquired, they determine a series of objectives and they 



25 | P a g e  
 

„pre-package‟ the language by dividing it into small, discrete units.  They are product-oriented, 

so they evaluate the outcomes in terms of mastery of the language. All synthetic syllabi are 

considered Type „A‟ syllabi.  Type „B‟ syllabi; on the contrary, are concerned with how the 

language is learned and how this language is integrated with learners‟ experiences. The  different  

elements  of  the  syllabus  emerge  from  a  process  of  negotiation between  learners  and  

teachers;  they  are  oriented  toward  the  process;  and evaluation criteria are set by the learners 

themselves(Long & Robinson, 1998). 

Nunan (1988) states that product-oriented syllabuses are those in which the focus is on the 

knowledge and skills which learners should gain as a result of instruction (the product or the 

end), while process syllabuses are those which focus on the learning experiencing themselves 

(the processes toward the end). 

3.2.1.1 Product Oriented Syllabus 

Product-oriented syllabuses emphasize the product of language learning and are prone to 

intervention from an authority.  In these syllabuses different  parts of language are taught 

separately and step by step so that acquisition is a process of gradual accumulation of parts until 

the whole structure has been built up . . . At any one time the learner is being exposed to a 

deliberately limited sample of language (Wilkins, 1976, p. 2). Syllabuses with the synthetic 

approach emphasize the product of language learning and are prone to intervention from an 

authority. 

A .The Structural Approach 

Historically,  the  most  prevalent  of  syllabus  type  is  perhaps  the  grammatical syllabus  in  

which  the  selection  and  grading  of  the  content  is  based  on  the complexity and simplicity 

of grammatical items. The learner is expected to master each structural step and add it to her 

grammar collection. As such the focus is on the outcomes or the product. One problem facing the 

syllabus designer pursuing a grammatical order to sequencing  input  is  that  the  ties  connecting  

the  structural  items  maybe  rather feeble. A more fundamental criticism is that the grammatical 

syllabus focuses on only one aspect of language, namely grammar, whereas in truth there exist 

many more aspects to language. Finally, recent corpus based research suggests there is a 
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divergence  between  the  grammar  of  the  spoken  and  of  the  written  language; raising 

implications for the grading of content in grammar based syllabuses. 

B. The Situational Approach 

Limitations in the structural approach   led to an alternative approach where the point of 

departure became situational needs rather than grammatical units. Here, the principal organizing 

characteristic is a list of situations which reflects the way language and behavior are used every 

day outside the classroom.  Thus, by linking structural theory to situations the learner is able to 

induce the meaning from a relevant context. 

One advantage of the situational approach is that motivation will be heightened since it is 

"learner- rather than subject-centered" (Wilkins.1976: 16). However, a situational   syllabus   will   

be   limited   for   students   whose   needs   were   not encompassed by the situations in the 

syllabus. This dissatisfaction led Wilkins to describe notional and communicative categories 

which had a significant impact on syllabus design. 

C. The Notional-Functional Approach 

Wilkins' criticism of structural and situational approaches lies in the fact that they answer only 

the 'how' or 'when' and 'where' of language (Brumfit& Johnson, 1979:84). Thus, the starting 

point for a syllabus is the communicative purpose and conceptual meaning of language i.e. 

notions and functions, as opposed to grammatical items and situational elements which remain 

but are relegated to a subsidiary role. 

In order to establish objectives, the needs of the learners will have to be analyzed by the various 

types of communication in which the learner has to confront. Consequently,   needs   analysis   

has   an   association   with   notional-functional syllabuses. Although needs analysis implies a 

focus on the learner, critics of this approach suggest that a new list has replaced the old one. 

Where once structural/situational  items  were  used  a  new  list  consisting  of  notions  and 

functions has become the main focus in a syllabus. White (1988:77) claims that "language  

functions  do  not  usually  occur  in  isolation"  and  there  are  also difficulties  of  selecting  and  

grading  function  and  form.  Clearly, the task of deciding whether a given function (i.e. 
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persuading), is easier or more difficult than another (i.e. approving), makes the task harder to 

approach. 

The above approaches belong to the product-oriented category of syllabuses. An alternative  path  

to  curriculum  design  would  be  to  adopt  process  oriented principles, which assume that 

language can be learnt experientially as opposed to the step-by-step procedure of the synthetic 

approach. 

3.2.1.2. Process-Oriented Syllabuses 

Process-Oriented Syllabuses, or the analytical approach, developed as a result of a sense of 

failure in product-oriented courses to enhance communicative language skills. It is a process 

rather than a product. That is, focus is not on what the student will have accomplished on 

completion of the program, but on the specification of learning tasks and activities that s/he will 

undertake during the course. 

A. Procedural or Task-Based Syllabus 

Prabhu's (1979) 'Bangalore Project' is a classic example of a procedural syllabus. Here, the 

question concerning „what‟ becomes subordinate to the question concerning 'how'. The focus 

shifts from the linguistic element to the pedagogical, with an emphasis on learning or learner. 

Within such a framework the selection, ordering and grading of content is no longer wholly 

significant for the syllabus designer. 

Arranging  the  program  around  tasks  such  as  information-  and  opinion-gap activities,   it   

was   hoped   that   the   learner   would   perceive   the   language subconsciously  whilst 

consciously concentrating on solving the meaning behind the tasks. There appears to be an 

indistinct boundary between this approach and that of language teaching methodology, and 

evaluating the merits of the former remain complicated. 

A task-based approach assumes that speaking a language is a skill best perfected through  

practice  and  interaction,  and  uses  tasks  and  activities  to  encourage learners to use the 

language communicatively in order to achieve a purpose. Tasks must be relevant to the real 

world language needs of the student. That is, the underlying learning theory of task based and 

communicative language teaching seems to suggest that activities in which language is employed 

to complete meaningful tasks, enhances learning. 
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B. Learner-Led Syllabuses 

The notion of basing an approach on how learners learn was proposed by Breen and Candlin 

(1984). Here the emphasis lays with the learner, who it is hoped will be  involved  in  the  

implementation  of  the  syllabus  design  as  far  as  that  is practically possible.  By being fully 

aware of the course they are studying it is believed that their interest and motivation will 

increase, coupled with the positive effect of nurturing the skills required to learn. 

However, as suggested earlier, a predetermined syllabus provides support and guidance  for  the  

teacher  and  should  not  be  so  easily dismissed.  Critics have suggested that a learner-led 

syllabus seems radical and utopian in that it will be difficult to track as the direction of the 

syllabus will be largely the responsibility of the learners. Moreover, without the mainstay of a 

course book, a lack of aims may come about. This leads to the final syllabus design to be 

examined; the proportional approach as propounded by Yalden (1987). 

C. The Proportional Syllabus 

The shift from form to interaction can occur at any time and is not limited to a particular stratum 

of learnability. As Yalden (1987) states, it is important for a syllabus to indicate explicitly what 

will be taught, "Not what will be learned"(p87). This practical approach with its focus on 

flexibility and spiral method of language sequencing leading to the recycling of language seems 

relevant for learners who lack exposure to the target language beyond the classroom. 

It is commented that although there has been a preference for particular methods at different 

times, methods often continue in some form long after they have fallen out of favor. This remark 

is true regarding the grammar translation approach that is still alive in some parts of the world. 

Mary Finocchario (1983) claims that the grammar  translation  approach  was  inherited  from  

the  teaching  of  Latin,  a language that was only taught for passive use. “Course designers who 

carefully consider the various approaches to syllabus design may arrive at the conclusion that a 

number of different ones are needed and are best combined in an eclectic manner in order to 

bring about positive result” (Dubin & Olshtain, 1997: 2). 
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3.2.2 ESP Syllabus Design  

3.2.2.1 The Origin of ESP 

Certainly, a great deal about the origins of ESP could be written. Notably, there are three reasons 

commonly traced to the emergence of ESP: the demands of a Brave New World, a revolution in 

linguistics, and focus on the learner (Hutchinson & Waters, 1987). These writers also note those 

two key historical periods breathed life into ESP. First, they state as what the end of the Second 

World War brought with it saying, " ... age of enormous and unprecedented expansion in 

scientific, technical and economic activity on an international scale for various reasons  and  

most notably the economic power of the United States in the post-war world, the role [of 

international language fell] to English" (p. 6). Second, the Oil Crisis of the early 1970s resulted 

in Western money and knowledge flowing into the oil-rich countries, and the language of this 

knowledge became English. The second key reason cited as having a tremendous impact on the 

emergence of ESP was a revolution in linguistics, so these groups began to focus on the ways in 

which language is used in real communication. 

 Carter (1983) in this regard states that the main characteristics of the ESP are purpose based 

orientation, authentic material and self-direction in its teaching learning process. The purpose 

driven orientation is concerned with presenting and practicing particular communicative tasks in 

the classroom which are required in the target situations. The first characteristic (purpose-related 

orientation) is plausible, but the latter one (authentic material) needs to be treated carefully. This 

happens when the ESP students‟ proficiency level may be low and not ready to absorb authentic 

material. Finally, self-direction refers to the learners‟ readiness, which means that ESP enables 

students‟ to become language users.  

Among revolutionary linguists, Hyland (2002) sates, “Essentially ESP rests on the idea that we 

use language to accomplish purposes and engage with others as members of social groups” (p. 

391). Hutchinson and Waters (1987) also argues  ,“ESP is an approach to language teaching in 

which all decisions as to content and method are based on the learner‟s reason for learning” (p. 

19). According to them, when asked, „What is the difference between EGP and ESP?‟ The 

answer is in theory nothing, but in practice a great deal. This means that the boundary between 

EGP and ESP has become quite blurred. However, Hyland (2002) insists that there are huge 

differences between different disciplines. Hence, general English cannot help students to 
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function effectively in their field of study. Thus, he remarks that the discourses of the academy 

do not form an undifferentiated, unitary mass but from varieties of subject-specific literacy.  

 According to Hutchinson and Waters (1987), though English had previously decided its own 

destiny, it is now become subject to the wishes, needs and demands of the learners. They also 

pointed out that one significant discovery was in the ways that spoken and written English vary. 

In other words, given the particular context in which English is used, the language to be used 

will change. If language in different situations varies, then tailoring language instruction to meet 

the needs of learners in specific contexts is also possible.   

3.2.2.2 English for Academic Purpose   

EAP was once called English for Educational Purposes (EEP). This term was used when the 

concept was first introduced, and it is rarely in use now since it was replaced by EAP.  The 

growth of EAP is derived from the awareness of ESP practitioners that all the tertiary level 

students have different learning needs and this cannot be fulfilled by teaching them the same 

type of English language. Sabariah and Rafik-Galea (2005), for instance, see the development of 

EAP as a result of dissatisfaction with the lack of generalizability of ESP courses.  Evans and 

Green (2007) also found out that most of the undergraduates not only require language support at 

university level  but also they need  to be oriented towards EAP  rather than to  EGP. Similarly, 

Hyland (1997) realizes that students see the value of EAP classes as a determinant factor for 

academic success in an English-medium environment. 

Coffey (1984, cited in Sager, 1998), also describes EAP as a students‟ need for quick and 

economical use of the English language to pursue a course of academic study. Whereas for Wei 

and Flaitz (2005), EAP is like a key responsibility in assisting ESL (English as a Second 

Language) students to develop the kind of English language proficiency that will lead to success 

in their academic endeavors. 

During 1980s, both EAP and EOP (English for Occupational Purposes) were grouped together. 

This is seen when Carver (1983) identified three types of ESP (English for Specific Purposes): 

(i) English as a restricted language, (ii) English for Academic and Occupational Purposes, and 

(iii) English with specific topics. It is noted here that EAP and EOP are categorized as the same 

type of ESP. This idea is in line with Hutchinson and Waters‟s (1987) view in which they argue 
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that EAP and EOP is not a clear-cut distinction as people can work and study simultaneously. 

Therefore, it can be implied that both EAP and EOP are geared towards the same purpose or 

outcome – to prepare learners for their future professions. However, this idea is not accepted by 

some ESP researchers like Sabariah and Rafik-Galea (2005) and Jordan (1997). 

Jordan (1997) divides ESP clearly as two main strands: English for Occupational/ Vocational/ 

Professional Purposes (EOP/EVP/EPP) and English for Academic Purposes (EAP) as stated in 

the preceding section. Under the strand of EAP, there are two sub-strands: English for Specific 

Academic Purposes (ESAP) and English for General Academic Purposes (EGAP) (Blue, 1988a 

cited in Jordan, 1997). An example is given to distinguish EOP/EVP/EPP and ESAP. For 

instance, English for doctors are put under EOP/EVP/EPP whereas English for medicine is listed 

under EAP or specifically ESAP. In the EOP/EVP/EPP, training for the doctors will be focusing 

on the practice of doctor-patient interaction during consultation. Conversely, under ESAP, 

practice is specially designed for medicine students to carry out academic tasks such as reading 

medical journals and writing clinical reports.  Thus, EOP is the language needed in a real 

working environment; and subject-specific English or ESAP is the language required for a 

particular academic subject, e.g. medicine and law, where its contents include the language 

structure, genres, vocabulary, the particular skills needed for the subject, and the appropriate 

academic conventions (Jordan, 1997). 

In describing English for General Academic Purposes (EGAP), Jordan (1997) also asserts that a 

large proportion of the common core element is more usually known as study skills plus other 

elements of a general academic English register incorporating a formal, academic style, with 

proficiency in the language use.  These study skills include areas such as effective lecture 

listening comprehension and note-taking, writing in the appropriate academic register, reading 

effectively for study purposes, participation in discussion and library research. This is not a 

subject-specific type of English language and its main objective is to equip learners with the 

necessary skills to complete tasks in a general academic setting, for instance studying for the first 

degree at higher learning institutions and preparing postgraduate students in writing dissertation. 

In EGAP, strategies for reading, writing, speaking and listening for all academic subjects will be 

taught in the program while in ESAP, vocabulary and skills specific to a subject of study are 

emphasized (ibid).Agreeing with Jordan‟s view, Hyland (2006:9) writes with plain language on 
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distinction between EGAP and ESAP citing Dudley-Evans and St John (1998). As to her, EGAP 

include the following activities: 

 Listening to lectures. 

 Participating in supervisions, seminars and tutorials. 

   Reading textbooks, articles and other material. 

 Writing essays, examination answers dissertations and reports. 

This approach might encourage us to see such activities as questioning, note taking, summary 

writing, giving prepared presentations and so on as generic academic practices. ESAP, on the 

other hand, reflects the idea that, while some generalizations can be made, the differences among 

these skills and conventions across distinct disciplines may be greater than the similarities. 

ESAP; therefore, concerns the teaching of skills and language which are related to the demands 

of a particular discipline or department. 

The issue of specificity challenges EAP teachers to take a stance on how they view language and 

learning and to examine their courses in the light of this stance. It forces us to ask the question 

whether there are skills and features of language that are transferable across different disciplines 

or whether we should focus on the texts, skills and forms needed by learners in distinct 

disciplines. 

These features raise interesting issues and controversies in conceptualizing EAP and determining 

its nature and role. In engaging with these issues EAP has matured as a field, and practitioners 

have come to see themselves as not simply preparing learners for study in English but as 

developing new kinds of literacy which will equip students to participate in new academic and 

cultural contexts (Hyland, 2006). 

The applied nature of EAP, and its emergence from ESP as mentioned in the preceding 

paragraphs, originally produced an agenda concerned with curriculum and instruction rather than 

with theory and analysis. From its place at the intersection of applied linguistics and education, 

and following a more reflective and research oriented perspective, EAP has come to highlight 

some of the key features of modern academic life. Among them are: 

 Students have to take on new roles and to engage with knowledge in new ways when they 

enter higher education. 
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 Communication practices are not uniform across academic disciplines but reflect 

different ways of constructing knowledge and engaging in teaching and learning. 

 These practices are underpinned with power and authority which work to advantage or 

marginalize different groups and to complicate teaching and learning. 

 The growth of English as a world language of academic communication has resulted in 

the [emergence] loss of scholarly writing in many [ ]national cultures(Hyland,2006:8) 

English for Academic purpose (EAP) courses deal with teaching  English with specific aim of 

helping learner to study, conduct research or teach in that language. As indicated in Flowerdew 

and Peacock (2001), EAP is normally considered to be one branch of English for specific 

purpose, and the other being  English for Occupational purpose(EOP). Each of these major 

branches is then sub divided according to the disciplines or occupations with which they are 

concerned. Thus, EAP may be divided into English for Biology, English for Economics, and 

English for Engineering, etc. and EOP branches out into English for pilots, English for doctors, 

English for bank employees, etc.   

A question that often arises in designing EAP courses concerns with the level of specification to 

which they should be adopted. Some argue that at lower levels of general English competence 

learners could not be ready for discipline-specific language and learning tasks while others argue 

that the most cost effective teaching is which focuses on the immediate specific needs 

confronting learners in their disciplines. According to Flowerdew and Peacock (2001), there are 

number of problems with common core hypothesis. The common core is a formal system, 

divorced from meaning and use since meaning is determined by context. Therefore, if meaning is 

to be incorporated into the common core hypothesis, it is possible to escape from the notion of 

specific varieties. However, mastery of language system whether or not it is claimed to be part of 

common core or not, must take place within the context of a specific variety or varieties (Bloor 

and Bloor, 1986). 

In this regard, the expansion of the demand of EAP to suit the particular needs of tertiary 

students and the  development  of  higher  education  varies  according  to  the  particular  

country‟s situation. This situation would be different in the country where English is the native 

language. Liyanage and Birch (2001) state that if English language is not the native language of 

the students, EAP classes are often attended and needed by almost all the students who are from 
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a range of different academic disciplines. They also reveal that EAP in such countries are usually 

conducted as ESAP courses catering for the needs of individual academic departments and their 

students. For instance, undergraduates who are registered for accountancy, management and 

banking programs will be undertaking different EAP courses although they are from the same 

faculty.  In the contrary, when English is the official first language of the country, the 

international students who are from the non-English speaking countries or ESL students will be 

attending EGAP courses instead of ESAP classes. This is because the students are from a range 

of academic disciplines and the numbers is insufficient for the institution to conduct ESAP 

courses for the students according to their academic disciplines. To conclude, there is a clear 

difference between the needs of EAP students in the two contexts mentioned above. 

Having either ESAP or EGAP courses by considering the status of the English language in the 

particular countries is not a fixed idea as the nature of the EAP courses is still dependent on the 

generalized objective of having it after identifying the needs of the students. Even in an ESL 

context, if the intention of the institution is to assist the students to study effectively at the 

tertiary level with the abilities in handling academic tasks such as referencing skills and study 

skills, EGAP courses would be more relevant to the students instead of ESAP. Thus, Liyanage 

and Birch (2001) argue that most EAP courses, in most institutional setting, are likely to 

continue to be of the EGAP rather than the ESAP variety. 

The future development of EAP in higher education has been widely discussed by ESP 

practitioners. For instance, Mo (2005) predicts that more attention will be paid to EAP at pre-

tertiary levels in the future as there are already many researches on EAP needs that concern 

students at undergraduate and postgraduate level. Early exposure of EAP skills is believed to be 

useful for the pre-tertiary or pre-university students to build a strong academic English language 

background which will then assist them to learn more effectively at a higher level. When 

reviewing the present development of EAP in both EFL and ESL contexts, Hamp-Lyons (2001) 

assures that the English language skills of non-native English speaking academics will develop 

as the demand is getting higher. 

In nutshell, be it EAP or EOP, course design starts with needs analysis (Elliott, 1998; Gillet, 

1989; More, 2001; Nunan, 1991), which is conducted at several levels: at the level of a students‟, 

at institution, educational setting, and administrative, political and cultural levels (Kennedy, 
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1988). Needs analysis is a component of a system approach and it can be defined as procedures 

that are carried out in order to get information about students‟ wishes (Richards, 2001).  

3.2.2.3 Needs Analysis in Designing EAP Syllabus and Material 

Needs Analysis (also known as Needs Assessment) is a means of defining as precisely as 

possible the learners‟ language needs and understanding what they think they can obtain from the 

language course. It has a vital role in the process of designing and carrying out any language 

course, be it English for Specific Purposes  or a General English    course,  and  it  centrally has  

been  acknowledged  by several  scholars  and authors (Munby,1978; Hutchinson &Waters, 

Robinson, 1991; Johns,1991; Jordan,1997; Dudley-Evans  & St. John, 1998).   

The idea of focusing on learners‟ needs originated in the 1970s resulting from the interest in the 

design of a language course that could satisfy individual and social needs (Palacios, 1992); its 

development evolved in association with the teaching of languages for specific purposes.  The 

term needs analysis has been the principal method for determining what to include in ESP/EAP 

curricula (Bensch 1999). Richards (2001: 51) defines the term needs analysis as: „procedures 

used to collect information about learners‟ needs.‟ 

Clearly, the role of needs analysis in any EAP course is unquestionable. Language needs analysis 

(LNA) has traditionally been a pillar of EAP course design. As Hyland (2006) argues the use of 

systematic means to define the specific sets of skills, texts, linguistic forms, and communicative 

practices that a particular group of learners must acquire is central to ESP, in forming its syllabi 

and materials and underlining its pragmatic engagement with occupational, academic, and 

professional realities. 

Hutchinson and Waters (1987:53) argue, „What distinguishes EAP from General English is not 

the existence of a need as such but rather an awareness of the need.‟ Accordingly, “If learners, 

sponsors and teachers know why the learners need English, that awareness will have  an  

influence  on  what  will  be  acceptable  as  reasonable  content  in  the language course and, on 

the positive side  of what potential can be exploited” (ibid).  

Dudley-Evans and St-John (1998) state needs analysis as professional information about the 

learners. These include: tasks and activities learners will be using English for, which is named as 

target situation analysis or objective needs. Moreover, they consider needs analysis as the 
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process through which personal information such as wants or subjective needs are identified. 

Furthermore, these authors consider needs analysis as the process of deciding what students have 

to learn by gathering information related to linguistic, genre and discourse. And, later 

determining what is expected out of the course and at the same time establishing how the course 

will be administered and run. 

 Another way to look at needs is to make a clear cut division between present 

knowledge/required knowledge, objective/subjective needs, and perceived/felt needs (Dudley-

Evans and St-John 1998). The difference between present and required knowledge goes back to 

the gap between present know-how and what the target situation demands. The difference 

between objective/subjective and perceived/felt needs lies in the nature of data based on the 

nature of sources used to collect the data required for needs analysis by using outsiders and/or 

insider‟s views. For example, tests are used to elicit objective needs and interviews are used to 

identify the subjective ones. Very roughly, lacks fit into present knowledge, necessities fit into 

required knowledge, and wants fit into subjective needs (ibid). 

Needs analysis might be done before a course starts, at the beginning of a course, while the 

course is ongoing and at the end of a course if it is going to be repeated with a different group of 

learners (Nation and Macalister, 2010). It is especially at this point that needs analysis tends to 

be circular, shaping and reshaping the future courses and adding to their efficacy. In general, 

needs analysis is often categorized as target situation and present situation analysis which is 

going to discussed separately hereunder. 

I. Target Situation Analysis 

The term, “Target Situation Analysis” (for short TSA) was first introduced by Chambers (1980: 

29). For him TSA is “communication in the target situation.” TSA is a form of needs analysis, 

which focuses on identifying the learners‟ language requirement in the occupational or 

academic situation they are being prepared for (West, 1994). Robinson (1991:8) argues that a 

needs analysis, which focuses on students‟ needs at the end of a language course can be called a 

TSA.  

In his work, Munby (1978) introduced Communicative Needs Processor (for short CNP).  In 

Munby‟s CNP, the target needs and target level performance are established by investigating the 
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target situation, and his overall model clearly establishes the place of needs analysis as central to 

ESP. He presents a Comprehensive Data Bank (for short CDB), comprising a set of parameters 

within which information on the students‟ target situation can be plotted. The model formulated 

by Munby has widely been studied and discussed. Comprehensive data banks are among its 

useful features. For example, micro-skills and attitudes can be used as checklists for the 

resultant syllabus. 

Dudley-Evans and St-John (1998: 125) define TSA as: “Tasks and activities that learners will be 

using English for target situation.” According to them, TSA includes objective, perceived and 

product-oriented needs. They explain that the objective and perceived needs are derived by 

outsiders from facts, from what is known and can be verified. Therefore, as to them to be able to 

spell English words correctly is an objective/perceived need. Product-oriented needs are derived 

from the goal or target situation. 

II. Present Situation Analysis 

Present Situation Analysis (for short PSA) may be posited as a complement to target 

situation analysis (Robinson, 1991; Jordan, 1997). If target situation analysis tries to establish 

what the learners are expected to be at the end of the language course, present situation analysis 

attempts to identify what they need at the beginning, or when the course on progress. According 

to Robinson (1991), PSA seeks to establish what the students look like at   the   start   of   their   

language   course by   investigating   their   strengths   and weaknesses. Dudley-Evans  and  St-

John  (1998) also state  that  PSA  estimates strengths  and  weaknesses  in  language,  skills,  

learning  experiences of the learners. The PSA can be carried out by means of established 

placement tests or Diagnostic test in most cases. However, the background information, level of 

education, etc about learners can provide us with enough information about their present abilities 

to some extent. 

According to McDonough (1984), PSA involves “fundamental variables”, which must be clearly 

considered before the TSA. In practice, one is likely to seek and find information relating to 

both TSA and PSA simultaneously. Thus, needs analysis may be seen as a combination of 

TSA and PSA and within the realm of EAP.  One cannot rely either on TSA or PSA as a 

reliable indicator of what is needed to enhance learning and reach at the desired goals.  
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3.3. EAP Teaching Materials 

3.3.1. Non- Authentic vis-à-vis Authentic Teaching Materials  

One of the most prominent debates in EAP teaching is concerned with the selection and use of 

authentic versus non-authentic, general versus subject-specific and simple versus complex 

materials. The problem is that in the real world teachers barely save any time to research and 

develop appropriate and useful materials. Therefore, it is believed that many teachers have 

become slaves of the published course books available. Gatehouse (2001) notes, “No one of ESP 

text can live up to its name.” (p. 10). Similarly, Clapham (2001) states that finding appropriate 

materials is indeed difficult and the appropriateness of teaching materials cannot be determined 

in advance. This writer suggests that since students have different background knowledge and 

come from different disciplines, it is preferable to teach common core or general materials. 

Hirvela (2001) also emphasizes that teachers had better employ different types of general 

materials in order to prepare students be effective in their major area academic courses. He 

believes that using subject-specific materials bores most of the students and do not develop 

their competence effectively. 

 The main, rather sharp issue in the EAP is the use of either authentic or non-authentic materials. 

In this regard, Widdowson (1998) is against the use of real materials and remarks that “what is 

real or authentic to users is not authentic to learners” ( p.  10). Barnard and Zemach (2003) 

maintain that being authentic cannot guarantee that a text is appropriate. The crucial issue is in 

fact selecting appropriate teaching material  and using it when needed. Flowerdew and 

Peacock (2001b) on their part argue that merely being authentic is not enough. The texts should 

be relevant and based on the learners‟ level of language proficiency. On the whole, the crucial 

point is authenticity of purpose and use whether the selected text is authentic or non-authentic.  

More importantly, it is the context that makes a text authentic. Even an authentic text might lose 

its meaning and authenticity in vacuum. As Belcher (2006) puts, “Texts taken out of context are 

inauthentic” (p. 137). 

Generally, teachers might prefer to use simplified materials. However, it is argued that materials 

might lose some part of their meaning through simplification process (Widdowson, 1983). 

However, it is the teacher and students who can make a text look real or unreal with creating 

appropriate   activities,   situations   and   tasks. Thus, teachers need to familiarize themselves 
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with different types of materials and opt for the best ones based on their own classroom 

experience and their learners‟ needs, objectives, levels, and interests. Gatehouse (2001), in 

connection with this, emphasizes, “Familiarizing oneself with useful instructional materials is 

part of growing as a teacher.” (p. 10). It is suggested that teachers should select a balanced 

amount of authentic/non-authentic, simple/complex, general/subject-specific, and home-

produced/international materials. The chosen materials should contain different types of 

exercises, activities, and tasks. The materials which are used should initiate communication 

among the students. Moreover, it will be helpful if teachers use more general topics at the 

beginning stages and then move to specific materials which are related to the students‟ 

discipline.  

  3.3.1.1. Course books – Pros and Cons  

Woodward (2001) writes about advantages and disadvantages of using course books in language 

teaching. Some benefits of course books are that they give students comprehensible directions 

and a sense of progress.  Students can clearly see what and how much they have accomplished in 

a course as they proceed through their textbook. In addition, since course books are often written 

by experienced teachers, goals from the syllabus are included. Course books also provide 

teachers with ready-made material, which makes planning less time-consuming since the 

planning has partly been made and the material already has been chosen. Furthermore, they give 

students independence as every learner is free to look ahead and use the course books without 

depending on a teacher (ibid).  

As mentioned in the opening sentence above, course books do also have disadvantages. Little et 

al (1995) point out that some textbooks have contents and situations that are of no interest to 

students. In addition, if course material is organized in the same pattern, students might be bored 

and find the course books predictable. It may also be the case that the level of the course books 

does not match that of the students (ibid). Moreover, some authors of course books construct 

unfamiliar cultures. There are course books that contain typical „course books families‟ that 

actually have little equivalence to the majority of people living in the target-language culture. As 

a result, learners will not acquire an understanding for what the society where the natives in their 

target language live looks like in reality (Tornberg 2000). 
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3.3.1.2. Alternative material – Pros and Cons  

Kramsch (2000:200) points out some significant ways where real-life material has advantages 

over course books. To begin with, when course books are used, students‟ knowledge is 

structured by chapters in a textbook whereas real-life material provides less organized 

knowledge that encourages more complex thinking. Furthermore, Kramsch claims that course 

books mainly teach language structure, that is to say rules, grammar and vocabulary. However, 

this may not teach the learner to use his or her knowledge in real-life situations and adapt it 

depending on different contexts. Lastly, she also states that whereas course books decide what 

students should learn, real-life materials call for the students to discover themselves what 

language skills they possess and lack (ibid).  

Moreover, alternative material can be essential to the students‟ motivation and their need to be 

sufficiently challenged (Lightbown and Spada 1999). In addition, students have great 

opportunities of getting teaching material that matches their level (Harmer 2001). The arguments 

in the previous section that speak for course books are similar to those that go against alternative 

material. Harmer (ibid) points out that using alternative material is very time-consuming. In 

addition there is a “risk that students will end up with an incoherent collection of bits and pieces 

of material”. Nevertheless, if the alternative material is thoroughly planned, there is a smaller 

risk that the alternative material will be incoherent. Moreover, Lundahl (1998:103) notes that 

when searching for alternative material becomes the students‟ responsibility, problems emerge. 

These incude: Are the texts on the students‟ level, or are they too difficult/too easy? Are the 

students capable of working with the texts? Are they critical? These problems are more difficult 

for weaker students. It should also be mentioned that some cons related to course books may 

apply to alternative material as well. If a teacher; for example, does not help the students in the 

planning process of alternative material, there is no guarantee that the students will find 

appropriate material. 

3.4. EAP Tasks and Activities 

Undoubtedly,   effective and   efficient   classroom   activities   can   prompt and accelerate the 

learning process. It is the teacher who should create a situation in which all the learners become 

engaged in the learning process through meaningful and interesting activities.  Long (2001) holds 

that there is no particular and optimal methodology to be used in classroom. Brown (2000) on 
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his part advocates the use of an eclectic approach a s  there is no one method which could 

effectively help to implement classroom exercises and activities. In   this   regard,   Richards   

(2007)   points   out   that   EAP methodology should be based on learners‟ purpose of learning 

language and the organization of activities should be feasible and practicable.  

The point to ponder is that EAP classes have usually been conducted and dominated by 

textbooks rather than a particular method. Unfortunately, in EFL situations the particular type of 

material always dictates and determines classroom activities and exercises. Belcher (2006) notes 

that EAP is often seen as a materials-driven rather than being methods-driven initiative. It can be 

argued that EAP teachers need to use different types of tasks in order to trigger realistic the 

learning process. To this end, Widdowson (1998) emphasizes,  “It would be counterproductive 

to instruct students in outdated generic conventions” (p. 10). Generally, engaging, relevant, and 

useful activities and exercises should be developed after considering local needs, objectives, and 

interests. 

Another basic point is that students at university level are learners who confront with multitude 

of genres. As a result, it is hard for teachers to decide to cope with them. To this end, Devitt 

(2004) proposes that instead of teaching various genres, it is better that teachers  teach  “critical  

awareness  of  how  genres  operate  so  that  they [students] . . . learn the new genres they 

encounter with rhetorical and ideological understanding” (p. 194).  Students can be asked to 

compile and analyze different reading and writing portfolios related to their discipline and 

their own performance. In this way, the students can realize that all the skills are related to 

each other for constructing meaning and approaching them as discrete modalities makes little 

sense. By encouraging reading-to-write activities and tasks, students can realize that reading at 

academic settings is the basis for writing. Meanwhile, when students are engaged in the writing 

process, they can pin point their deficiencies and become obliged to read more materials 

critically, purposefully, and analytically. 

Starfield (2001) also believes that it is necessary to present and practice spoken discourse in the 

classroom in order to enhance students‟ strategies and help them develop their linguistic and 

critical abilities. In this way, the students can engage in different interactions and negotiate in 

complex situations especially in their professional community.  
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3.5. EAP course Evaluation Process 

Multiple evaluation models were developed by evaluation theorists reflecting on diversity of 

ideas and approaches towards educational evaluation. The diverse meanings and definitions of 

the evaluation concept includes viewing evaluation as an assessment of the worth or merit of 

some educational objects (Stufflebeam, 2000a); assessment of the achievement of objectives 

which is also known as the Tylerian view of evaluation and indicating the success or failure of a 

program are few to be mentioned. 

As the field of evaluation continued to develop, Cronbach (1963) points out as evaluation 

process should focus on gathering and reporting information that could guide decision making in 

an educational program and curriculum development. Nonetheless, while evaluation models 

differ in many of their details, the decision to choose one depends on a few important factors 

such as the evaluation questions, the issues that must be addressed, and the available resources 

(Madaus & Kellaghan, 2000). 

According to Jackson (2005), curriculum evaluation is undertaken in order to ensure that the 

learners‟ needs are adequately addressed. The English for Academic Purposes (EAP) curriculum 

should undergo continuous evaluation and renewal to make it effective and responsive to the 

present and future needs of the learners. Moreover, he discusses as evaluation of the English 

language curriculum has become very common in all EFL contexts.  

Scholars in the area of curriculum evaluation argue that examining a syllabus is among an 

essential aspect in teaching English as a foreign language.  Ellis (1997) indicates as there are two 

main types of evaluation: predictive and retrospective evaluation. Predictive evaluation is the 

assessment of course before implementation while retrospective evaluation takes place after the 

course is implemented. He argues that instructors are often charged with responsibility of 

selecting the materials that they will use. In this case, they need to conduct a predicative 

evaluation of the materials that they have in hand in order to determine which materials suit their 

purposes best.  

Moreover, once they use these materials, they need to carry out further evaluation to identify 

whether these materials were workable or not. This is what is called the retrospective evaluation 

(Ellis, 1997: 36). There are many textbooks produced around the world every year and this wide 
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collection of textbooks is designed for EFL situations. These variations results in a confusion 

among teachers, particularly those who have little experience. In some cases, experienced 

instructors may even find it difficult to determine a textbook for their target students. As has 

been pointed out by Chambers (1997), the materials selected in an English language teaching 

class should be chosen by the possible highest number of users. This is to enhance the feeling of 

decision of ownership. Therefore, there is interrelatedness between the selection and evaluation 

of textbooks.  

Curriculum evaluation is also seen as a sub model and the final component in the curriculum 

process. Oliva‟s (1992), in connection with this, forwards four main components which include 

goals, objectives, implementation and evaluation of the curriculum. Patton (1990) also claims 

that evaluation is an imperative to monitor and get feedback about the program to check whether 

it is running effectively or not. Furthermore, it specifies what kind of intervention is needed in 

advance to evaluating the outcomes of the implemented program. Evaluators; therefore, need to 

know what has brought about the observed outcomes in order to decide on what intervention 

ought to be taken to improve the program.  To this effect, implementation evaluation informs 

researchers what is going on in the program, how the program was developed, and how and why 

the program has or has not deviated from the intended objectives (Patton, 1990). 

3.6. Conceptual Framework of the Study 

Since1960‟s a great deal of attention has been given to providing a unified theory of second 

language teaching/learning. As a result of this, nowadays there are over a dozen of 

theories/paradigms designed to handle second language teaching/learning issues in general, and 

EAP in particular. The availability of several theories and models, nevertheless, should not, in 

principle, be interpreted as excess or superfluous because a good deal still remains to be known 

about the learner, the learning process and the influence  in language learning so that the task of 

model building and theory development must continue. By  the  same  token,  the  conceptual  

framework  of  this  research  lays  its  foundation  on  developmental psychology and 

communicative language teaching which have close connection with the perspectives. The basic 

principle of the model is that learning in general, EAP in particular, is a holistic creative 

thinking process where the learner discovers meaning and solves problems.  
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Applied linguists and/or materials writers should not expect a definite answer from SLA 

research nor should they expect one research-based model of language learning to triumph 

over all the others (Tomlinson 1998). However, this should not stop applied linguists from 

applying what they do know about SL/FL learning process to the development of materials 

which are written to facilitate language learning (ibid). Tomlinson maintains that the knowledge 

of applied linguists about language learning is a result of thousands of years of reflective 

teaching and a century of experimental and observational research which can be used for 

formulating criteria that contribute in developing language materials successfully. Despite 

the disagreements about the process of language teaching and learning, there is a sufficient 

consensus on certain useful features that help in facilitating language learning and articulating 

principles to be used as a basis of language materials evaluation (Tomlinson 2003).  
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Figure 1: Conceptual Framework for Examining EAP Course Book vis-à-vis Learners 

Needs 

 

 

 

 

 

 

 

 

what students 
need to learn 

Study skills  
neeeded 

Academic literacy 
needed 

Input types 
prefered 

percevied level of 
languge proficeny 

what they 
actually Learnig 

 relevance of the 
objectives of the 

units 

presence of varied 
study skill tasks 

precence of 
academic literacy 

tasks 

Technologies and 
inputs avalable   
used to back up 
the coursebook 



46 | P a g e  
 

CHAPTER FOUR 

RESEARCH METHODOLOGY 

4.1 The Research Design 

This study attempts to investigate suitability of EAP course in addressing pre-engineering 

students‟ needs at ASTU. To arrive at intended objectives, a descriptive case study research 

design was used in scrutinizing the issue under inquiry. Since the research focuses on analyzing 

learners‟ learning needs and examining efficiency of the course book in use in EAP setting, 

mixed research method was preferred on the basis of what   Dorneyi (2007) and Creswell (2009) 

recommend. According to these authors, mixed research method enables the researcher to get 

focused in the whole research process. In this study; therefore, more weight is given to the 

qualitative data based on a design suggested by Dorneyi (2007), i.e., QUAL + quan, approach. 

(Capital letters indicate the comparative dominance given to the qualitative data). To this effect, 

description of  cases were made to portray suitability of EnLa(1011) in addressing present and 

future needs of students in the university under investigation. 

4.2 Population and Sample Size of the Study 

4.2.1 Population of the Study  

According to data obtained from the Office of Registrar of Adama Science and Technology 

University (ASTU), there were 1206(932 male and 274 female) Pre-Engineering students in the 

fall of 2018 academic year.  And, it is this figure (1206) was taken as a population of the study.  

Besides, all EAP teachers in the universities were taken as the subjects of the study since 

teachers are the major implementers of curriculum of any kind.  

4.2.2 Sample and Sampling Techniques 

There were 49 Pre-Engineering sections in the fall of 2018 in the university under investigation. 

And, the class size ranges from 20 to 25. Thus, several steps were followed in selecting student 

respondents who have filled in the questionnaire. The first step was taking a sample sections 

since it was difficult to contact students in person. In doing so, the researcher randomly selected 

50% of the sections, and then decided to include 30% of students from each section out of 
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randomly selected sections. Hence, from 49 sections 24 sections were selected, and a total of 158 

students were included in the study. To achieve this, the researcher has gone to each section 

preparing rolled students‟ identification numbers on equal size paper, and then let the class 

representative draw till the sample size is reached. 

With regards to selection of teacher participants, availability and purpose sampling were used. In 

selecting teacher respondents who filled in the questionnaire availability sampling was used. As 

interview was carried only with teachers whose classes were observed, teacher participants in the 

observation and interview were selected purposively to scrutinize why did they do the way they 

did when offering EnLa(1011) course.  

The total population of English language teacher at ASTU was 21 by then. Out of these, 18 of 

them are TEFL graduate. And, two of them are graduates of linguistics and the other one is a 

graduate in literature.  Out of these, 15 TEFL, 1 literature and 1 applied linguistics graduates 

who were available during the researcher stay in the university were taken as participants of the 

study.  

4.3. Instruments and Procedures of Data Collection 

Four instruments of data collection namely: questionnaire, classroom observation, interview and 

document analysis were used in this study. 

4.3.1. Questionnaire   

According to Selinger and Shohamy (1989) questionnaire is widely used instrument in second 

language research to elicit information about certain conditions and practices.  In particular, it is 

used in collecting data on phenomenon which are not easily observed. These include perception, 

preference and self-concept. Not only this but also it is used in gathering data related to 

demography of the research participants. Therefore, in this study, questionnaire is used to collect 

relevant data associated with needs and trend analysis in the provision communicative English 

Skills. To this effect, Likert scale model questionnaires were adapted from Willing's (1988), 

Jordan (1997) and Richards, (2001).  Two different types of questionnaires were developed and 

piloted at Ambo University. The first type is the one which was prepared to gather data from pre-

engineering students. And, the second type is developed to gather data from EAP teachers in the 
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university under study. These questionnaires encompass both close and open ended questions. 

Students‟ and teachers‟ questionnaire are partly replica of each other, but not one and the same in 

most cases.  

4.3.2. Observation  

Hancock (1998:89) states,” Because of the richness and credibility of information it can provide, 

observation is a desirable type of data gathering instrument.” Accordingly, non-participant 

observations were used in this study to collect information associated with the extent to which 

inputs used and adjectives addressed go with study skills and academic literacies students need to 

learn at university level. Moreover, it is meant to check wither English language teachers modify 

inputs in the course book, „Oxford English for Career: Technology1‟ or teach it as it is.   To 

achieve the intended objectives, the researcher has planned to observe 3 EnLa(1011) teachers 

classes  among those who filled in the questionnaire, but  two Communicative English skills teachers 

were observed four times each. This issue shall be further explained under findings from 

observation sections which were carried out to see disparity among teacher participants in using 

appropriate active learning techniques, teaching materials and tasks and activities that suit with 

learners‟ needs. 

Procedurally, observations were carried out before administering questionnaires and 

conducting interviews. The assumption was that if teachers were made to take part in the 

interview and fill in the questionnaire prior to observation sessions, they might attempt to modify 

the way they teach recalling what they have replied in  the interview and  to the questionnaire. 

4.3.3. Interview    

Interview was used as one of data gathering instrument in this study because of the merit it has in 

descriptive study. Sarantakos (1998) lists several merit of using interview as data collecting 

instrument. Some of these include: flexibility, high response rate, easy administration, 

opportunity to observe non-verbal behaviors, control over environment, capacity of correcting 

misunderstandings and the like.  

As indicated in Wilkinson (1999), interview is a necessary device that helps the investigator to 

understand deep feeling, perceptions, and values of a given population. In this study, therefore, 
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semi-structured interview was used to gather relevant information from teachers who were 

already observed. The second groups of participants in the interview were English language 

department heads of universities under study.  The very reason for doing so is to gather 

information related to planning and availing minimal input that facilitates provision of EAP 

teaching.  

4.3.4. Document Analysis  

Following the introduction of modular approach, courses were clustered based on domain 

specific and generic competences, and course guide books were nationally prepared and 

dispatched to all public universities in Ethiopia. In this study, course description, course 

objectives, content and time allowed to cover the course were analyzed. The other document that 

was analyzed in this study is a suitability of the course book, „Oxford English for Career: 

Technology 1‟ in addressing learners‟ needs.  In evaluating the teaching materials in use, the 

present researcher has decided to use the following guidelines which are adapted from Nunan 

(1988), and Bella and Gower (1998).  

1. Is English teaching materials contextualized to: 

 Address objectives of the curriculum it meant to address? 

 Incorporate topics, and themes that provide meaningful and purposeful use of the 

target language. 

2. Can the material stimulate interaction and reflection through appropriate tasks? 

3. Are language skills integrated effectively in the units of the teaching material? 

4. Is the book supported efficiently by essentials like audio-materials? 

5. Is the course book culturally relevant? 

4.4. Procedure of Data Analysis 

 Data gathered through instruments mentioned above were analyzed and presented in both 

qualitatively and quantitatively modalities.  Data which were collected through questionnaire 

were analyzed both quantitatively and qualitatively. Thus, as most parts of the questionnaires are 

in Likert scale form, descriptive statistics like frequency, percentage and mean values are used 

most frequently. This is due to the fact that  since majority of items included in the questionnaire 

is ordinal and nominal variables it is not convenient to use other bivariate and multivariate 

analysis. On the other hand, data gathered through interview, classroom observation and 
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document analysis were analyzed qualitatively either in narrative or descriptive modality as 

situation called for each.  

4.5. Ethical Consideration  

Everyone who has participated in interview and observation was asked for his or her willingness 

to take part in the study. Thus, they were told as they can withdrawal from the project at any time 

if they were not comfortable with even though they gave their consent. Moreover, as agreed, 

confidentiality was treated strictly in this study.  Teachers whose classroom were observed and 

those who were interviewed were   given pseudo name or code to avoid a risk that might arise as 

the result of being identified as the participant of the study. In doing so, the researcher has used 

code „ASTUT1‟and „ASTUT2‟ to secure confidentiality. Moreover, „R‟ is used to represent the 

researcher, and „S1‟, „S2‟, „S3‟ etc. is used instead of using students‟ name who took part in the 

study. Number 1, 2, 3 etc. are used to indicate  students who have participated first, second, third 

and so forth one after the other. If the same student participated twice or three times in a given 

lesson, it is indicated in the bracket showing as he or she has participated for the second or third 

time. Therefore, code „S1‟, „S2‟, „S3‟ which were used in different observation section did not 

represent the same individual. 

 In the case of questionnaire, the researcher has clearly informed the participants not to write 

their name on the question papers adhering to anonymity. 

4.6. The Pilot Study  

In academic research endeavor conducting a pilot study can have several values. First and 

foremost, as a pilot study is small scale trial of the main study, it functions as a springboard to 

evaluate the feasibility of the main study. In other way round, it serves as a means of getting an 

advance warning about the challenges to be encountered in the main study. Secondly, it is a very 

important means through which the adequacy and effectiveness of research instruments is tested. 

Furthermore, it helps to examine the likely success of the proposed subject recruitment strategies 

which enables the researcher to decide sample size of the main study. In general, it familiarizes 

the researcher with the research process (Gilbert, 2001). 
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Thus, the results from the pilot study were used as indicators of the feasibility of the main study. 

As planned under research methodology of the study, observation, interview, questionnaire 

and document analysis were used as the data gathering instruments. To this effect, the 

researcher tested all the instruments and the possible trials of data analyses were also made. 

As a result of conducting the pilot study, few problems were identified in the research 

procedure and framing instruments which lead to some sorts of amendments before going out 

for the main study.  

4.6.1. The setting of the Pilot Study 

The pilot study was formerly planned to be undertaken at Jimma University, Kito Furdisa 

Campus, but since class did not start on time in this university, the researcher changed the site to 

Addis Ababa Science and Technology University. The second attempt was also failed since 

almost all English language teachers in this university were only partially engaged in the 

teaching learning process and on the PhD study leave at Addis Ababa University. Out of around 

20 English language teachers, only three of them were active staff during the fall of 2017. The 

researcher went to the university for five consecutive days, but he found impossible to carry out 

the pilot study at Addis Ababa Science and Technology University. Finally, the researcher 

decided to undertake the pilot study at Ambo University where more than five English language 

teachers were his old friends with whom he had attended postgraduate study at Addis Ababa 

University. 

4.6.2. Lesson Learned From the Pilot Study 

 From the ups and downs in selecting the research site as stated under 3.6.1 above, the researcher 

learned that it is not easy to collect qualitative data that need in-depth investigation if planned 

ambitiously.   

Moreover, from the pilot study, the researcher gained lessons that helped him to conduct the 

main study in a better way. For instance, when conducting observations in two communicative 

English Skills classes in the pilot study, only one recording machine was used. Due to this, it 

became difficult to record different activities taking place simultaneously in the classroom. 

Thus, during observation sessions in the main study, two recorders were used.  One of these 

recorders was used to record the instructors‟ talk and the second one was given to students who 

shall ask questions, answer questions and give comments or discussing in groups through 
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facilitation of the teacher himself since it is impossible for the researcher to  move in the class 

and hand over the recorder to student participants. This helped the researcher to record each and 

every activity which took place in the classroom.  

The second insight that the researcher drew from the pilot study was with regards to conducting 

interviews. Even if the researcher attempted to his level best in giving necessary clarification 

prior to conducting the interview, in some cases respondents were not good at giving detailed 

explanation on issues raised. While collecting data through this instrument, the researcher also 

recognized that few interview questions were not framed in clear manner. Among these, the 

followings were noticed as ambiguous. “Do you think teaching communicative English skills 

require special training? Why/why not?” and the other one is, “Do you think Communicative 

English Skills you have been offering meant for academic or for general purpose?” In fact, 

immediate modifications were made and it was made possible to obtain responses as desired. 

Hence, during the main study, before directly going to the interview sessions, the researcher had 

some informal discussions with the respondents in order to enable them acquainted with 

terminologies and concepts to be addressed in the study. 

The third insight that the researcher drew from the pilot study was that as evaluating teaching 

material is difficult to manage unless otherwise the focus is narrowed to few criteria like 

objectives, types of tasks and novelty of contents. This is due to the fact that though the 

researcher formally thought as if universities across the country are using college English 

volume-I as a main course book with some sort of adaption; in reality, during pilot study he came 

to know as universities in Ethiopia are not using the syllabus and course books recommended for 

EnLa(1011) by modular team. Therefore, very limited units were taken from each university 

since evaluation of material by itself can be a research title.  

The fourth lesson that the researcher gained from the pilot study was related to administering 

questionnaires to both Communicative English instructors and Pre-Engineering students. As the 

researcher practically observed, some respondents faced difficulties in understanding meanings 

of jargons in the items which were specifically associated  with different tasks types under 

speaking skills like „impromptu speech‟, „prompt speech‟, and „memorized speech‟. These terms 

were operationalized in the main study as students respondents were asking these words mean 

frequently during the pilot study. Moreover, terms like „free‟, „guided‟ and „controlled‟ under 
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paragraph and essay  writing tasks were also operationalized before undertaking the main study 

since some students were asking the difference between these discourse types.  

The other lesson gained from this study is that some questions were redundant and discarded 

during analysis phase of the pilot study. For instance, in students‟ questionnaire item 4 and 12 

are similar, so item 4(using appropriate terms and vocabularies) is retained and item 12(using 

appropriate diction) was discarded. In the same manner, item 11 and 12 under question 7 of 

teachers‟ questionnaire were also discarded since they are similar with item 4 and 9 

respectively. Opposed to discarding, two grammar points were added under question 10 in both 

students‟ and teachers‟ questionnaires. As most of student and teacher respondents added 

„modal verbs‟ and „subject-verb agreement‟ as grammar point of students‟ preference to learn 

and teach; thus,  the researcher decided to include these elements in the questionnaire and 

discarded item 9(articles), which has received low response rate in both cases. In addition to 

this, question 14 in students‟ questionnaire which says, “For which types of vocabularies do 

you often give priority to learn?” This item had four alternatives which include: 

1. General vocabulary needed in day life. 

2. General vocabulary with higher frequency in my field of study 

3. A very technical vocabularies in my field of study and 

4. Specific vocabularies that are used in the world of work are discarded as students do not 

have idea about it.  

Moreover, since vocabulary is not taught independently in communicative language teaching, 

but implicitly treated in the four major skills, there is no need to inquire about it as an 

independent entity. Basically, teaching vocabulary emanates from types of tasks to be 

accomplished and types reading, listening, writing and speaking inputs students are exposed to. 

The researcher came to understand this problem during data analysis of the pilot study since 

several students returned this question without replying. 

 

Lastly, both teachers‟ and students‟ questionnaires were tested for internal reliability by using 

Cronbach‟s reliability test and the result for teachers‟ questionnaire is 0.79 and that of students‟ 

questionnaire is 0.83 which is a greater than 0.7, an  acceptable level of reliability.   
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CHAPTER FIVE 

ANALYSIS OF THE RESULT OF THE STUDY 

5.1. Introduction 

As stated in under 3.2.1, for the purpose of this study, 158 Pre-Engineering students were 

randomly selected as the participant of the study.  Out of these, 145 of them have filled in the 

questionnaire appropriately and returned it back. Hence, it is this figure was fed in to SPSS 22 

version to run the analysis. This means that 13 out of 158 student respondents were excluded 

from the analysis.  

With regards to teacher respondents, responses of 17 EAP teachers who were included in the 

study through availability sampling technique were analyzed.   Furthermore, data gathered via 

questionnaire, interview and document analysis were analyzed independently, and then the major 

findings of the study were discussed in chapter six. 

5.2. Findings from Questionnaires 

When undertaking this study, the researcher came to know as the population of Pre-Engineering 

students at ASTU is 1206(932 male and 274 female).  As stated above,   there were 158 students 

who have filled in the questionnaire though analysis of data collected from 145 respondents was 

made. This is due to the fact that responses of 13 of them were excluded as they did not fill in the 

questionnaire properly. Therefore, data gathered from 17 EAP teachers and 145 students were 

analyzed in line with intended objectives of the study as follows.   

5.2.1. Findings from Teachers’ Questionnaire 

  5.2.1.1. Demography of Teacher Respondents 

Under part-I of teachers‟ questionnaire, seven questions were prepared to collect data related to 

respondents‟ background (See Appendix „A‟). Thus, the demographic characteristic of teacher 

respondents is summarized in the table below. 
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Table 1:   Demography of Teacher Respondents 
Characteristics    

Gender 

Male  

Frequency % 

16 94 

Female 1 6 

Qualification 

BA 

- - 

MA/MED 13 76 

PhD 4 24 

Specialization 

TEFL 

 

15 

 

88 

Linguistics 1 6 

Literature 1 6 

Employment type 

Fulltime 

 

17 

 

100 

Part-timer - - 

Teaching Experience 

0-3 

 

- 

 

- 

4-7 - - 

8-12 3 18 

13-20 10 59 

>20 4 23 

Load/week 

<10 

 

- 

 

- 

12-18 5 29 

19-25 10 59 

>25 2 13 
 

Out of 17 respondents who filled in and returned the questionnaire, 1 (3%) of them was female 

whereas 16 (94%) of them were male. With regards to respondents‟ qualification, 13(76%) of 

them were M.A. /M.Ed. whereas 4(23%) were PhD holders. A qualification mix of EFL teachers 

who were offering Communicative English skills in the university under study seems to harmony 

with the minimum qualification standard set by ministry of education. In connection with 

specialization of participants, 15(88%) of them were TEFL graduate whereas linguistics and 

literature graduates share the same figure 2(6%) each.   

Opposed to demographic variables discussed above, there is variation in the teaching experience 

of the respondents. Out of 17 teacher respondents from ASTU, 3(18%), 10(59%) and 4(23%) of 

them fall in the experience category 8-12, 13-20 and above 20 year respectively.  
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5.2.1.2. Language Skills Priority Given to   

Under this theme, teacher respondents were asked to rate  the four major skills (listening, 

reading, speaking and writing) and the two linguistic components (vocabulary and grammar)   in 

terms  of their importance on learners‟  success in university academic career.  Respondents‟ 

reaction to this basic question is summarized in the table here under. 

Table 2: Language Skills to Be Given Priority To 

Language skills/ 

linguistic 

components 

Level of Importance of the Language Skills  

Mean 5   4 3 2 1 

F % F % F % F % F % 
 

 

4.06  Listening 

skills 

6 35.29 7 41.18 3 17.65 1 5.88 - - 

Speaking skills  10 58.82 6 35.29 1 5.88 - - - - 
4.53 

 Reading skills  3 17.64 7 41.17 5 29.41 2 11.76 - - 
3.65 

Writing skills  11 64.7 5 29.4 1 5.88 - - - - 
4.65 

Grammar  7 41.17 6 35.29 1 5.88 2 11.76 3 21.4 
3.88 

Vocabulary  8 47.05 5 29.41 3 17.64 - - - - 
4.29 

Key for interpretation of the ratings in the table: 5= very important, 4=important, 3= undecided, 

2=less important, 1=not important 

As can be seen from table 2 above, among 17 teacher respondents, 10(58.82%) regarded 

speaking skills as „very important‟ and 6(35.29%) of them on their part replied indicating as 

„important‟ skill in their students‟ academic endeavor. The mean value computed for this skill 

reads 4.5, which could be rounded to 5, the value assigned to represent „Very important‟.   

With regards to importance of writing skills, out of 17 respondents, 11(64.7%) and 5(29.4%) of 

them replied valuing writing skills as the „very important‟ and „important‟ language skills 

respectively.  When one looks into the mean value for writing skills, it is 4.65 which could 

possibly be rounded to 5 the value that stands for the scale „very important‟.  

The two linguistic components_ vocabulary and grammar were rated as „important‟ since their 

mean value for vocabulary is 4.29 and the mean value for grammar reads 3.88. Contrary to this, 

the two receptive skills, listening and reading skills were rated as skills of medium importance. 
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This can be seen from the mean score computed for listening and reading skills which is 4.06 and 

3.65 respectively.  In general, though few respondents rated listening, reading and grammar  as 

„less important‟, the overall figure shows that  respondents seem to have a positive outlook 

towards importance of the four major  language skills and the two linguistic components  in their 

students‟ academic success.  

5.2.1.3. Students’ Felt English Language Proficiency Level 

Teachers' perception of their students‟ level of language proficiency could influence types of 

teaching material they use, tasks they design and practical teaching techniques they employ. 

Thus, teacher respondents were asked to rate their students‟ level of English language 

proficiency and the result from the study is depicted in the table 6 below.  

Table 3: Teachers’ Perception of Their Students’ English Language Proficiency 

 

Perceived Level 

of  proficiency 

 

N 

Perceived level of proficiency Mean 

value  

5 4 3 2 1  

F % F % F % F % F %  

 listening skills 17 1 5.88 5 29.4 7 41.18 2 11.76 2 11.76 3.06 

speaking skills 17 - - - - 5 29.4 10 58.8 2 11.76 2.18 

Reading skills 17 4 23.5 7 41.18 5 29.4 2 11.76 - - 3.82 

Writing skills 17 - - 3 17.65 6 35.29 8 47.06 - - 2.71 

 

 Key: 5= very good, 4=good, 3= satisfactory, 2=poor, 1= very poor 

 

As illustrated in the table above, students‟ English language proficiency level is rated by EAP 

teachers, and the result shows that as the students are relatively good at reading skills over the 

other macro skills. Out of 17 respondents, 4(23.5%) replied that their students are „very good‟ at 

reading skills. 7(41.18%) of the same figure on their part replied showing as their students are 

„good‟ at this skill and 5(29.4%) of the respondents rated their students‟ perceived level of 

English language proficiency as „satisfactory‟.  Only 2(11.76%) of them rated their students‟ 

proficiency level as „poor‟. In harmony with, the mean value of the same skill reads 3.82, which 

could be rounded to the value assigned for „good‟.  



58 | P a g e  
 

With regards to students‟ level of listening skills proficiency, 7(41.18%) out of 17 respondents 

rated   under „satisfactory‟.  On the other hand, 5(29.4%) of them replied that their students are 

„good‟ listening skills.  Moreover, the mean value computed for this skill on its part reads 3.06, 

which is almost equal to the value assigned to „satisfactory‟.  

Contrary to the receptive skills, respondents‟ reaction to students‟ speaking skills proficiency 

was rated as „poor‟. Out of the respondents, 5(29.4%) of them agreed that their students‟ 

speaking skills level of proficiency is „satisfactory‟ whereas 10(58.8%) of them rated their 

students‟ level of proficiency in this skill under „poor‟. Moreover, the mean value of this skill 

reads 2.24, which could be rounded to the value assigned to „poor‟.  On the other hand, reply to 

perceived level students‟ writing skills proficiency is regarded as „satisfactory‟ since the mean 

value for this skill reads 2.71, which falls between value assigned for „good‟ and „satisfactory‟. 

From these one can learn that pre-engineering students in the university under study seem to 

have huge gap in speaking skills over writing skills as far EAP teachers‟ rating of their students‟‟ 

English language skills level proficiency is concerned. 

5.2.1.4. Inputs and Communicative Scenarios Students have to Be Exposed to 

Under this theme, classroom practices of EAP teachers were analyzed by  focusing on types of 

inputs to be used, tasks and activities learners need to be  exposed to and active learning 

techniques frequently employed.   Among basic questions teachers were asked in order to know 

reading and listening inputs his or her students have to exposed to,  and types of speaking and 

writing skills scenarios he or she has to create for his or her students in order to equip them with 

common core academic literacies, study and socialization skills. Since it is not convenient to put 

the items directly into table because of limited space, item number is used as shown in the table 

below. (To cross-check, see Appendix „A‟). 

5.2.1.4.1. Types of Inputs students have to Exposed in Teaching Reading Skills 

Knowledge and skills could not be brought home radically as behavioral change of any kind 

needs some sort steps to be followed. The primary goal of EAP teaching program at tertiary level 

is helping students to improve their reading skills by providing them texts which are meaningful 

to them. In this regard, possible inputs to be used in the context of EAP world are adopted from 

literature and made to be rated by teacher respondents. The result under this sub-theme is 

summarized in the table 3 below. 



59 | P a g e  
 

Table 4: Types of Inputs to be used in Teaching Reading Skills 

 
Item no. of 

the Reading 

Input types 

 

Frequency and Percentage  

 

Mean 

value 
5(very 

High) 

4(High) 3(Moderate) 2(little) 1(not at 

all) 

F % F % F % F % F % 

Item 1 - - 1 5.88 5 29.41 8 47.05 3 17.64 2.24 

Item 2 - - - - 4 23.53 4 23.53 9 52.94 1.71 

Item 3 - - 4 23.53 - - 6 35.29 7 41.17 2.06 

Item4 2 11.76 4 23.53 5 29.41 3 17.64 3 17.64 2.94 

Data in the table 4 above reveals that among expected English for Academic Purpose reading 

inputs students need to be exposed to, reading texts on the course book called „Oxford English 

for Career : Technology 1‟  (item4) seems to be preferred by pre-engineering students as far as 

EAP teachers reply is concerned.  In this regard, out of 17 teacher respondents, 2(11.76%) of 

them indicated as their students‟ needs of being exposed to reading texts provided in the course 

book mentioned above is „very high‟. 4(23.53%) of them respondents also signified as their 

students have a „high‟ need of being exposed to reading texts in the course book „Oxford for 

Career: Technology1‟ over other input types in the list.  Moreover, 5(29.41%) of them indicated 

that the felt need of their students to learn reading skills with help of extracts available on the 

course book in use at ASTU is „moderate‟. However,  3(17.64%) of 17 respondents    signified as 

their students  need either „little‟ or even „not at all‟ through exposure to reading texts already 

provide in the Communicative English Skills course book in use at university under study.  In 

general, from the mean  values of item4 (Reading texts which are available on the course book called 

„Oxford English for career: Technology1‟) which reads 2.94 one can understand as this input type is 

needed „moderately‟ by pre-engineering  students as perceived by their respective EAP teachers.    

Though reply to item 4 as discussed the preceding paragraph is not promising in itself, one can 

learn from the mean values of item1 (extracts from books in the students‟ fields of studies), 

item2 (articles and journals of different kinds) and item 3(newspapers and magazines) which are 

asymptote to 2, value assigned for „little‟, it seems imply that these input types which could open 

up windows of opportunities to synchronize academic literacy with domain specific competence 

is not area of concern   in the university under study. 
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5.2.1.4.2. Types of Inputs to Be Used in Teaching Listening Skills  

To identify inputs types to be used in teaching listening skills portions in the Communicative 

English Skills (EnLa (1011)),  six basic questions were designed , and results obtained from the 

respondents of study is summarized in the table below.(To cross-check what  item number stands 

for  see Appendix „A‟) 

Table 5: Inputs to Be Used in Teaching Listening Skills  

listening 

Inputs 

Frequency and Percentage  

 

Mean 

value 

Very High(5) High(4) Moderate(3) little(2) Not at all(1) 

F % F % F % F % F % 

Item 1 5 29.4 8 47.17 4 23.53 - - 17 100 4.05 

Item 2 - - - -  - - - 17 100 1 

Item 3 - - - - - - - - 17 100 1 

Item4 4 23.53 5 29.41 7 41.17 1 5.88   3.7 

Item5 2 11.76 4 23.53 8 47.05 3 17.64 - - 3.29 

Item6 - - 3 17.64 10  58.8 4 23.53 - - 2.94 
 

As depicted in table 5 above, out of 17 respondents, 5(29.4%) replied that exposing students to 

recorded materials to be listened in the Language lab (item 1) is rated as input type of „very high‟ 

importance in addressing students‟ listening skills needs. 8 of the same figure also agreed that 

using recorded  teaching materials to be listened and practiced in the Language lab is regarded as  

an input of „high‟ significance in tapping learners‟ needs of being acquainted with academic 

listing skills. Moreover, 4(23.53%) of them replied that this input type has a „moderate‟ 

significance in addressing learners‟ needs. Overall, the mean value calculated for this item is 

4.05, which is nearly equivalent to the value assigned for „high‟. 

Next to item 1(exposing students to recorded materials to be listened in the Language lab), item 

4(exposing learners to listening Materials on different web pages) was rated as input of „high‟ 

significance in addressing pre-engineering students needs in the university under investigation. 

To be specific, out of 17 respondents, 4(23.53%) of them agreed that exposing students to 

listening materials which are available on various web pages has a „very high‟ importance in 

addressing their students‟ EAP listening skills needs. 5( 29.41%) of them on their part agreed 

that this input type is of „high‟ value in tapping learners‟ needs.  Majority of the respondents, 

7(41.17%) out of 17, have agreed that exposing their students to listening materials on different 
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web pages has „moderated‟ significance in helping their students‟ to be fruitful in their academic 

journey. the overall, mean value computed for this item reads 3.7, which could be rounded to the 

value assigned for „high‟. From this one can understand that teacher respondents in this study 

have a subscription that among listening inputs students could be exposed to inputs on different 

web pages have tremendous importance next to availing recorded listening materials in the 

language laboratory.  

 Third input type which has relatively attracted respondents attention is item 5(Exposing students 

to his/her (teacher‟s) own talk). Out of 17 respondents,   8(47.05%)  them replied that exposing 

Pre-engineering students to their own(EAP teachers‟) talk seem to receive „moderate‟ value in 

addressing learners‟ needs. This figure is almost similar with the mean value calculated for item 

5, 3.29 which could be rounded to value assigned for „moderate‟. In the same token, responses to 

item 6(exposing learners to extracts given in course book) has received „moderate‟ attention 

since the mean value computed for this item reads 2.94, which could be rounded to 3, the value 

assigned for „moderate‟.  

Opposed to responses to item 1, 4 ,5 and 6 discussed above, replies to   item 2(TV programs in 

English language) and item 3 (radio programs in English language) depict that these input types 

seem to receive little value in addressing pre-engineering students‟ EAP listening skills needs. 

This is because 17(100%) of the respondents  replied that TV and radio programs which are 

believed to boost students‟ listening skills as far as literature in the area of English for general 

purpose is concerned were rated as inputs with  insignificant contribution when comes to EAP.   

5.2.1.4.3. Scenarios to Be Created in Teaching Speaking Skills 

 It is obvious that speaking skills is one of the productive skills through which observable 

performance of students is measured or evaluated. For performance to be seen, appropriate 

inputs should be given to students. Thus, in this study five common speaking skills scenarios 

were crafted and teacher respondents‟ reaction to each item is summarized as follows: 
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Table 6: Scenarios to Be Created in Teaching Speaking Skills 

Speaking 

skills 

Scenarios  

 

Frequency and Percentage  

 

Mean 

value 

Always(5) Usually(4) Sometimes(3) Rarely(2) Not at all(1) 

F % F % F % F % F % 

Item 1 5 29.41 12 70.59 - - - - - - 4.29 

Item 2 2 11.76 7 41.17 7 41.17 1 5.88 - - 2.59 

Item 3 - - - - 4 23.53 13 76.47 - - 2.24 

Item4 - - - - 5 29.41 8 47.05 4 23.53 2.06 

Item5 5 29.41 9 52.94 3 17.64  - - - 4.12 

Item6 6 35.29 10 58.82 1 5.88 - - - - 4.29 

 

As can be seen from table 6 above, out of 17 teacher respondents, 5(29.41%) of them replied that 

their students have to be exposed to debatable academic issues almost „always‟.   12(70.59%) of 

them also answered that their students have to exposed to this input „usually‟ during speaking 

skills lessons. Respondents‟ reply to item 6(presentation on selected topics) is almost similar 

with that of answer given to item1 since the mean value for these two items reads the same 

(4.29).  

 Next to item 6(Presentation on topics selected from students‟ field of studies), item 5( exposing 

learners to role-play) is considered among speaking skills scenarios pre-engineering students 

have to exposed during speaking skills classes. This is evident because out of the participants of 

study, 5(29.41%) of them replied that if role-play is used „always‟, students‟ speaking skills 

needs will be tapped in better way. 9(52.94%) of the same respondents on their part agreed that if 

role-play to be played is given to students „usually‟, they believe that there will be high 

probability of equipping learners with academic speaking skills needed at university sphere. 

The fourth speaking skills scenario which is believed to address pre-engineering students‟ need if 

employed appropriately is the one represented with item 2(Prompt public speech) in the table 9 

above. Out of 17 respondents, 7(41.17%) each which overall accounts for 82.34% replied that 

exposing their students   to prompt pubic speech scenarios either „usually‟ or „sometimes‟ could 

address learners both present and target needs.  The mean value computed for item2 (prompt 

public speech) , 3.24 rather indicates if prepared public speech is employed „sometimes‟ there is 

commendable probability of addressing students‟ needs of EAP speaking skills.  
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Contrary to analysis made so far in the preceding  paragraphs under this sub-theme, item 

3(impromptu public speech) and item 4(memorized public speech)  seem to be needed less 

frequently since the mean value of these items asymptote value assigned for „rarely‟.  

5.2.1.4.4. Scenarios to Be Created in Teaching Writing Skills  

Using diverse inputs and tasks are indispensable components in language teaching. If there is no 

suitable input, it is an illusion to think of task to be accomplished in any form of teaching and 

learning process.  Eight possible writing scenarios were adapted from literature and reply to each 

item was computed and analyzed as follows: 

Table 7: Scenarios to Be Created in Teaching Writing Skills 

Writing 

skills 

Scenarios  

 

Frequency and Percentage  

 

Mean 

value 
Always(5) Usually(4) Sometimes(3) Rarely(2) Not at 

all(1) 

F % F % F % F % F % 

Item 1 - - 10 58.82 3 17.64 1 5.88 - - 3.88 

Item 2 4 23.53 10 58.82 3 17.64 - - - - 4.06 

Item 3 - - - - 11 64.7 6 35.29 - - 2.65 

Item4 - - 1 5.88 14 82.35 1 5.88 1 5.88 2.88 

Item5 - - 2 11.76 9 52.94 6 35.29 - - 2.76 

Item6 - - - - 1 5.88 4 23.53 12 5.88 1.35 

Item7 - - - - 1 7.14 5 35.71 11 64.7 1.41 

Item8     2 11.76 11 64.7 4 23.53 1.88 

 

As presented in the table 7 above, out of 17 respondents of the study, 10(58.82%) of them replied 

that students have to exposed to writing controlled paragraph (item 1) „usually.‟ However, 3 

(17.64%) of the same figure answered that their respective Pre-engineering students have to 

exposed to controlled paragraph writing only „sometimes‟. The men value calculated for this 

item is 3.88, which could be rounded to value assigned for „usually‟. 

With regards to reply to item2 (guided paragraph writing), 4(23.53%) and 10(58.82%) of the 

respondents answered that exposing their students to guided paragraph writing „always‟ and 

„usually‟ respectively have the paramount importance to equip Pre-engineering students with 

academic writing literacies. This is also revealed since the mean value computed for guided 

paragraph writing which is beyond 4, the value assigned for „usually‟.   
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Opposed to reply to item 1(controlled paragraph writing) and item 2(guided paragraph writing), 

responses to item 3(free paragraph writing), item 4(controlled essay writing) and item 5(guided 

essay writing) reveal that  these three types of writing scenarios are needed to be practiced only 

„rarely‟. However, the other academic writing tasks like item 6(free essay writing), item 

7(summary writing) and item 8(writing report) were almost not recommended by teacher 

respondents to used when teaching the writing skills portions included in the course 

Communicative English Skills since the mean value of these three items falls below 2, the value 

assigned to „rarely‟.  From this, it is possible to infer that tasks which demand critical thinking 

and creativity were ignored and the easiest ones were focused on by EAP teachers in the 

university under study in practical reality. 

5.2.1.4.5. Study skills Focused on  

Table 8: Study skills focused on 

Study skills Frequency and Percentage  

 

Mean 

value 
Always(5) Usually(4) Sometimes(3) Rarely(2) Not at 

all(1) 

F % F % F % F % F % 

Item 1 - - 3 17.64 5 29.4 9 52.94 - - 2.64 

Item 2 2 11.76 8 47.05 4 23.53 3 17.64 - - 3.53 

Item 3 7 41.18 8 47.05 2 11.76 - - - - 4.29 

Item4 - - - - 4 23.53 10 58.82 3 17.64 2.05 

Item5 1 5.88 5 29.4 7 41.18 4 23.53 - - 3.17 
 

As can be seen from table above, out of five major study skills university students have to be 

exposed to, item 3, which represents how frequently students are trained strategies of preparing 

themselves for test or examination was rated by teacher respondents as   a dominant one. Out of 

17 respondents, 7 of them which accounts for 41.18% replied that they „always‟ train their 

students strategies they can use to effectively study for test or examination. 8 of them on their 

part, which accounts for 47.05%, replied that they „usual‟ focus on strategy training related to 

mechanisms of attacking test or examination at ease. The mean value computed for this item 

reads 4.3, which could be rounded to 4, the value assigned to represent the degree marker 

„usually‟. The rest 2 (11.76%) of the respondents replied that they „sometimes‟ focus on training 

students in order they effectively tackle test or exam of both domain specific and generic 

competency courses. 
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The second study skill type that teacher respondents seem focus on is the one which is 

represented with item2. Out of respondents of the study, 2(11.76%) of them replied that they 

„always‟ give due attention to stress management training over other study skills. Moreover, 8 

out of 17 respondents which accounts for 47.05% reacted that they „usually‟ focus on training 

their students on how they can manage stress when they communicate in English language. In 

harmony with this, the mean value calculated for this item reads 3.5, which could be rounded to 

4, the value assigned to represent the degree marker „usually‟. On the other hand, 3(17.64%) and 

4(23.53%) out of the same figure answered that they give due focus to stress management 

training only „rarely‟ and „sometimes‟ respectively. 

Next to item 2, item 5 is rated by majority of teacher respondents as the third most frequently 

focused on study skill. Out of 17 teacher respondents 7(41.18%) of them reacted indicating that 

they „sometimes‟ focus on how their respective students become creative and critical thinker. 

Moreover, 5(29.4%) out of the same figure replied that they „usually‟ incline to train their 

students to become creative and critical thinker. Opposed to this, 4(23.53%) of them replied that 

they „rarely‟ focus on training their students to become creative and critical thinker in 

communicating their ideas to others.    

Out of possible common study skills teacher respondents were made to rate, item 1 and 4 were 

among the least favored ones.  This is due to the fact that out 17 respondents 9 of them which 

accounts for 52.94% of them replied that they „rarely‟ train their respective students about how 

they plan for their study in an implicitly and  10 (58.82%) of the same figure on their part replied 

that they also „rarely‟ train their students skills of referencing and citation.  

In general, teacher respondents seem to focus on training strategies of tackling tests and 

examinations of different kinds and managing stresses in relative terms since the mean value for 

these two items fall nearer to 4, the value assigned to represent the frequency marker „usually‟.  

Contrary to this, creative and critical thinking, planning and time management and referencing 

and citation skills were given little attention by teacher respondents since the mean value 

computed for these three items read 3, 2.5 and 2.05 respectively.  
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5.2.1.5. Purposes Priorities to Be Given to in Teaching Learning Process of Communicative 

English skills 

5.2.1.5.1. Purposes of Teaching Reading skills 

Reading is one of the major language skills through which learners at different educational levels 

can discover new ideas, philosophies, theories that in turn make their mind and heart-on in their 

academic and career life. The purpose of teaching and learning reading skills is not one and the 

same at primary, secondary, preparatory and higher institution. Since this study focuses on the 

EAP course that all students who are enrolled to public universities in Ethiopia are taking, five 

possible common core e purposes of teaching reading skills are included in the questionnaire and 

data collected from the participants of the study is represented in the table hereunder 

Table 9: Reading Purposes Priority to Be Given to 

Purpose of 

Teaching 

Reading 

 

Level of priority and Percentage  

 

Mean 

value 
Very 

high(5) 

High(4) Undecided(3) Little(2) Not at 

all(1) 

F % F % F % F % F % 

Item 1 3 17.64 2 11.76 7 41.17 5 29.41 - - 2.65 

Item 2 2 11.76 7 41.17 5 29.41 3 17.64 - - 3.47 

Item 3 - - 2 11.76 5 29.41 6 35.29 4 23.53 2.29 

Item4 6 35.29 6 35.29 2 11.76 3 17.64 - - 3.88 

Item5 4 23.53 5 29.41 4 23.53 2 11.76 2 11.76 3.41 
 

Item 1 through 5 in the table above were design to examine reading purposes priorities have to 

be given to in communicative English Skills classes. Among reading purposes in list, item 4 (To 

make students effective in talking examination) and item 2(To widen students‟ vocabulary, 

mainly terms related to their profession) seem purposes that were given priority to by 

participants of this study.  

For instance, out 17 teacher respondents, 6(35.29%) of them replied indicating „very high‟ 

priority has to be given to enabling students  to be effective in talking examinations (item 4) and 

the same figure 6(35.29%) indicated that „high‟ priority has to be given for  this reading purpose.  

Moreover, the mean value calculated for item 5 reads 3.88, which could be rounded to 4, value 

assigned for „high‟. 
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On the other hand, out of 17 respondents, 2(17.76%) of them replied that „very high‟ priority has 

to be given to types of vocabularies which are mainly related to learners‟ profession (item 2 in 

the table above).7(41.17%) of them on their part replied subscribing that „high‟ priority has to be 

given to vocabularies which are frequently used in the learners‟ domain specific competence 

courses. 5(29.41%) of EAP teachers in the university under study; however, rated importance of 

this item under the scale „undecided‟. Despite the differences, the mean value computed for item 

2(To widen students‟ vocabulary, mainly terms related to their profession) reads 3.47, which can 

be rounded to 4, value assigned for „high‟. 

Responses to item 5(To deepen students‟ general knowledge) show that EAP teacher respondents 

have got undecided position. Out of 17 of participants, 4(23.53%) of them replied showing their 

agreement by rating under the scale „very high‟ and 5(29.41%) of the same figure rated under the 

scale „high‟. This shows that 52.94% of them seem give priority to reading tasks which could 

deepen their students‟ general knowledge. Opposed to this figure, the mean value computed for 

item 5 which reads 3.41 shows as teacher respondents have „undecided‟ position in this regard. 

Responses to item 1, and 3 depict as teacher respondents seem to give „little‟ attention to  

developing students‟ knowledge in their respective fields  by providing reading texts from 

domain specific courses they study (item1) and deepening   their  general knowledge.  For 

instance, reply to item 3(To enable students write summaries from reading) shows as negligible 

attention is given to reading purpose that enable learners in order they practice writing 

summaries from reading.  Out of the same respondents, 2(11.76%) of them agreed as „high‟ 

priority has to be given to writing summaries out of reading. Opposed to this, 5(29.41%) of them 

replied rating under the scale „undecided‟ and  6(35.29%) of the participants of the study rated 

importance of focusing on teaching summary writing from reading as purpose „little‟ priority to 

be given to. The mean value calculated for this item is also 2.29, which falls between value 

assigned for „undecided‟ and „little, but rounded to value assigned for „little‟.   

5.2.1.5.2. Listening Purposes Priority to Be Given to  

To ascertain listening purposes that communicative English teachers give much attention to, five 

questions were set and dispatched, and responses to each item is analyzed comparatively as 

indicated in the table below. 
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Table 10: Purposes of Teaching Listening skills  
 

 

 

 

 

 

 

 

 

As can be seen from table10 above, out of 17 teacher respondents, 6(35.29%) of them agreed 

that „very high‟ priority has to be given to item 1(enabling students to understand the content of 

lectures) and 8(47.05%) of them on their part agreed that „high‟ consideration has to granted to 

assisting learners to be  capable of understanding contents of lectures. 4(23.53%) of them ; 

however, seem to value this purpose as a purpose of „little‟ significance.   Respondents‟ reaction 

to item 2(To make students understand oral instructions given by teachers) and item 5(To enable 

students pass listening examination) depict as teacher respondents in the university under study 

give „high‟ priority to each of these objectives since the mean value for these two items reads 

4.24 and 4.41 respectively.  However, reply to item 3 (To help students in order they understand 

contents of audio- visual materials related to their department) and item4 (To be able to 

understand oral presentations in seminars) show that objectives related to enabling students to 

understand contents of audio-visual materials and acquainting learners with skills of capturing 

seminar presentation received a less concern since the mean value of this item is below 2, value 

assigned to substitute degree marker „little‟ 

 

 

 

 

 

Purpose of 

Teaching 

listening 

 

Frequency and Percentage  

 

Mean 

value 
Very high High Undecided Little Not at all 

F % F % F % F % F % 

Item1 6 35.29 8 47.05 - - 4 23.53 - - 4.11 

Item 2 5 29.41 11 64.7 1 5.88 - - - - 4.24 

Item 3 - - - - 6 35.29 4 23.53 7 41.17 1.94 

Item4 - - - - 3 17.64 3 17.64 11 64.7 1.53 

Item5 7 41.17 10 58.82 - - - - - - 4.41 
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5.2.1.5.3. Speaking Purposes Priority to Be Given to 

Table 11:  Purposes of Teaching Speaking skills 

 

 

 

 

 

 

As can be seen from table 11 above, out of 17 respondents, 12(70.05%) of them agreed that 

„high‟ priority has to be given to preparing their students to be effective in oral presentations. 

5(29.41%) of them; however, seem to have unclear understanding of significance of giving 

assistance to their respective students in order they become effective in delivering oral 

presentations in different academic scenarios since they rated under the scale „undecided‟.  The 

mean value of item1 (To enable them make oral presentations) is 3.71, which could be rounded 

to 4, the value assigned for degree marker „high‟.  Hence, EAP teachers in the university under 

investigation seem to give much attention to acquainting their students with viable oral 

presentation skills needed at university level.  

With regards to respondents reaction to   item 2(To enable students ask questions in English in 

class for clarification, for information…) and 3 (To enable them participate in class by answering 

questions, giving opinions, agreeing, disagreeing …), is almost similar. Out of the participants of 

the study,  8(47.05%) of them agreed that the purpose of teaching speaking skills represented 

with item2 and 3 are among purposes „very high‟ priority have to be given to.  9(52.94%) of 

them also replied that „high‟ priority has to be given to enabling students to become effective in 

asking questions in English language and at the same time effective in giving their own opinion 

either agreeing or disagreeing.  Moreover, the mean values of these two items fall above 4.5, 

which could be rounded to 5, value given to represent a degree marker „very high‟.  

Purpose of 

Teaching 

Speaking 

 

Frequency and Percentage  

 

Mean 

value 

Very 

high(5) 

High(4) Undecided(3) Little(2) Not at 

all(1) 

F % F % F % F % F % 

Item1   12 70.05 5 29.41     3.71 

Item 2 8 47.05 9 52.94 - - - - - - 4.47 

Item 3 8 47.05 9 52.94 - - - - - - 4.47 

Item4 - - - - 3 17.64 8 47.05 6 35.29 1.82 

Item5 - - - - 5 29.41 9 52.94 3 17.64 2.12 
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Contrary to these, item 4 (To help them practice how to present the findings of mini studies) and 

5 (To enable them become influential in the professional world) received minimum mean value 

which ranges from 1.82 to 2.21.  This suggests as teaching how students can effectively   present 

findings of their studies and enabling them to be influential communicator in professional world 

were given‟ little‟ attention. 

5.2.1.5.4. Writing Purposes Priority to Be Given to 

Table 12: Purposes of Teaching writing Skills 

Writing 

purposes 

 Level of priority  

 

Mean 

value 
Very 

high(5) 

High(4) Undecided(3) Little(2) Not at 

all(1) 

F % F % F % F % F % 

Item1 - - 12 70.59 5 29.41 - - - - 3.71 

Item 2 9 52.94 7 41.17 1 5.88 - - - - 4.47 

Item 3 - - 5 29.41 9 52.94 3 17.64 - - 2.12 

Item4 - - - - 5 29.41 12 70.59 - - 2.29 

Item5 - - - - 2 11.76 8 47.05 7 41.17 1.71 

Item6 7 41.17 9 52.94 1 5.88 - - - - 4.35 

Item7 - - 1 5.88 11 64.7 5 29.94 - - 2.76 

 

As one can see from table 12 above, out 17 respondents, 12(70.58%) of them replied showing as 

they give „high‟ priority to enabling students to make their own notes. The mean values of same 

item reads 3.71 which reveals as teacher respondents seem to give „high‟ priority for note 

making. Responses to item 2, in which, 9(52.94%) and 7(41.17%) answered signifying as they 

give much attention to teaching „note taking‟ skills. Moreover, reply to item 6 on its part shows 

as much attention is often given to teaching structure of formal writing. This is because 

7(41.17%) and 9(52.94%) of 17 participants replied agreeing as they give „very high‟ and „high‟ 

concern respectively to teaching principles of teaching effective writing. However, from 

responses to item 3, 4 and 5 one can learn as teacher respondents seem to give less attention to 

teaching skill of report, summary and term paper writing respectively. 
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5.2.1.6. Challenges students Face in Communicative English Classes 

Table 13: Challenges students face in Communicative English classes 

Difficulties Level of difficulty  

 

Mean 

value 
Very difficult(5)  Difficult(4) Average(3) Least 

difficult(2) 

Easy(1) 

F % F % F % F % F % 

Item1 13 76.47 4 23.53 - - - - - - 4.76 

Item 2 4 23.53 4 23.53 9 52.94 - - - - 3.7 

Item 3 4 23.53 9 52.94 4 23.53 - - - - 4 

Item4 5 29.41 8 47.05 4 23.53 - - - - 4.05 

Item5 7 41.17 5 29.41 5 29.41 - - - - 4 

Item6 8 47.05 2 11.76 7 41.17 - - - - 4.05 

Item7 2 11.76 8 47.05 3 17.64 4 23.53 - - 3.4 

Item8 3 17.64 10 58.82 4 23.53 - - - - 3.94 

Item9 5 33.3 7 33.3 4 27.8 1 5.6 - - 3.94 

Item10 - - 3 16.7 7 38.9 8 44.4 - - 2.72 
 

It is undeniable fact that students are expected to face lot difficulties in EFL setting for several 

reasons. Among them, lack of platform for communication and limited exposure to suitable 

pedagogic as well as real world tasks are few to be mentioned. Moreover, if linguistic difficulties 

students have hampers communication, it is an illusion to think of outgoing academic success. In 

connection with this, 10 questions were prepared to identify existing gaps students have and to 

forward possible ways of curbing them.  

Reaction to item 1 depicts how much serious for students in universities under study to 

understand native and native like pronunciation. Out of 17 respondents, 13(76.47%) and 

4(23.53%) them rated gaps their students have in understanding native or native like 

pronunciation as the „most difficult‟ and „difficult‟ respectively. Moreover, the value computed 

for this item is above 4.5 which could be rounded to value assigned for „most difficult‟.  

Moreover, responses to item 6, 9, 4, 5, 8 and 3 show teachers‟ evaluation of their students‟ felt 

gaps in using appropriate discourse markers, organizing ideas, expressing an idea or giving an 

opinion suddenly, arguing on a given topic, summarizing an idea and using appropriate terms or 

vocabularies as the „difficult‟ problem since the mean values for these items range between 4.76 

and 3.94 which could be rounded to value assigned for „difficult‟. It is only item 7, which deals 

with writing an introduction, body and conclusion effectively was rated as a problem of  
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moderate severity since the mean value for this item reads 3.4, which is less than value assigned 

to „average‟.  

In general, though issues the researcher dealt with under theme addresses each and every 

functions and genres to be dealt with, data generated from this study suggests as students have a 

lot of gaps to be intervened so as to make them capable in their academic and professional 

endeavor. 

5.2.1.7. Grammar Points Students need to learn as Perceived by EAP Teachers   

Table 14: Grammar Points Students need to learn as Perceived by EAP Teachers  

Grammar 

points 

needed  

Grammar Points needed  

 

Mean 

value 
Very high(5) High(4)  To some(3) 

extent 

Little(2) Not at 

all(1) 

F % F % F % F % F % 

Item1 6 35.29 10 58.82 1 5.88 - - - - 4.29 

Item 2 - - 8 47.05 6 35.29 3 17.64 - - 3.29 

Item 3 13 76.47 4 23.53 - - - - - - 4.76 

Item4 - - 9 52.94 6 58.82 2 11.76 - - 3.4 

Item5 7 41.17 7 41.17 4 23.53 - - - - 4.4 

Item6 1 5.88 8 47.05 7 41.17 1 5.88 - - 3.52 

Item7 3 17.64 6 58.82 7 41.17 1 5.88 - - 3.64 

Item8 15 88.23 2 11.76 - - - - - - 4.88 

Item9 - - - - 6 58.82 11 64.7 - - 2.35 

Item10 3 17.64 8 47.05 6 35.29 - - - - 3.58 

 

To identify grammar points that students need to learn at university level, 10 grammar points 

were identified looking into EAP literature and grammar points that were already included in the 

recommended course book for EnLa(1011). To achieve the desired objective, response to each 

item was computed as indicated in the table above. Out of ten items, response to item 3 and 8 

depict as „active and passive voice‟ and „tenses‟ are grammar points  that are „very high‟ needed 

by students in the universities under study as perceived by EAP teachers.  

Reaction to item 3 shows that out of 17 respondents, 13(76.47%) of them ranked indicating as 

„active and passive voice‟ the most need grammar point by students they were teaching.  

Moreover, item 8 is also valued by teacher respondents as the most desired one. Out of 

respondents in the university under investigation, 15(88.2%) rated „tense‟ as grammar point that 
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is highly needed by their respective students. In addition to discussion so far made, the mean 

value for these two items (item 3 and 8) could be rounded to 5, value assigned for „very high‟.  

Furthermore, responses to majority of the items falls in the category „high‟ or „to some extent‟ 

except for item 10, whose mean value is below 2.5. Based on their mean values, item 5, 1, and 7 

received 4.4, 4.21 and 3.64 respectively. This shows that as „subject and verb agreement‟, 

„reported speech‟ and „relative clauses‟ are ranked sequentially one after the other  with a slight 

difference in their mean values.   

Likewise, responses to two of these items fall under category „to some extent‟. If one looks in to 

table 17 above, the mean value for item 4(adverbial phrases and clauses) read 3.4 as rated by 

teacher respondents. The other item(item6) which was designed to know the extent to which pre-

engineering students in the universities under investigation are required to  learn a part of speech 

„pronoun‟ has got a mean value 3.52, which is asymptotic to the vale assigned for „to some 

extent‟. From summary of the responses in the table, one can guess that as different grammar 

points are needed to be included in communicative English skills (EnLa1011) course syllabus by 

integrating with other skills.  

5.2.1.8. Vocabularies Students Need to Learn as Perceived by EAP Teachers 

Table 15: Vocabularies Students need to learn as Perceived by EAP Teachers 

Vocabulary 

types  

Vocabulary often taught  

 

Mean 

value 

Always(5) Usually(4) Sometimes(3) Rarely(2) Not at 

all(1) 

F % F % F % F % F % 

Item1 4 23.53 12 70.59 1 5.88 - - - - 4.17 

Item 2 1 5.88 - - 3 17.64 13 76.47 - - 2.35 

Item 3 3 17.64 6 33.3 5 27.8 3 17.64 - - 3.53 

Item4 4 23.53 7 41.17 4 23.53 2 11.76 - - 3.76 
 

It is true that with limited word bank and „non-active‟ vocabularies, it is impossible to think of 

improving students‟ communicative competence. For learning to occur, teachers‟ outlook of 

what types of words their students‟ needs to learn at tertiary education level either make or break 

the teaching learning process of EAP courses. Hence, to examine teachers‟ views of vocabulary 

portions to be taught in the Communicative English Skills (EnLa1011) four  basic questions were 
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designed , and then participants‟ were made to rate each of them . Thus, reply to each question 

was computed as shown in the table above. Out of 17 respondents, 4(22.2%)  replied to item 1 

indicating as their students prefer to learn general vocabularies that students need in their daily 

life communications  almost „always‟.  And,   12(70.59%) of them on their part answered 

showing as their students prefer to learn this vocabulary type „usually‟. To this end, the overall 

mean value of this item is 4.17, which can be rounded to value assigned for frequency marker 

„usually‟.  

Moreover, out of the same responds, 4(23.53%) of them replied to item 4  indicating as their 

students need to learn vocabularies that they are going use in the world of work after graduation 

almost „always‟.  7(41.17%) of them also replied to this item signifying as their respective 

students need to learn vocabularies under this category „usually‟. The mean value computed for 

this item is 3.76, which could be rounded to 4, the value given for frequency marker „usually‟. 

From this one can learn that technical vocabularies and vocabularies that students could possibly 

use in the world of work were focused on by EAP teachers in the university under investigation.  

The third vocabulary type which students prefer to learn as perceived by their respective EAP 

teachers is the one which represented with item 3. Out of participants of the study, 3(17.64%) of 

them agreed that their students prefer to learn very technical vocabularies which are frequently 

used as convention in their fields studies almost „always‟. 6(33.3%) of the respondents on their 

part agreed and indicated as their students need to learn this vocabulary type „usually‟. 5(27.8%) 

of them; however, replied signifying as their students need to learn technical vocabularies in 

their fields of studies only „sometimes‟. In general, the mean value  computed for this item which 

reads 3.53 falls between „always‟ and „usually‟ which  in turn depicts as there is a promising 

focus on vocabularies in the students‟ fields of study.  

In contrary with analysis made so far under this theme, the mean value computed for item 2 

which is 2.35 shows that as general vocabulary with higher frequency in the common core 

academia are less needed when compared with other vocabulary types made to be rated by EAP 

teachers at ASTU.  
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5.2.2. Findings from Students’ Questionnaire 

 Questionnaires were distributed to student respondents with the presence of the researcher in 

order to clarify if there were ambiguous or unclear questions. This is due to the fact that students 

might not easily understand types activities listed under question 5, specifically under speaking 

and writing skills parts. Hence, thorough explanation was given by the researcher to clarify what 

each item under this sub-theme mean. Moreover, questionnaires were not dispatched to the 

participants immediately after classroom observations were made rather the researcher had 

returned back to the study sites for the second time after 75% the course content was covered. 

This was done since it is inappropriate to ask questions that are related to suitability of materials 

and tasks in use when only one or two units of the course under scrutiny were covered. 

5.2.2.1. Demography of Student Respondents 

 Table 16: Demography of the Respondents 

Variables  

Gender 

 Male 

N % 

120 82.75 

   Female 25 17.24 

Respondents’ Pervious residence                                    

Town 

 

129 

 

88.97 

                                              Countryside 16 11.03 

Respondents’ Entrance exam result 

                     <350 

  

351-400 36 24.82 

401-450 45 31.03 

451-500 47 32.41 

501-550 13 8.97 

>550 4 2.76 

   
 

As can be seen from table 16 above, out of 145 Pre-engineering student respondents who filled 

in the questionnaire, 120(82.75%) of them are male and 25(17.24%) are female. This variance 

seems to happen as a result of the huge gap in male enrollment over female enrollment in 2018 

academic year to Engineering and Technology college in the universities under study since the 

aggregate population of male is superior over female.  
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Out of the same participants, 129(88.97 %) and 16(11.03%) were from town and countryside 

whereas 42(46.15%) and 49(53.85%) were residents of town and countryside respectively. From 

this one can understand that great majority of students who have joined ASTU were from town. 

 Furthermore, out of 145 participants, 47(32.41%) and 45(31.03%) of them answered indicating 

as their entrance exam result falls in the range 451-500 and 401-450 respectively.   13(8.97%) of 

them on their part indicated as their entrance exam result falls in the range 501-550. The rest 

4(2.76%) reacted as their university entrance exam result is above 550.  From this one can notice 

that there is 74(51.03%) of participants who have scored above 450. Based on the entry behavior 

of these students, their lack and want may vary and it is expected of EAP teachers to carryout 

needs analysis periodically. 

Table 17: Comparison of Students’ English Language   Exam Entrance Result 

 
 N Mean Std. Deviation 

Students' English language   exam entrance result 145 63.70 10.452 

As can be seen from the table 17 above, the mean score of English language entrance exam of 

participants of reads 63.7 with standard deviation 10.452 from mean. Though validity of entrance 

examination is under question as far as results of several empirical studies are concerned, it 

indicates as there is a hole to be filled before students join universities. 

5.2.2.2. Students’ Perception of Importance of Different Language Skills 

Table 18: Students‟ Perception of Importance of Different Language Skills and Two the 

Linguistic components 
Language 

skills 

Level of Importance in students’ Academic study  

 

Mean 

value 
Very important Important Medium Less 

important 

Not 

Important 

F % F % F % F % F % 

Listening 98 67.59 37 25.5 10 6.89 - - - - 4.60 

Speaking 111 76.55 31 21.37 3 2.06 - - - - 4.74 

Reading 113 77.93 18 12.4 14 9.65 - - - - 4.68 

Writing 107 73.79 20 13.79 18 12.41 - - - - 4.61 

Grammar 62 42.75 53 36.55 22 15.17 8 5.5 - - 4.17 

Vocabulary 70 48.27 53 36.55 10 6.89 6 4.13 6 4.13 4.21 

 

 



77 | P a g e  
 

As can be seen from table 18 above, speaking skills is rated as the most essential skills among 

other major language skills. Out of 145 respondents, 111(76.55%) of them ranked speaking skills 

as a „very important‟ skill, and 31(21. 37%) of them on their part replied rating this skill as   

„important‟ which could help them to be effective their academic career. This shows that more 

than 92% of the respondents seem to consider speaking skills as the most valuable skill in their 

further study. In addition to this, the mean value calculated for this item which reads 4.74 could 

possibly be rounded to 5, the value given to replace the degree marker „very important‟.     

 

Next to speaking skills, writing skill is rated by participants of the study as very essential skill 

that they want to get acquainted with in order to be effective their university academic career. 

Out of 145 respondents, 107(73.79%) of them rated this skill as „very important‟ and 20(13.79%) 

of them answered indicating as writing skills is „important‟ skill to be focused on at university 

level. In general, 87.58% of the respondents replied indicating how much valuable this skill is in 

their academic career or study.  The mean value calculated for this item reads 4.6, which could 

be rounded to 5, the value assigned to represent the degree marker „very important‟. 

With regards to importance of the two receptive skills; however, it seems that there is difference 

among participants of the study in the university under investigation. For instance, out of 145 

participants, 98(67.59%) of them rated listening as a „very important‟ skill to be successful in 

their academic venture. In addition to this, 37(25.5%) of the same figure also agreed that 

acquiring essential academic listening skills is an „important‟ area to be focused on in the 

teaching learning process.  Furthermore, the mean value computed for this skill based the degree 

to which learning this language skill is essential in students‟ university academic career has 

received 4.6. This illustrates that listening skills is valued as „very important‟ skills that the 

respondents need to be acquainted with since the mean value, 4.6 could be rounded to 5, the 

value given to replace the degree marker „very important‟.  

When comes to reading skill, 113(77.93%) of student respondents replied that learning this 

language skill at tertiary education level is „very important‟ in order to become successful in 

their university academic career.  18 out of 145 respondents which accounts for 12.4% on their 

part rated this skill under the scale „important‟. The rest, 14(9.65%) out of 145 respondents 

answered   that reading is among language skills of medium importance which can assist them to 
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be fruitful in their academic tenure.  Furthermore, when one looks at the mean value computed to 

indicate perceived importance the skill under consideration it reads 4.68, which is slight better 

than the mean value for listening. Therefore, this signifies that reading skills is seen as „very 

important‟ English language skills to be focused on in the teaching learning process of 

Communicative English Skills. 

With regards to importance of grammar, it is valued as „important‟. This is due to the fact that 

out of 145 respondents, 62(42.75%) of them answered that learning grammar portions in the 

generic course, EnLa (1011) is „very important‟ area that due attention has to be rendered for. 

53(36.55%) out of the same figure replied that learning different grammar points at university 

level is „important‟ in order to become effective in their present as well as future academic 

journey. However, 22(15.17%)  and 8(5.5%) out of the same figure rated importance learning 

grammar portions as „medium‟ and „less important‟ area to be focused on.  When one looks to 

the mean value computed for the same item reads 4.17, which could be rounded to 4, the value 

assigned for „important‟.  

Vocabulary, which is one of the linguistic elements, is rated as „very important‟ by 70(48.27%) 

out of 145 respondents and53 (36.55%) of the on their part rated importance of learning 

vocabularies as „important‟. Moreover, the mean value calculated for this item read 4.2, which 

could be rounded to 4, the value given to represent the degree marker „important‟ under this 

theme.   

In general, since the mean value for  the four major language skills (listening, speaking, reading 

and writing skills) and the two other linguistic elements( grammar and vocabulary) is above 4, it 

possible to guess as respondents of the study need to learn the four major language skills and the 

two linguistic components with a slight focus on productive skills. 
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5.2.2.3. Students’ perception of their own English language Proficiency level 

Table 19: Students‟ Perception of Their Own English Language Proficiency Level 

 

When looks into analysis of self-reflection of student respondents, their English language skills 

level of proficiency seems to be promising.  Among the four major language skills, reading skills 

is rated as the language skill majority of respondents are proficient at. This is because, out 145 

respondents 87(60%) and 48(33%) them replied signifying that they were „very good‟ and 

„good‟ respectively at reading skills. This figure is congruent with the mean value 4.5 which 

could be rounded to 5, the value assigned to „very good‟.  Furthermore, student respondents have 

rated their listening, speaking and writing skills level proficiency as „good‟ since the mean value 

of these skills is 4.2, 3.94, and 3.88 respectively. Over all, student respondents seem to have 

positive self-efficacy which may be attributed to their good academic background as can be seen 

from the demography part of the study. 

5.2.2.4. Types of Inputs/Scenarios Students Need to Be Exposed to 

To identify whether varieties of tasks and teaching materials were in place to effectively tap on 

the dynamic need of students or not, 29 items were devised by focusing on the major academic 

literacy and study skills need at university level . Among these questions, item 1-4, 5-11, 12-17, 

18-24 and 25-29 focus on academic literacies related to reading, listening, speaking, writing and 

study skills respectively. Responses gathered from 145 Pre-Engineering students is computed 

and summarized as follows: 

Language 

skills 

Level of  English language Proficiency  

 

Mean 

value 
Very good Good Satisfactory Poor Very poor 

F % F % F % F % F % 

Listening 63 43.44 58 40 24 16.55 - - - - 4.2 

Speaking 47 32.43 51 35.17 39 26.89 8 5.5 - - 3.94 

Reading 87 60 48 33 10 6.89 - - - - 4.53 

Writing 49 33.79 52 35.86 26 17.93 15 10.34 3 2.06 3.88 
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Table 20: Types of Tasks and Materials to Be Used in Teaching Communicative English Skills 

 

As one can see from table 20 above, out four reading input types which are believed to foster 

students‟ academic literacy and communicative competence at university level, item2 (reading 

extracts from books in their fields of studies) was rated by majority of the participants as input 

type they need to be exposed to when compared with other input types in the list. Out of 145 

student respondents, 94(64.82%) them replied that they have a „very high‟ need of learning 

reading skills if the reading extracts are taken from their domain specific courses. The rest, 

Tasks/ materials Level of frequency  

 

Mean 

value 

Very high=5 High=4 average=3 little=2 Not at 

all=1 

F % F % F % F % F % 

Reading skills            

Item1 79 54.48 63 43.4  3 2.06 - - - - 4.52 

Item2 94 64.82 51 35.17 - - - - - - 4.65 

Item 3 60 41.37 47 32.41 38 26.21 - - - - 4.15 

Item4 - - - - 88 60.68 53 36.55 4 2.75 2.57 

Listening skills            

Item5 41 28.28 59 40.68 33 22.75 12 8.28 - - 3.88 

Item6 - - 13 8.96 118 81.38 14 9.65 - - 2.99 

Item7 - - - - 134 92.41 11 7.59 - - 2.92 

Item 8 17 11.7 39 26.89 89 61.37 - - - - 3.50 

Item9 - - 5 3.45 84 57.9 47 32.4 9 6.2 2.58 

Item10 14 9.67 30 20.68 72 49.65 19 13 10 6.89 3.13 

Speaking skills            

Item11  43 29.65 84 57.93 18 12.42 - - - - 4.17 

Item 12 21 14.48 48 33 41 28.28 35 24.12 - - 3.37 

Item 13 27 18.62 64 44.14 34 23.44 20 13.79 - - 3.53 

Item14 - - 7 4.83 86 59.3 52 35.86 - - 2.67 

Item15 31 21.37 47 32.4 55 37.93 12 8.28 - - 3.66 

Item 16 73 50.34 72 49.65 - - - - - - 4.5 

Writing skills            

Item 17 - - - - 43 29.65 78 53.79 24 16.55 2.13 

Item 18 22 15.17 30 20.69 69 47.59 24 16.55 - - 3.34 

Item19 23 15.86 48 3 64 44.14 10 6.89 - - 3.58 

Item20 - - - - 57 39.32 88 60.68 - - 2.3 

Item 21 29  46  64  6  - - 3.67 

Item 22 40 27.59 82 56.55 23 15.86 - - - - 4.12 

Item 23 85 58.62 60 41.38 - - - - - - 4.58 

Item 24 71 48.97 56 38.62 18 12.41 - - - - 4.36 

Study skills            

Item 25 20 13.79 60 41.37 38 26.21 27 18.6 - - 3.5 

Item 26 68 46.89 58 40 19 13 - - - - 4.34 

Item 27 74 51.03 71 48.96 - - - - - - 4.51 

1itme 28 43 29.65 80 55.17 22 15.17 - - - - 4.14 

Item 29 92 63.45 53 36.55 - - - - - - 4.63 
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51(35.17%) of the respondents on their part agreed that they give „high‟ priority to this reading 

input type if they are exposed to. The mean value computed for the same item (item 1) reads 4.65 

which could be rounded to 5, the value assigned to represent the degree marker „very high‟. 

Responses to item 1 in the table above also show that students are in dire need of being exposed 

to reading inputs taken from articles and journals of various kinds. In this regard, out of 145 

respondents, 79 of them which accounts for 54.48% agreed that they have a „very high‟ desire of 

learning reading skills portions in the Communicative English skills if the inputs are taken from 

articles and journals of different kinds. The mean value calculated for this item is 4.52, which 

falls at the midpoint between the value given for „very high‟ and „high‟. This figure is 

mathematically rounded to 5, the value assigned to represent the degree marker „very high‟. 

Next to inputs to be taken from articles and journals of different kind, student respondents seem 

to prefer extracts taken from newspapers and magazines. Out of the respondents of the study, 60 

of them which accounts for 41.37 % answered that they give „very high‟ priority to reading 

inputs taken from newspapers and magazines. Moreover, 47(32.41%) of the respondents on their 

part have agreed that they give „high‟ priority to this reading input type. Furthermore, 38 out of 

145 respondents, which accounts for 26.21% indicated that they give moderate priority to 

reading extracts taken from newspapers and magazines of different kinds. However, the mean 

value computed for this item reads 4.15, which is nearly equal to value assigned to represent the 

degree marker „high‟. 

Out of the four reading input types rated by student respondents, item 4 is the least favored one. 

This is due to the fact that out of 145 participants of the study, 88 of them which accounts for 

66.68% reacted that they need to learn reading skills by practicing reading passages included in 

the course book in „English  for Career: Technology 1‟ „moderately‟.  53(36.55%) out of the 

same respondents on their part replied rating under the scale „little‟, which depicts students‟ less 

interest of learning reading skills by making use input incorporated in the course book in use at 

ASTU. 

To identify listening input types Pre-engineering students needs to be exposed to five items were 

designed and rated by 145 students who were taking EnLa (1011) in the fall of 2018 at ASTU. 

Out of these items, item5 (learning listening skills by practicing in the language laboratory) is 
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rated as a relatively most  essential listening input type to be used during Communicative 

English Skills classes. Out of participants of the study, 41 of them which accounts for 28.28% 

rated indicating their very need of going to language laboratory over other listening skills 

teaching and learning scenarios. 58 (40.68%) out of 145 student respondents replied that they 

have „high‟ desire of learning listening skills by practicing it in the language laboratory. 

However, 12 (8.28%) out of the same figure replied indicating as they give „little‟ concern to this 

input type. Overall, the mean value computed for item 5 which reads 3.88 shows that student 

participants seem to have „high‟ desire to learn listening skills in the language laboratory over 

the other situations. 

The second item which is rated   as very essential  listening input type is the one which 

represented by item8.   Out 145 respondents, 17 of them which accounts for 11.7% replied that 

they need learn listening skills by being exposed to inputs on different web pages. 39 out of the 

same figure which is about 26.89% answered that they have „high‟ desire of being exposed to 

reading inputs on different webpages. The rest vast majority, 89 (61.37%) out of 145 respondents 

rated agreeing as they need to learn listening skills via this input type moderately. The mean 

value computed for item8 reads 3.5, which is mathematically rounded to 4, value assigned to 

represent marker of degree „high‟. Hence, a significant number of respondents have desire of 

learning listening skills by being exposed to dynamic input types which are available on different 

webpages.  

The third listening input type which is preferred by student respondents at ASTU is the one 

which represented with item10. As can be seen from table 20 above, out of participants of the 

study, 14(9.67%) of them seem to have „very high‟ desire to learn this skill by listening to 

extracts incorporated in the course book, „Oxford English for Career: Technolgy1‟.  30(20.68%) 

out of 145 respondents seem to have „high‟ inclination to learn listening skills by making use of 

inputs included in the Communicative English Skills course book in use at ASTU.   The great 

majority, 72 student respondents which accounts for 49.65% have replied indicating as they 

prefer the input type under discussion moderately.  The mean value calculated for this item 

which 3.13 also in harmony with this figure.  

Replies to item 6(being exposed to TV program) show that this input type is the fourth most 

preferred input type when compared with item 7 and item 9.  Out of the participants of the study, 
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118 of them which accounts for 81.38% seem to prefer this listening input type only moderately.  

The mean value computed for item 6 reads 2.99, which could be rounder to 3, the value assigned 

to represent the marker of degree of agreement „average‟. In the same token, with slight 

difference student respondents rated their level of preference of learning listening skills by being 

exposed to different radio programs broadcasted in English as „average‟ since the mean value 

calculated for this item reads 2.92, which rounded to value given to represent the marker of 

degree of agreement „average‟.  

 Out of six possible listening skills input types, item9 (teacher‟s talk) seems to be the least input 

types preferred by respondents of the study. This is evident if one looks to the mean value 

calculated for this item which reads 2.58.  This figure falls between the values assigned to 

represent the degree marker „average‟ and „little‟. In general, student respondents seem to prefer 

going to language laboratory instead of listening to the given extract being read by their EAP 

teachers. 

 It is crystal-clear that speaking and writing skills are productive skills through which observable 

performance of students is measured in terms of the outcome of learning. To make students 

productive and competent, they should be provided with tasks that go beyond simple practice-

based activities or drills to the level that enhance critical thinking and pragmatic problem solving 

approach. Having this in mind, the researcher has prepared six questions that could help him 

examine students‟ needs of learning speaking skills portion included in EnLa(1011) .  

In this regard, out of 145 participants of the study,   73 of them which accounts for 50.34% 

replied that they have a „very high‟ inclination to learn speaking skills by making presentations 

of various kind which are related to their fields of study. Moreover, 72 of them which accounts 

for 49.65% rated item 16 (Presentation skills on topics selected from your field of study) by 

signifying that they have „high‟ desire of learning speaking skills through input this sort. In line 

with, the mean value computed for this item reads 4.5 which could be rounded to 5, the value 

assigned to represent the marker of degree of agreement „very high‟.  

 Next to presentation on topics taken from learners‟ fields of study (item16), item11 (debatable 

issue) was rated as the task type which students need to be engaged in during speaking skills 

classes. Out of participants of the study 43 (29.65%) of them on their part agreed that they have a 
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„very high‟ interest to practice speaking skills if agendas given to them is debatable in its very 

nature.  Moreover, 84 of them which accounts for 57.93% on their part have agreed that they 

give „high‟ priority for the speaking task under consideration. The mean value calculated for 

item11 (debating) which reads 4.17 also depicts as argumentative issues are highly preferred by 

respondents of the study. 

The third most preferred input type to be used in speaking skills classes is the one which is 

represented with item15.  Out of student respondents who filled in the questionnaire 

appropriately, 31(21.37%) of them replied that they have „very high‟ inclination of being 

engaged in speaking task if provide in the form of role-play. 47 (32.4%) of their part agreed that 

they need to learn speaking skills with „high‟ desire if it is given to them in the form of role-play. 

55( 37.93%) out of 145 student respondents; however,  reacted that they have moderate level of 

preference of learning speaking skills through active engagement through tasks which call for 

roles to be played. The mean value calculated for item15 is 3.66, which could be rounded to 4, 

vale given for the degree marker „high‟.   From this one can learn that Pre-engineering in the 

university under study seem to have „high‟ desire of learning speaking skills via role-play. 

Similarly, out of the same figure, 27 (18.62%) of them have a „very high‟ inclination of making 

prompt public speech in speaking skills. The vast majority of the respondents, 64 (44.14 %) of 

them agreed that they have got „high‟ interest to make this kind of public speech during 

Communicative English classes. 

Contrary to this, impromptu public speech, which is represented with item12 and memorized 

speech, which represented with item 14 as depicted in the table above were among the least 

preferred task type student could be involved in during speaking skills classes.   This is because 

the mean value commuted for these two items is 3.37 and 2.67 respectively, which could be 

rounded to 3, value assigned to represent „average‟ level of preference to make impromptu and 

memorized speeches.   

In connection with types of writing tasks to be used in communicative English classes, response 

to item 23(Summary writing from reading) depicts that student respondents  seem to give  much 

attention to tasks that encourage them to write summary from reading over other academic 

writing discourses. In this regard, out 145 participants, 85(58.62%) of them rated that  they 

have a „Very high‟ need of being  exposed to summary writing over other EAP writing genre. 60 
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respondents  out of the same figure which accounts for 41.38% on their part replied that they do 

have „high‟ desire to be exposed to this input type. On the top of this , the mean value calculated 

for this item reads  4.58, which falls between the value assigned for „very high‟ and „high‟. This 

shows that student respondents seem to have a very high inclination to be acquitted with skills of 

writing summary from intensive reading when compared with responses to other items under this 

sub-theme.   

 Next to writing summary, item 24(Writing reports of different types) is the EAP writing 

endeavor that Pre-engineering students in the university under study need to be exposed to. In 

this regard, out of the participants of the study, 56 of them which accounts for 38.62% replied 

that they seem to have „high‟ desire of being exposed to writing reports of different kinds which 

could help them effective in their future walk of life. In harmony with this, the mean value 

calculated for item24 in the table above reads 4.36 which could be rounded to 4, the value 

assigned to represent the degree marker „high‟.  

Out of possible eight writing skills scenarios in the table20 above, item 22( free essay writing) is 

rated the third most preferred EAP writing situation as far as students‟ needs is concerned.  Out 

of 145 student respondents, 40 of them which accounts for 27.58% answered that they have a 

„very high‟ desire of learning free essay writing in order to be successful in their academic 

career. The vast majority, 82 respondents which accounts for 56.55% replied signifying as they 

have „high‟ level aspiration to be exposed to this writing skills scenario. This figure is in 

harmony with the mean value computed for item22, which reads 4.12.  

Moreover, responses to item21 (guided essay writing) and item 19 (free paragraph writing) show 

that these two writing skills situations highly needed by Pre-engineering students in the 

university under study. This is because the mean value calculated for these items read 3.67 and 

3.58 respectively. These figures could possibly be rounded to 4, the value assigned to represent 

the degree marker „high‟.   

Contrary analysis so far made under this sub-theme, responses to item 17 and item 20 depict that 

Controlled paragraph and essay writing were comparatively not preferred by Pre-engineering 

students at ASTU since the mean value computed for this item reads 2.13 and 2.3 respectively.  

These figures fall nearer to 2, the value assigned to represent the degree marker „little‟.   
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In general, tasks which are believed to develop university level academic literacy and study skills 

were almost ignored in university under study. For instance, students were not taught on how to 

tackle academic tasks in both generic and   domain specific competency courses.  Moreover, 

there was little room for the students to get acquainted with university level critical- pragmatic 

discourses.  

With regards to study skills Pre-engineering students at ASTU need to be acquainted with, out of 

five major common core skills university students need to be exposed to in Communicative 

English language Skills classes, item 29 in the table 20 above, which represents the extent to 

which students need to be   trained strategies of becoming creative and critical thinker has 

received much attention.  Out of 145 student respondents 92 of then this accounts for 63. 45% 

replied that they have „very high‟ desire of being trained to be creative and critical thinker when 

attending Communicative English skills classes.  The rest, 53 of them which accounts for 

36.55% replied that they have „high‟ inclination to be acquainted with this study skills. The mean 

value computed for item 29 reads 4.63, could possibly be rounded to 5, the value assigned to 

represent the degree marker „very high‟. This shows that pre-engineering students at ASTU have 

a very high desire of being exposed to communicative scenarios that enhance their creativity and 

critical thinking over other study skills they were made to rate.   

Next to item 29, it is item 27 which vast majorities of student respondents highly need to be 

acquainted with at university level. Out of 145 respondents, 74 of them which accounts for 

51.03% replied that they have a „very high‟ need of being trained   ways of preparing themselves 

for tests and examinations. 71 of them which accounts for 48.96% on their part replied that they 

have „high‟ desire of being skilled in strategies of attacking tests and examinations without much 

difficulty. The mean value computed for this item reads 4.5, which could be rounded to 5, the 

value assigned to represent the degree marker „very high‟. From this one can understand that pre-

engineering students at ASTU seem to have a great desire if their respective communicative 

English Skills teachers expose them to this study skill.   

The third study skill that student respondents seem to give high priority is the one which is 

represented with item 26. Out of respondents of the study, 68 of them which accounts for 

46.89% replied that they give a „very high‟ priority to stress management training. In addition to 

this, 58 out of 145 respondents which accounts for 40 % reacted that they seem to give „high‟ 
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priority to study skill which enable them manage stress when communicating in English 

language. Moreover, the mean value calculated for this item reads 4.34, which could be rounded 

to 4, the value assigned to represent the degree marker „high‟. The rest, 22 of them out 145 

respondents, which accounts for 15.17% reacted that they give a moderate focus to stress 

management training when compared with other study skills under consideration in the current 

study. 

Referencing and citation skills is also among „highly‟ preferred study skills student respondents 

want be acquainted with. As can be seen from table 20 above, out of 145 respondents 43 of them 

which accounts for 26.95% answered that they give a very high‟ priority to learn how they can 

smartly do academic referencing and citation, and 80 out of the same figure which accounts for 

55.17 % on their part replied that they give „high‟ priority to internalize this academic 

requirement.  

To   this end, out of common study skills student respondents were made to rate, item 25 is the 

least preferred one.  This is because  the mean value computed for this item reads 3.5 which falls 

at the midpoint between the value assigned for degree marker „high‟  and „average‟.  From this 

one can learn that student respondents do possess skill of planning for their learning and time 

management when compared with other study skills they were made to rate.  

5.2.2.5. Purposes of Learning Communicative English Language Skills 

After reading thoroughly empirical researches and books in the area of English for academic 

purpose, the researcher has prepared 23 purpose driven items as shown in Appendix „B‟. To 

make the analysis systematic and manageable, items are grouped on the bases of major English 

language skills that they could be mapped to. 

 

 

 

 



88 | P a g e  
 

Table 21:  Purposes of Learning English Language Skills Priorities to Be Given to 

 
 

 

Purposes 

 

Level of priority  

 

Mean 

value 
Very high High Moderate Little Not at all 

F % F % F % F % f % 

Reading   skill            

Item1 73 50.34 62 42.75 10 6.89 - - - - 4.43 

Item2 30 20.68 60 41.37 55 37.93 - - - - 3.82 

Item 3 97 66.89 48 33.1 - - - - - - 4.67 

Item4 44 30.34 76 52.41 25 17.24 - - - - 4.13 

Item5 69 46.89 64 44.4 12 8.28 - - - - 4.38 

Item6 16 11.03 42 28.96 63 43.45 24 16.55 - - 3.34 

Listening skill             

Item7 114 78.62 31 21.37 - - - - - - 4.78 

Item8 73 50.34 44 30.34 28 19.31 - - - - 4.17 

Item 9 93 64.14 40 27.58 12 8.28 - - - - 4.55 

Item10 83 57.24 45 31.03 17 11.72 - - - - 4.45 

Item11 50 34.48 41 28.27 54 37.24 - - - - 3.97 

Speaking skill            

Item12 111 76.55 27 18.6 7 4.8 - - - - 4.7 

Item 13 45 31.03 79 54.48 21 14.48 - - - - 4.16 

Item 14 88 60.68 33 22.75 24 16.55 - - - - 4.44 

Item15 89 61.37 40 27.58 16 11.03 - - - - 4.5 

Item16 40 27.58 75 51.72 30 20.68 - - - - 4.06 

writing skills            

Item17 115 79.31 21 14.48 9 6.2 - - - - 4.79 

Item 18 88 60.68 23 15.86 20 13.79 14 9.65 - - 4.27 

Item 19 97 66.89 25 17.24 18 12.41 5 3.44 - - 4.47 

Item20 109 75.17 30 20.68 6 4.13 - - - - 4.71 

Item21 90 62.06 29 20 15 10.34 11 7.58 - - 4.36 

Item22 79 54.48 24 16.55 18 12.4 24 16.55 - - 4.08 

Item23 101 69.65 32 22.06 12 8.27 - - - - 4.61 
 

It is cut and dried that teaching could bring home anything if students do not have sound 

purposes to be achieved.  Item 1 through 5 in the  table 21 above were design to identify 

outgoing purposes of learning reading skills to which   Pre-Engineering students in university 

under study give due attention to. In this respect, out of 145 respondents, 96 of them which 

accounts for 66.89% replied that the very reason for learning reading skills at university level is 
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to be able to write summaries of different kinds as per instructions given to them by their major 

course teachers (item3). The rest, 48(33%) answered signifying as they give „high‟ priority to 

this major purpose of learning reading skills at university level.   On the top of this, the mean 

value computed for item three under this theme  reads 4.67, which could be rounded to 5, the 

mean value assigned to represent the degree marker „very high‟. From this one can understand 

that Pre-engineering students at ASTU seem to give a very high priority if the objective of the 

reading skill portion or lesson focuses on summary writing over other genres. 

 Next to item 3, it is item 1 (To develop knowledge in my field of study) which has received 

much attention by the respondents of the study. 73(50.34%) of the respondents of the study have 

rated this item under the scale „very high‟, and 62(42.75%) out of them on their part rate 

importance of focusing on this purpose of learning reading skills under the scale „high‟.   The 

mean value calculated for the same item reads 4.43, which slightly falls above the value given to 

represent the degree marker „high‟. This shows that student respondents seem to give „high‟ 

priority for reading skills if it gives them an opportunity of developing their domain specific 

competences.  With minor difference, 69(46.83%) out of 145 respondents of the study replied 

that they give a „very high‟ priority to reading skills lesson/ portion if it is meant contribute to 

great extent in developing their general knowledge(item5).   64(44.4%) out of the same figure 

also replied that they give „high‟ priority to this purpose of learning reading skills. 

Responses to item 4 (To be effective in tackling examination) and item 2 (To widen my 

vocabulary, mainly terms related to my profession)  also show that student respondents at ASTU 

seem give „high‟ priority to reading skills lesson/portion that train  them how they can effectively 

tackle reading examinations and intensify their word bank of terms related to their profession. 

This is revealed as the mean values for these three items read 4.13and 3.82 respectively, which 

fall nearer to the value assigned to represent the degree marker „high‟.  To this end, except reply 

to item 6 (To entertain myself), the rest were rated as purposes that student respondents gave due 

attention to. From this it is possible to deduce that student respondents in the university under 

investigation seem to give a balanced attention to both „wide-angled‟ and „narrow-angled‟ 

academic reading skills.  
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Moreover, five questions were posed to identify purposes of learning listening skills that students 

at university level give priority to and their reply is summarized in the following manner. In 

connection with this, out of 145 respondents, 114(78.62%) of them reacted to item 7 (To be 

enable to understand the content of lectures) as  purpose of learning listening skills that they 

often give „very high‟ priority to. The rest 31(21.37%) of them on their part replied as they give 

„high‟ priority to understanding content of lectures over other purposes of learning listening 

skills.  

Next to item 7, item 9(To understand audio and visual materials related to my department) has 

received much attention.  Out of student respondents of the study, 93(64.14%) of them answered 

indicating as they give „very high‟ priority to skills of understanding audio and visual materials 

related to their fields of study. 40 out of the same respondents which accounts for 27.58% 

reacted to the same signifying as they give „high‟ priority to listening skills portion or lesson 

which train them to easily understand audio and visual materials related to their fields of studies. 

The mean value computed for this item is 4.55, which could be rounded to 5, the value assigned 

for „very much‟. In addition to these, responses to item10 (To be able to understand oral 

presentations in seminars), item 8 (To understand teachers‟ oral instructions) and item 11(To 

pass listening examination successfully) have also received favorable attention.  This is due to 

the fact that the mean value for these items read 4.45, 4.17 and 3.97 respectively which could be 

rounded to the value assigned for „high‟.  

Item 12 through 16 focuses on objectives of learning speaking skills. Among items under this 

sub-theme, reply to item 14 indicates that the very reason they need to learn speaking skills at 

university level is to be aquatinted with skills of making oral presentation in an effective manner.  

In this regard, out of 145 respondents 111 of them which accounts for 76.55% replied that they 

give  „very high‟ priority to speaking skills lessons/portions which pave away to practice 

successful ways making oral presentations in varied contexts.  Moreover,   the mean value 

computed for this item reads 4.7, which could be rounded to 5, the value assigned for „very 

high‟.  

Next to item 14, it is Item15 (To practice how to present findings of the studies) which is the 

most valued purpose of learning speaking skills. Out of the respondents of the study, 89(61.37%) 

of the rated the extent to which practicing how to present findings of the study during speaking 
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skills lesson by rating under the scale of degree of agreement „very high‟, and 40(27.28%) out 

the same figure on their part level of significance of this purpose of learning speaking skills 

under the scale of agreement „high‟.  On the top of these, the mean value of this item reads 4.5, 

which could be rounded to 5, the value assigned to represent the degree marker „very high‟.  

Furthermore, responses to item 13 (To ask questions in English in class (for clarification, for 

information…)) and item16 (To become influential in the professional world (becoming a 

member of international organizations)) were rated by vast majority of participants of the study 

as purposes learning speaking skills to which   high priorities have to be given to. This is evident 

from the mean values of these items which fall nearer to 4, the value assigned for „high‟.  

The last point of discussion under this sub-theme is related to objectives of learning writing skills 

in communicative English classes (Enla1011).  One can learn from responses to item 17, 20 and 

23 that student respondents need to be acquitted with skills of note making, summary writing, 

and paraphrasing others idea among other purpose of learning writing skills at university level 

since the mean values of these items read 4.79, 4.7 and 4.61 respectively which could be rounded 

to 5, value assigned for „very high‟.  The rest, item 19( Writing reports out of  min-research), 21 

(Writing effective   term papers), 18 (Taking notes from lectures) and 22 (Applying principles of  

effective writing) were rated as purposes they give „high‟ importance to with mean values 4.47, 

4.35, 4.27 and 4.1 respectively.  

5.2.2.6. Challenges Learners Face when Communicating in English Language 

Table 22: Challenges Learners Face when Communicating in English Language 

Difficulties Level of difficulty  

 

Mean 

value 

Very difficult  Difficult Average Least difficult Easy 

F % F % F % F % F % 

Item1 88 60.68 43 29.65 14 9.65 - - - - 4.5 

Item 2 26 17.93 38 26.2 54 37.24 27 18.62 - - 3.43 

Item 3 29 20 38 26.2 65 44.8 13 8.96 - - 3.57 

Item4 21 14.48 42 28.96 59 40.68 23 15.86 - - 3.42 

Item5 23 15.86 45 31.03 60 41.37 17 11.72 - - 3.51 

Item6 69 47.58 63 43.45 13 8.96 - - - -  

Item7 22 15.17 36 24.82 43 29.65 44 30.34 - -  

Item8 48 33 52 35.86 32 22.06 13 8.96 - - 3.93 

Item9 28 30.76 55 37.93 62 42.75 - - - - 3.76 

Item10 23 15.86 31 21.37 59 40.68 32 22.06 - - 3.31 
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As English language is a foreign language in the context of Ethiopia, it is normal to see students 

facing difficulties when communicating in English. However, if these problems facilitate 

communication breakdown it is a disaster. In connection with this, 10 questions were prepared to 

identify existing gaps, and then to recommend possible ways of overcoming these difficulties. 

Reaction to item 1 indicates how much a serious problem it is to understand native and native 

like pronunciation. out of 145 respondents from ASTU, 88 of them which accounts for 60.68% 

of the respondents answered  that understanding native or native like pronunciation is among a 

„very serious‟ challenges  they face in different circumstances. 43 out of 145 respondents also 

indicated as this problem is of „serious‟ magnitude. Moreover, the mean value of this item which 

is 4.5 is good indicator for severity of this problem.  

Next item1 (Understanding native/ native-like pronunciation), item 6(Using appropriate 

discourse markers) was the second most serious problem student respondents had, and item8 

(Writing Summary from reading) comes third since the mean value computed for the former is 

4.38 , and  3.93 for the later. Moreover, responses to item 9, 3 and 5 depicts as pre-engineering 

students at ASTU   seem to have difficulties of organizing their ideas appropriately, using 

appropriate terms or vocabularies and arguing on a given topic are also in descending order of 

their level of difficulties since their mean values read 3.76, 3.57 and 3.51 one after the other 

which could be rounded 4, the value assigned for „difficult‟.  

On the other hand, responses to item 3, 2,4,10 and 7 signify as using appropriate terms or 

vocabularies, taking note from spontaneous talk/speech, expressing an idea or giving opinion 

suddenly, using appropriate language structures and writing an introduction, body and 

conclusion effectively are not that a big deal for student respondents since the mean values of 

these items read 3.43, 3.42, 3.31 and 3.24 respectively which could be rounded to 3, value 

assigned for „moderate‟.   
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5.2.2.7. Grammar Points Students Prefer to Learn 

  Table 23: Grammar Points Students Prefer to Learn 

Grammar 

points 

needed  

Grammar Points Students Need  

Mean 

value Very much much  To some 

extent 

Little Not at all 

F % F % F % F % F % 

Item1 96 66.2 37 25.5 12 8.27 - - - - 4.57 

Item 2 89 61.37 41 28.27 15 10.34 - - - - 4.5 

Item 3 113 77.93 32 22.06 -  - - - - 4.77 

Item4 90 62.06 29 20 26 17.93 - - - - 4.4 

Item5 100 68.96 34 23.44 11 7.58 - - - - 4.61 

Item6 85 58.62 23 15.86 31 21.37 6 4.14 - - 4.28 

Item7 43 47.25 34 23.45 41 28.27 27 18.62 - - 3.64 

Item8 106 73 30 20.68 9 6.21 - - - - 4.66 

Item9 21 14.48 23 15.86 48 33 53 36.55 - - 3.06 

Item10 28 19.31 37 25.5 41 28.27 39 26.89 - - 3.37 

 

To identify English language structure students need to learn at university level, 10 grammar 

points were identified on the bases of EAP literature and, then incorporated into the 

questionnaire. Doing so, response to each item was computed as indicated in the table 26 above. 

Out of these items, response to item 8 depicts as „tense‟ is a grammar point that pre-engineering 

students at universities under study need to learn „very much‟ since out of 145, 106 (73%) of the 

them rated under scale „very high‟ which indicates how much they are in need of learning tense. 

This is in harmony with the mean value computed for the item which is 4.77, which could be 

rounded to 5, the value assigned for „very much‟.   

The Next to tense, which comes is item 3 (active and passive voice). This is because out 145 

respondents, 113 of them which accounts for 77.93% as they need to learn active and passive 

voice „very much‟.  The rest 32 respondents, which accounts for 22.07% on their part reacted 

indicating as they this grammar point „much‟. The mean value calculated for this item reads 4.66, 

which could be rounded to 5, the value assigned for „very much‟. 
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 The third most likely needed grammar point was reported speech, which is represented by item1 

as can be seen from table 23 above.  Out of the respondents of the study, 100 of them which 

accounts for 68.96% rated showing as they want to learn reported speech „very much‟. 34 

respondents out of 145 on their part replied that they need to learn this grammar point „much‟ to 

be effective in their university academic career.  

Except in the above three cases, there is a moderate difference in terms of students need of 

learning the other grammar points incorporated in the questionnaire. For instance , respondents 

rated item 5( Descriptive adjectives) and 2 (Conditional sentences) as  grammar points they need 

to learn „very much‟ since the mean values of these two items read 4.57 and 4.5 respectively. 

This shows that as pre-engineering students at ASTU seem to have a dire need of learning 

descriptive adjectives and conditional sentences in order to be effective in their academic 

venture. 

Furthermore, responses to item 4, 6 and 7 shows as adverbial phrases and clauses, pronouns and 

relative clauses are also needed „much‟ by student respondents since the mean value computed 

for these items read 4.4, 4.28 and 3.6 respectively, which could be rounded to 4, value assigned 

for degree marker „much‟.  

The last category encompasses conjunctions and articles whose mean value is 3.37and 3.06 

respectively. In general, it seems sound to incorporate essential grammar points into the syllabus 

of EnLa(1011) hand in hand with the major language skills as it is impossible to think of fluency 

at expense of accuracy. 

5.3. Findings from Classroom Observation 

Classroom observation is used to gather data related to classroom practices as stated under the 

research methodology part. To achieve this, the researcher had planned to observe three 

communicative English skills teachers four times each. This means that 12 observation sessions 

were planned to be made with intention of gathering in-depth information on the actual learning 

teaching practices of the EAP course under investigation. However, due to inconveniences that 

resulted from on and off of the classes during the fall of 2017 up to 2019 due to political unrest 

and uprisings in the country in general and public universities in particular two Communicative 

English Skills teachers who were willing to be audio-recorded were observed as planned.   
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Experience in ASTU University shows that EnLa(1011) class is scheduled only once in a week 

having a three period length(3 hours).  Thus, the second round observation sessions were made 

in the other week _second week from researcher‟s arrival at ASTU. During each observation, the 

researcher went to each class ahead of students‟ arrival at the teaching hall or class and sat at the 

back of the class being ready to record classroom incidents from the beginning to end.  Taking 

lesson from pilot study, when going to classes to be observed during the main study, the 

researcher gave the recording machine to the teacher participant orienting him/her to make it on 

(press the recording button on) immediately as the class begins. Though second round 

observations were recorded in all cases, they were not transcribed to make the analysis 

manageable. Therefore, sample third and fourth round observation sessions were transcribed and 

attached as appendix „H‟. 

Analyzing qualitative observational data of these kind require the researcher to be systematic 

since serial activities which were audio recorded require continuous revision so as to make the 

transcription an error free as much as possible. According to Bogdan and Biklen (1992), 

observational qualitative data analysis is a process of systematically arranging transcripts, and 

then studying them as deeply as possible, interpreting them, discussing results and reporting 

what was discovered.  Hence, in analyzing the observation data in this study, the researcher first 

transcribed the data recorded into the audio-tape-recorder onto blank sheets of papers. The 

transcribed data were then checked and rechecked by listening to the tape-recorder over and 

again. At the third stage, the lessons conducted in each period were divided into different 

extracts. Finally, the researcher briefly described, interpreted and discussed the data obtained 

from of third and fourth round observations as follows: 

5.3.1. Description and Analysis of Third Round Observation Sessions  

A Brief Description of ASTUT1’s Third Round Lesson 

The class was pre-engineering section „y‟. The actual class size was 24, but there were 18 

students during this round observation. Students in this class sat on the armchair lined in two 

rows. ASTUT1‟s lesson during third observation session has focused on the daily lesson which 

is entailed as „listening skills‟ on the page 11 of the course book  „Oxford English for Career : 

Technology 1‟.  
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The teacher started the lesson by posing questions which say, “Why do we learn listening skill 

[s]?” This moment majority of students raised hand and shared their idea on how much important   

learning listening skills is. Then, he oriented the students as they are going to listen to an 

interview and, then after do exercises on page 11 and 12 (See Appendix „H‟). Next to this, he 

played the listening extract from his laptop by connecting it to an amplifier. The audio lasted for 

four minutes and the teacher immediately went on eliciting answers from each student. As 

majority of the students have the text book in the form of soft copy on their cellphone, they have 

replied all questions without difficulty. Finishing the first part of the listening text, he ordered 

the students to move to part two on page 12. Here, similar procedure was followed in doing the 

second exercise. Finally, the class ended at 9:00 a.m. though it should last till 11:a.m.  

Evaluation of ASTUT1’s Third Round Lesson   

When one looks into a brief description given above and the whole lesson transcription attached 

to this paper as annex „H‟, varieties of interactive active learning techniques that could enhance 

students‟ communication skills were not used. The only techniques used throughout the lesson 

were gapped lecture and eliciting. With regards to teaching materials that were used as input 

during the lesson, the teacher has used only extracts that were there in the course book „Oxford 

English for Career: Technology 1‟. It is really an imperative to expose students to audio recorded 

listening material, but since the listening extract is attached to the course book that students have 

at hand, they gave answer to questions raised under exercise one and two without attending the 

audio.  The third parameter that is used in evaluating this lesson is whether tasks and activities 

used  during the lesson were appropriate in enhancing students‟ interaction and problem-solving 

skills that could be transferred into domain specific courses or not. In part one and part two of 

listening extract, there were no well framed pre, while and post listening activities meant to 

accomplish academic task/s. Majority of  questions in the activities were simple gap filling 

which could not give a window of opportunity for critical thinking and meaningful interaction.  

Had some sort of practical open ended and information transfer questions were included in the 

exercises it might help students to learn how interview could be used in different scenarios. In 

general, ASTU1 did not try his best to adapt inputs, tasks and activities given in the course book 

„Oxford English for Career: Technology 1‟ in order it suits his student needs. 
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A Brief Description of ASTUT2’s Third Round Lesson 

The class was pre-engineering section „yy‟. The actual class size was 22, and there were 20 

students in the class during the lesson.  In the introductory part of the lesson, the teacher  did not 

ask any revision question or did the revision himself, but he directly ordered the students to take 

out their text and exercise book and went around checking whether they have done their project 

they were given or not. Then after, he wrote the topic of the daily lesson „language spot: Yes/No 

and Information Questions’ on the whiteboard and ordered students to take out their text book 

on page 18.  

Next to this, he asked yes-no questions like, “Does it work?‟ by suddenly pointing at things in 

the classroom. Next to that, he ordered the students to ask each other „yes-no‟ questions based on 

examples provided on page 17 of „Oxford English for Career: Technology 1‟.   This moment 

there were buzzes in the class as they were taking turns and asking and answering questions 

except few students who were  doing some other businesses while the lesson was  on progress. 

Ordering students to stop asking each other yes-no questions, he explained its structure. He wrote 

on the whiteboard stating, “Yes- no questions begin with auxiliary verbs like are, is, do, can, will, 

have etc. and followed by the subject. Auxiliary verb +subject = yes-no question.” He continued 

explaining the structure of information questions saying, “Information questions starts with wh-

words like who, whom, which, what, how, why, how much, how many, how long etc and followed 

by subject and object respectively.” After that, he gave activity one on page 18 as a classwork.  

Finally, he made the class to forward their answers on each and every question and then left the 

class without winding it up. 

Evaluation of ASTUT2’s third round Lesson 

As can be seen from brief description above and lesson transcription annexed to this dissertation, 

except in the first few instances the class was dominated by explanation of language structure 

Yes/No and Information Questions. When compared with third observation session, though it is 

not that much productive enough, pair work and question and answer mode of teaching were 

used. it sounds appropriate had this language spot was taught by crating pragmatic scenarios that 

facilitates students‟ real engagement. ASTUT2 was seen focusing on examples and inputs given 

in the course book. Furthermore, without giving instruction on types of tasks to be performed by 



98 | P a g e  
 

making use of activities given on page 18, he let the students to do activity 1 and 2 which seem 

mechanical and less worth for students at university level. Had problem solving tasks and 

activities were incorporated under this part, students may get chance of learning language use of 

„yes/no question‟ and „information questions‟ over their usages. Over all, ASTU2 did not 

attempt to modify or adopt inputs given the course book ‘Oxford English for Career: Technology 

1‟ in order it practically address students‟ needs. 

5.3.2. Description and Analysis of Fourth Round Observation Sessions  

Brief Description of ASTUT1’s Fourth Round Lesson 

The class was Pre-Engineering section „y‟. The actual class size was 24, and there were 21 

students in the class during this lesson. The topic of daily lesson was „Language spot: Present 

simple v present continuous‟. The teacher started the lesson without revising what they have 

learned the other day. He wrote a title, „Present simple v present continuous‟ on the whiteboard. 

Then, he asked, “What is the difference between simple present and present continuous tenses?”    

S1: Simple present tense is a „V1‟ form whereas present continuous tense is the –„ing‟ form. 

S2: Simple present is used in expressing habitual action, but present continuous is used in telling 

[stating] what is happening now. 

He did not wait for another students‟ response. He himself continued explaining, “I know, you 

have learned about [ ] tense for more than 12 years, here at university level, it is important to 

revise it to some extent.” Then, he listed down on the blackboard different types of simple +tense 

and present continuous based on their uses as follows: 

  Uses of Simple present and Present continuous as Presented by ASTUT1 

  Simple present Present continuous 

1 It is used to express habitual action 

 

It is used to express an action which is progressing. 

2 It is used when you talk about general truth 

 

It is used in describing an action which is taking place 

at a given moment. 

3 It is also used in expressing predetermined 

future action 

It is used in expressing planned action by using „going 

to‟. 
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Putting the difference between simple present and present continuous tense as indicated in the 

table above, he ordered the students to take out their textbook on page 12 and let them discuss on 

question 1-8.  He read the opening question that says, “Why is the present continuous is used for 

[in] sentences 1-4 and simple present for[in] sentences 5-8?” Doing this, he ordered the students 

to write three habitual, three general truth and three predetermined future action sentences as a 

classwork. Then, he went around and checked whether sentences the students have written were 

correct or not, and then elicited sample sentences from almost all the students who were in the 

class.   After doing that, he gave them activity 1 on page 12 as homework.  Finally, he told the 

class to use the formula:  Singular subject +verb+ -s /-es +/- object and plural subject +infinitive 

form of the verb+/- object for simple present tense whereas Subject + is/am/are +-ing +/- object to 

produce a lot of present continuous tenses (See Appendix „H‟). 

Evaluation of ASTUT1’s Fourth Round Lesson 

From Lesson transcription and brief description of this lesson it possible to recognize that 

ASTUT1‟ has focused on teaching the difference between simple present and present continuous 

tense. The teacher has made the students to construct sentences of their own based examples they 

were provided with. However, rather than ordering students to construct nine sentences and 

going around to check whether their sentences were correct or not,  it seems productive had he 

organize pair work or other interactive patterns in which students interview each other using 

these tenses and then report the result of their interview to the class. This is because activity one, 

on page 12 of students‟ text itself was taken from interview annexed on page 124 as listening 

excerpt. In general, ASTUT1 seems to focus on teaching the structure „tense‟ instead of opening 

windows of opportunities where this structure is pragmatically applied in a context.  Thus, 

students‟ communicative competence has received little attention whereas implanting the 

language form has received much attention since a much time allocated for the period was 

devoted to explanation over exposing students to practical use of these tenses to develop study 

skills, socialization skills and academic literacies university education in general and engineering 

science in particular calls for. To sum up, ASTUT1 did not try his best to adapt or modify inputs 

given in the course book ‘Oxford English for Career: Technology 1‟ rather he acted as if he is a 

servant of the course book. 
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A Brief Description of ASTUT2’s Fourth Round Lesson 

The same class (section „yy‟) was observed in the fourth round observation. In the introductory 

part of the lesson, the teacher asked few revision questions and ordered the students to take out 

their text and exercise book. He went around and checked whether they have done the home 

work or not. Next to this, he elicited from students answer for question 1-10 on page 12 of the 

course book, and at the same time gave corrections to errors committed by the learners. Doing 

this, he moved onto activity 2 on the same page which directs students to do 14 completion type 

questions.  This part took 45 minutes. Jumping over activity 3, he ordered the students to do 

activity 4 as homework. After this, he wrote a new topic „Pronunciation: Strong and weak 

forms of Auxiliary verbs’ on the whiteboard and told the students to take out their text book on 

page 13.  

Before directly going into this topic, he asked, “Who can tell me examples of auxiliary verbs?”  

This instant almost all the students raised their hand. He elicited answers from the students and 

listed them on the board. What came next was that he posed other question which reads, “What 

do we mean by strong and weak forms of auxiliary verbs?” In addition to this, he gave activity 2 

on page 13 as a classwork and, then let the students to discuss on their answers in pairs. Finally, 

skipping on activity 3, he told the students to ask and answer questions in pair on the basis of 

question 1-8 on 13. 

Evaluation of ASTUT2’s Fourth Round Lesson 

As in third observation session, ASTUT2 was seen focusing on examples and inputs given in the 

course book. Furthermore, though the main objective of activities given on page 13 was to 

expose students to strong and weak forms of auxiliary verbs, the teacher focused on yes/no 

question forms. The teacher himself did not model when and where auxiliary verbs could be 

stressed or unstressed by creating a simple context. On the top of this, he did not invite students 

to practice pronunciation of weak and strong auxiliary verbs.  In  EFL class, what matter most is 

intelligibility, so activities under this topic are not that much purposeful and meaningful in 

themselves as they are devoid of use. In nutshell, ASTUT2 did not make any effort either to 

adapt or modify inputs given in the course book to teach the language form Strong and weak 

forms of Auxiliary verbs in the way it suits learners‟ needs.  
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5.4. Findings from Interview 

 5.4.1. Findings from Interview with EAP Teachers  

In discussing findings from the interview made in this study, the first step was transcribing the 

audio-recorded data onto blank sheets of paper. The next step was coding the responses into 

major and sub-themes. In this regard, Dornei (2007) suggest that in analyzing qualitative 

interview, data coding and categorizing themes are inevitable activities. The purpose of coding 

was to make categories of themes clear to readers so that ambiguities can be fixed out from the 

data. Seidel and Kelle, (1995) on their part explain that coding the transcriptions in qualitative 

interview data is significant in order to find commonalities, differences, patterns and structures in 

the data to be analyzed. Having done this, he discussed responses given under each theme which 

emanated from objectives of the study.   

5.4.1.1. English Language Skills Priorities Given To 

In the course description of Communicative English Skills, it is clearly stated that the four macro 

or major skills should be given equal attention in the teaching learning process and assessment.  

To scrutinize this issue, the third research question which reads “To what extent does the balance 

among different language skills is maintained in the actual teaching learning process of 

EnLa1011?” was set and the findings under this theme is discussed below.  

In maintaining the balance between the four major skills (listening, speaking, reading and 

writing) and the two linguistic inputs (grammar and vocabulary) there is disparity in the 

University under investigation. For instance, ASTUT1 claims that they have been teaching all 

language skills equally based on inputs available in the course book they are using.  

As I think, much attention has to be given to speaking skills at university level. 

Per-engineering students in this university do not have much problem of 

understanding any listening and discourses. There major problems lay on 

productive skills. Though I personally have this subscription, I am teaching the 

four language skills in a balanced manner based on tasks and activities 

incorporated in the book „English for career: Technology1 (ASTUT1). 

 Opposed to ASTUT1‟s view, teacher interviewee ASTUT2 shared his experience by stating that 

he has been teaching speaking skills and grammar points in most cases at expense of the other 

language skills. In this regard, ASTUT2 narrated: 
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…. I give much attention to speaking skills, and I almost never teach listening 

skills. Moreover, I often teach grammar points like relative pronoun, conditional 

sentences, active and passive voice and tenses. The grammar parts which I teach 

are taken from the course book we are currently using. (See Appendix „F‟)  

Teacher respondent‟s argument above indicates that listening skills is the most ignored skill and 

speaking skills and grammar are the favored ones. According to this respondent, there is some 

sort of outlook that teaching listening skills is incomplete without having advanced facilities. 

However, as we are in this 21 century, one can have a lot of options to teach listening skills by 

making use of a computer as an intervening tool. For instance, there is software called verbose 

to speech which can convert written text to speech and assist English language teachers to 

prepare listening extracts of their own.  

5.4.1.2. Relevance of the Course in Addressing Learners’ Needs 

As discussed under chapter two of this study, to design a given syllabus and develop a teaching 

material, undertaking needs analysis is often considered as a prerequisite.  These needs could be 

a learning need or a target need. Whether the course to be offered has a prescribed course book 

or not, if it does not harmony with need of learner it is all about wasting manpower, time and 

other resources. To check whether provision of EnLa(1011)  is addressing students‟ needs or 

not, three teacher who were offering the course  in the universities under study were asked the 

question which says, “Do you think Communicative English Skills you are offering address 

students need?” , and  they invariably replied saying „No‟. To quote few lines from teacher 

participant: 

I do not think Communicative English skills I have been offering really addresses 

students‟ needs. Majority of students in this university are higher achievers and 

exercises in the text book we are using are very elementary for them. The other 

indicator is they never give you [me] attention when you [I] teach. I am telling 

you what I guess. I have not made any formal assessment (ASTUT2). (See 

Appendix „F‟) 

Teacher interviewee ASTU1 also admitted as the course is not serving the purpose it should 

serve in the following manner: 

What I can tell you from my experience is that students whom I have been teaching 

for the last four years were not eager to take the course. I am sure students whom I 

am teaching this course right now can drop the course had it not been a 

requirement. This does not mean that they are good at English. Whether you 
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believe or not, some of the students couldn‟t tell you about their personal details. 

Even though I couldn‟t exactly tell you what the root cause for the dissatisfaction 

is, it doesn‟t address students‟ needs (ASTU1). (See Appendix „F‟) 

As can be seen from narrative made by ASTUT2 and ASTU1, it seems that Communicative 

English Skills is being offered without taking into account students‟ needs.     If EAP course is 

designed and offered this way, it may be compared with prescribing a wrong medicine without 

undertaking valid diagnosis of the disease to be treated. Moreover, if the quote which reads, 

„„Tell me what you need English for, and I will tell you the English that you need‟‟ as stated in 

the statement of the problem part is not met, the researcher of the current study considers as 

teachers are saying, “I do not know why you need English for, but I will teach you what the 

department prescribed you to learn.”(This is an assumption of the researcher). 

5.4.1.3. Academic Literacies and Study Skills Students Need to Be Acquainted with 

To identity academic literacies and study skills they focus on in teaching learning process and 

their compatibility with students‟ needs, few basic questions were posed by the researcher of this 

study and their replies is analyzed as follows: 

I am sorry! I don‟t exactly know the difference between study skills and academic 

literacies. No one has oriented me explicitly which of these skills are essential if 

focused on at university level. As I told you earlier, it is the course outline and the 

course book which guides me to run the teaching learning process of 

Communicative English Skills (ASTUT1). 

We are offering similar course to students who are going to major in different 

fields of studies. However, I don‟t know what students really need to acquainted 

with since I didn‟t make any study in this area. The trend in this university is that 

offering this course by using the course book or module as major input and a 

compass that gage the effective move in the teaching learning process. To be frank, 

we didn‟t make any discussion on what study skills and academic literacy skills you 

asked me about.  Of course, I couldn‟t even tell you the difference between these 

two concepts. I think it is a new discourse in ELT if I am not mistaken (ASTUT2). 

From the quotes above one can understand that teacher interviewees did not confidently 

spot the difference between study skills and academic literacies let alone putting them in 

to practice. Moreover, since they were not oriented on what study skills and academic 

literacies to be focused on, they seem to become servant of the course book „English for 

Career: Technolgy1‟.  



104 | P a g e  
 

On the top of this,  teacher interviewees admitted as they did not undertake any study in 

the area of EAP and could not tell with what kinds of study skills and academic literacies 

their respective students need to be acquainted with. In this regard, ASTU2 even regards 

issues related to study skills and academic literacies as a new discourse which is currently 

intruding into ELT teaching.  

5.4.1.4. Suitability of the Course Book in Use in Addressing Learners’ Needs 

To address the last objective of this study, the researcher has interviewed English language 

teachers in order they share experiences in ASTU with regards to suitability of the course book 

„Oxford English for career: Technology 1‟ in addressing learners‟ needs and the procedure the 

university has followed in endorsing this commercial text as the course book for EnLa(1011).  

Their reactions to these basic issues are narrated and analyzed hereunder.  

Our university has decided three or four year ago as Communicative English 

skills we were offering did not address the need of our students, so we decided to 

use the teaching material and the syllabus that we are using now. I do not know 

the trend before six years, but since 2013 there is no such a thing as syllabus 

design and material development.  We are currently teaching eight out of 15 units 

included in the course book called, „English for Carrier: Technology 1‟ 

(ASTUT1).  

The course book „English for career‟ we are currently using at this university is 

not suitable to offer Communicative English Skills. Most of activities I the course 

book are not contextually fit and some of them are below standard. What most of 

the time surprises me is that we have wrongly belittled the old days course book 

replaced with this one which gives little room for creativity (ASTUT2).(See 

Appendix „F‟) 

ASTUT1 also shared ASTUT2‟s view when discussing issues related to procedure followed in 

endorsing the course book „English for Carrier: Technology 1‟. Teacher interviewees informed 

the researcher that the university adopted the Washington Accord syllabus and imported 

commercial text book which was published by Oxford university press. The basis for importing 

the syllabus and the course book according to the respondents of the study was the felt 

dissatisfaction with Communicative English skills they were offering before 2013. However, 

when they were asked whether needs analysis were undertaken or not in making this decision, 

they both attested as formal needs analysis was not undertaken, but as the present syllabus and 

students‟ textbook were recommended for use based on the then department head‟s proposal. 
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The researcher posed probing question which says, “ if you believe that the course book English 

for Carrier: Technology 1‟ could not address students‟ present and target needs why did not you 

design your own teaching materials?” The participants of the study replied as narrated below:  

I haven‟t ever designed my own teaching material when offering this course. For 

one thing, I have little exposure of developing teaching material. On the other 

hand, the department abides us to cover eight of 15chapters included in the course 

book we are using, so I have no time to prepare additional inputs you asked me. 

The other problem is there is no any budget allocated to do this kind of intensive 

tasks (ASTUT1). 

The exposure I have couldn‟t allow me to design my own teaching material. The 

only thing, I often do is browsing reading texts and different model conversations 

from internet in order my students practice them. Don‟t ask me about teaching 

listening skills! We don‟t have stuffiest infrastructure to offer this skill in a very 

practical way. (ASTUT2). 

There are common denominators in the above two sample quotes. Neither of them have 

designed their own teaching materials that basis itself on either an immediate or future 

needs of the students who were taking the course. From these on can learn that little 

attention was given to both pre-service and in-service training in the area of EAP syllabus 

design, material development and its teaching that could possibly help to remediate 

practical problems generic courses of this kind have.  

5.4.2. Findings from Interview with English Language Department Heads  

Interview with department head was conducted after collecting data from teacher respondents in 

the universities under study. This was done to include comprehensive questions that might 

emanate from teachers‟ dissatisfaction or actual problems that were manifested themselves 

during observation sessions. As the office of the department head is often visited frequently by 

students and teachers, the researcher requested English language department head of universities 

under investigation to schedule for a convenient time for the interview. In both cases, interview 

was carried out after 5:00 P.m. And, findings from interview with English language department 

heads are organized under the following themes: 

5.4.2.1. The Rationale for Adopting the Washington Accord syllabus  

Teacher interviewees from universities under study indicated as little attention is given to 

syllabus design and material development in general and EnLa(1011) in particular when reacting 
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question posed to portrait what was, what is and what ought to be of the issue under 

consideration.  

The first question raised to English Language department heads in universities under study made 

them share what an EAP syllabus design and material development looks like in their respective 

university in the last five years: 

…. We haven‟t designed our own syllabus and developed our own teaching 

material in the last five years. You see to produce graduates in Engineering for 

international market; we have decided to teach English language, especially 

Communicative English based on international standards. To tell you our 

experience in old days, we were using college English volume-I and our own 

module long ago. However, these materials are similar with secondary and 

preparatory English textbook in form and content. After making discussion on 

importance ESP for engineering students, we decided to use standardized ESP 

textbook that addresses our students‟ needs.   Therefore, we selected the textbook 

„English for Career: Technolgy1‟ and the Washington Accord Syllabus (Dep 

.Head, ASTU). (See Appendix „G‟) 

From the quotes above, one can understand that syllabus design, material development and 

renewal are not in place both at ASTU University. In the age of nanotechnology, where one can 

have several option to learn by himself/herself ,  and then adapt  an input that suit the needs of 

his/her students‟, what seem matter most is lack of commitment to plan and enact both at 

individual teacher and department head level. 

As an extension of the issue traced above, the researcher asked respondents to tell him the reason 

behind for not making use of the harmonized course guide book (course outline in old days) and 

the recommend course book by the modular team, and they replied as there was dissatisfaction to 

use units selected from College English volume I. However, in practical reality importing 

syllabus and course book from abroad without making an immediate environmental scanning in 

with essence of preparing graduates for international market is a mess and might results in 

acculturation if it is done the way ASTU did. Moreover, considering the „Washington accord‟ 

learning attributes pinpointed in the course description of the syllabus(course outline) as one size 

fit for all without any modification depicts sense of dependence and a notion of „we cannot”.. 

Thus, it seems an high time for the university under investigation to plan for EAP curriculum 

renewal in general, and EnLa(1011) course in particular. 
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5.4.2.2. Study skills and Academic Literacies to Be   Focused on 

 From interview made with   English language teachers they have informed the researcher that 

they were not explicitly informed on what competencies they have to focus on in order to address 

the learners‟ dynamic needs. And, what they were doing was teaching the four language skills by 

using inputs in the course book recommended to be used at ASTU.  To tap on this missing link, 

the researcher asked English language department head of the university to confirm whether 

teacher participants complain was right or only to attribute their failure to the department head. 

In connection with the department replied: 

I haven‟t given them special orientation to teachers who are offering this common 

course to students in different departments. If you ask my experience, when I offer 

this course, I focus on speaking and writing skills over the two receptive skills. 

Moreover, since themes in the course book we are dominantly technology 

oriented in their nature, I believe teachers in our department focus on domain 

specific competencies. Majority of English language teachers in our university 

are so much experienced and as far as I know there was no special orientation 

given to them. (English Department Head of ASTU).  

If formal orientation is not made at department level, both on subject matter and innovative ways 

of teaching EAP courses, there would be disparity in the way similar course is offered, which in 

turn may result in disparity among students‟ English language proficiency at the end of the day. 

Moreover, if there no common ground on the type of study skills and academic literacies to be 

focused there is less probability to achieve the objectives of the course. 

With regards to whether they focus on English for General Academic Purpose or on English for 

Specific Academic Purpose, the respondent told the researcher that English language teachers at 

ASTU have been giving much attention to the narrow angled over the wide angled EAP.  This is 

also evident from the title of the course book „English for Career: Technolgy1‟ and each and 

every chapter of the book. This practice is, however; not in harmony with what is recommended 

in the harmonized curriculum. As stated in the course guidebook meant for EnLa (1011), it is a 

course of generic competence in its very nature as opposed to practice at ASTU, where by the 

chapters and activities in „English for Career: Technology 1‟  focus domain specific 

competencies. 
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5.5. Findings from Course Guidebook and Course Book Evaluation 

  5.5.1. Evaluation of Course Guidebook (Syllabus) in Use 

First of all, it sounds appropriate to make a simple description of the course focusing on its goals 

and objectives. Under course description of  the harmonized EnLa(1011) , it is stated that this 

course is  a of generic competence course having 48 lecture, 37 tutorial and 50 self-study hours 

which sum-up to give 135 hours. With regards to the course content, the four major skills( 

listening, speaking, reading and writing) and the two linguistic skill components( vocabulary and 

grammar) were given equal attention in theory though the practice was  so different as far as the 

findings of study is concerned. The major aim of the course as stated in the course guidebook is 

to equip students with study skills and academic English that they can transfer into their domain 

specific competence courses though contents and tasks in the recommended course book could 

not service what it should serve in today‟s dynamic learning environment where virtual- learning 

is seemingly intruding to university level education.  

Communicative English Skills (EnLa1011), in theory is meant to be offered pertaining to the 

harmonized course guidebook though there are disparities in the actual practice as one can learn 

from experiences University under study. The harmonized syllabus is not in use at ASTU. 

Hence, the course book in use at this university is entitled as „Oxford English for Career: 

Technolgy1‟ which is published by Oxford university Press. The opening sentence in the course 

description is stated as, “…. Students learn what they need to know for career in Science and 

Technology.” Apart from this, the learning outcomes were adopted from Washington Accord 

(WA) graduate attributes which include:  

CLO1: Make presentations on a wide variety of technological fields and situations. (WA 10) 

CLO2: Listen to dialogues, technical explanations and interviews to get information. (WA10) 

CLO3: Comprehend varieties of texts related to Science and Engineering [and] compose short 

texts, repots, etc. (WA10) 

CLO4: [Figure out]Attain the meaning of new words. (WA10) 

CLO5: Compose short texts, reports etc. (WA10) 

CLO6: Apply grammatical items for communications in Science and Engineering context. 

(WA10)(See Appendix „I‟). 
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            Table 3:  Content specification of Oxford Oxford English for Career: Technolgy1 
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(It is taken from the course book by snap shooting) 

 

As can be seen from the content flow chart above, the book has got 15 units which encompass 

nine parts in most cases.  These are:  

1. costumer care  

2. project/ web request/ problem solving  

3. listening 

4.  speaking  

5. reading  

6. writing 
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7.  language spot  

8. vocabulary and  

9. Pronunciation. 

 Out of 15 units in the book, eight of them are expected to be covered as can be seen from the 

course outline (see Appendix‟ I‟). These include: unit 1, 2, 3, 4, 5, 7,8,12 and 15 respectively. 

Since it is difficult to analyze 15 units included in the course book in use at ASTU, the 

researcher has selected two units (Unit Two and Three) in order to make detailed analysis.  In 

examining this course book, yardsticks adapted from Nunan(1988) and Bella and Gower (1998)  

were employed pertaining to four basic questions.  These include:  

 Is the teaching material contextually fit? 

 Can the material stimulate interaction and reflection through information gap and 

transfer tasks? 

 Are language skills integrated effectively in the units of the teaching material? 

  Is the book supported efficiently by essentials like audio-materials?  

5.5.2. Evaluation of the Course Books in Use at ASTU 

In evaluating appropriateness of a given teaching material, a researcher can use different 

parameters that suit the purpose of the study. The researcher of this study on his part believes 

that it is an imperative to limit number of yardsticks since it is practically impossible to use each 

and every model of material evaluation fed in and fed out in the context of communicative 

language teaching in general and English for Academic purpose in particular. As indicated in the 

preceding section, four major criteria which are commonly used in examining effectiveness of 

English language course book were adapted and systematically employed in this study. These 

parameters encompass: contextual fitness, appropriateness of tasks in enhancing interaction and 

reflection, level of integration of the four major skills and the extent to which the course book is 

supported audio-materials are focused of in examining the communicative English course book 

in use at ASTU. 
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5.5.2.1. Is the Teaching Material Contextually fit?  

To look into whether „Oxford English for Career: Technolgy1‟ is contextually fit or not three 

major issues are focused on.  First and foremost, the extent to which the material address 

objectives of the curriculum it is meant to address is analyzed. Then, it evaluates if topics and 

themes in the book enhance meaningful and purposeful use of the target language for academic 

purpose. 

When looks in to contextual fitness of unit two and three of the course book „Oxford English for 

Career: Technolgy1‟ which is published by Oxford university Press and being in use at ASTU as 

course for Communicative English Skills (EnLa(1011)). Before going into the detailed analysis, 

the course book is not reflective of Ethiopia culture as adaption was not carried out at all.  

Moreover, it focuses on narrow angled ESP opposed to the common core EAP which is 

recommended in harmonized curriculum.    

As stated earlier, to evaluate contextual fitness of this course book three most important 

parameters are used.  First and foremost, the extent to which the material address objectives of 

the curriculum it meant to address, meaningfulness and purposefulness of  topics and themes in 

enhancing the  use of the target language for academic purpose are analyzed. 

In this respect; for example, unit two (Studying Technology) and unit three (Design) of the 

„Oxford English for Career: Technolgy1‟ begins with „switch on‟ activities which are brain 

storming questions.  The objectives of the units were not stated focusing on study skills, and 

academic literacies students have to develop upon completing the units except mentioning what 

to be covered in the unit. In unit two, listening for details, present simple verses present 

continuous, key terms [to be used in]for different branches of technology and weak and strong 

forms of auxiliary verbs are stated as the focus of the unit.  

In unit three on its part, key terms in design, speaking and writing about design requirements, 

how to ask yes/no and information questions, listening to and reading designers description of 

their works and using research skills to find out the works of famous designers are stated as the 

main features to be focused on in the unit.  

In order to arouse students‟ interest to towards the given skill to be practiced and tasks to be 

performed, stating objectives to be attended at the beginning of each unit is mandatory. 
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However, if one can see each and every unit in the course book „Oxford English for Career: 

Technology‟, he/she cannot find smart objectives which is a minimum criteria in evaluating a 

module or textbook of any sort. On the top of this, the course outline[currently named as course 

guidebook] does not in itself stipulate the objectives of offering Communicative English Skills in 

Ethiopian academic scenario except enumerating learning outcomes which are adopted from 

Washington Accord (WA) graduate attributes (see Appendix „I”). 

As to the researcher, this is a mess. In the harmonized curriculum there are two basic things to be 

focused on either when crafting a new course or clustering the existing courses on the basis of 

required competencies. These are: the graduate profile and the course profile. However, in the 

EnLa (1011)course outline [currently named as course guidebook] in use nothing is said about 

these basic components.  The hole in the provision of this course is that it so align to plan in 

order graduates from university in Ethiopia to have a carbon copy attributes of Washington 

Accord (WA) graduate profile. 

The other point of departure in analyzing contextual fitness of these units is that whether topics 

and themes in the unit enhance meaningful and purposeful use of the target language for 

academic purpose or not. The theme „Studying Technology‟ and „Design‟ are both novel and 

appropriate had they were sketched by focusing on  both common core and domain specific 

competences that can equip students with study, socialization and academic literacy skills needed 

in the context of Ethiopia universities. As to the researcher, the themes in the course book seem 

very much meaningful and purposeful had they encompassed both the wide angled and narrow 

angled EAP in a balanced manner.  

5.5.2.2. Can The Material Stimulate Interaction and Reflection through Information Gap 

and Transfer Tasks?  

Tasks and activities in the College English Volume-I advance form simple to complex in most 

cases. This means that there are varieties of tasks and activities which are believed to enhance 

interaction and reflection. However, tasks and activities in unit two and three of this book are 

mostly pedagogically sound in their nature, but need revision and renewal. In this respect, if 

themes are modified and few narrowed angled tasks are incorporated focusing on study skills, 

socializing skills and university level rigorous academic literacy skills as open ended tasks, it 
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shall be productive enough as far as critical-pragmatic EAP theory and practice is 

concerned(Hlyday,2006).  

Contrary to this, tasks and activities included in units two and three of course book in use at 

ASTU seems not up to standard as they are almost straight forward questions devised from the 

listening texts with little attention to their criticalness. Furthermore, there are no intensive 

reading texts that enable students to react and reflect. For example, activity one under language 

spot in unit one order students to put verb in the bracket in to  simple present or  continuous 

form. This activity could be better presented in context and sounds meaningful, but as it appears 

in the activity on page 12 of the book it is devoid of language use and devoted to language usage. 

Similarly, the first activity under listening skills in unit three directs students to fill in the missing 

stages of designing process by choosing words from the list. Likewise, activities under language 

spot in the same unit do not require students to critically think and reflect on since they are up to 

the standard for students who have learned English language for at least12 years. 

5.5.2.3. Are Language Skills Integrated Effectively in the Units of the Teaching Material? 

As major language skills are inseparable in their very nature, it is advisable to design tasks and 

activities that secure integration of skills.  When one looks into college English Volume-I, the 

four language skills are in a very nice way even though tasks and activities there to facilitate 

integration of English language skills are under question in terms of their novelty, criticalness 

and pragmatism in today‟s university academic endeavor.  

Opposed to this, in unit two and three of the course book in use (Oxford English for career: 

Technology 1) at ASTU, language skills are not integrated as they have to be. For instance, unit 

two of the course book focuses only on listening for details ignoring reading, speaking and 

writing skills. Moreover,  in both units under analysis(Studying Technology and Design), there is 

no intensive reading text which  has per-reading, while reading and post reading tasks  that could 

play vital role in integrating language skills by exposing students to different interactive 

scenarios (See Appendix „J‟). 
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5.5.2.4. Is The Book Supported Efficiently by Essentials Like Audio-Materials? 

The harmonized course book, college English volume I, has lot of listening skills tasks and 

activities in each unit. The problem is there no listing extract and audio material to back up the 

implementation of this skill. Hence, this lack most probably paves a way for poor integration of 

the language skills in theme based syllabus of this kind. Contrary to this fact, „Oxford English for 

Career: Technolgy1‟ has audio-material that could facilitate the teaching learning process of 

listening skills had answer key for each and every listening activities in each unit was not there 

in the students‟ textbook in the form of annex. The other interesting input in this book is that it 

has „webquest‟ apart which we cannot find in most text books prepared in Ethiopian context (See 

Appendix „J‟).  This part could   open up window of opportunities for students to use technology 

when learning English language by using different search engines available.  

In general, if one sees the way competences, contents and learning activities were set for grade 

11 and 12(MOE, MLC, 2009), they are more comprehensive than Communicative English skills 

being offered as a common course at university level these days. Therefore, it is advisable to 

revise and renew Communicative English Skills syllabus to effectively fill in the missing links. 

Thus, syllabus renewal and modification should be carried out to make it fit with possible 

learners‟ progressive needs (Clark, 1987). 
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CHAPTER SIX 

DISCUSSIONS OF THE MAJOR FINDINGS OF THE STUDY 

As stated under 1.5 of the study, the specific objectives of the study were to (i) ascertain English 

language skills priority to be given to in teaching learning process ; (ii) discover felt linguistic 

gaps of students in the university under study; (iii) identify study skills and academic literacy 

skills students at ASTU need to be acquainted with; (IV) distinguish input types students‟ need 

to be exposed in order to equipped with basic study skills and academic literacies and (V) 

examine relevance of the course book, „Oxford English for Career: Technology1‟ in addressing 

learners‟ needs. 

To achieve these intended objectives, primary and secondary data sources were consulted to 

generate both qualitative and quantitative data as can be seen from detailed analysis made under 

the preceding chapter. Hence, this chapter deals with the discussion of the major findings as per 

the specific objectives of the study. 

6.1. English Language Skills Priority to Be Given to in Teaching Learning Process of 

EnLa(1011) 

According to Richards (1992), the process of determining the needs for which a learner or a  

group  of  learners  requires  a  language  is  a  complex  task  which  involves  positioning  the  

needs according  to  priorities. It was survey question which was employed to depict students‟ 

profile, their perceived level of proficiency and what the give priority to learn in EAP classes. 

In doing so, major language skills that the learners give priority to in teaching learning process of 

the course communicative English skills were rated by EAP teachers and student participants for 

two purposes. First, it is meant to examine whether students were learning what they need to 

learn in Communicative English Skills classes. In addition identifying learners‟ needs, it further 

serves as a point of departure for those who want to design new course in the area or revise the 

existing one.  

 To this effect, two of the major skills_ speaking and writing were considered as „very important‟ 

skills to which priority has to be given in order to make the teaching learning process of the 

course under investigation effective enough as far  teacher respondents reaction is concerned. As 

opposed to productive language skills, the two receptive skills_ listening and reading skills were 
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rated by EAP teacher respondents as skills of medium importance.  This finding seems to 

harmony with Morris (1982‟s) work which was carried out before three decades. Morris made a 

survey of Addis Ababa university students‟ academic needs and came up with the finding that 

indicated the then AAU students were in need learning receptive skills over productive skills. 

Beyene wako(2007)   work which was carried out to develop criteria for designing an 

appropriate English course for department of Accounting students at Africa Beza college of 

Nekemte campus on its part rather found out that students demand to learn  reading and wring 

skills to great extent over listening and speaking skills.  However, when compared to EAP 

teacher respondents of the current study, the four major skills were almost equally valued as 

„most important‟ by student respondents. This shows that instead of focusing on either receptive 

or productive langue skills based on their intuition Communicative English teachers have to    

offer Communicative English language skills by giving comparable attention to the four 

language skills since these major language skills are naturally inseparable in CLT classes.  

6.2. Felt Linguistic Gaps of Pre-engineering Students  

 When undertaking needs analysis, it is an imperative to spot areas of difficulties and lacks 

students have when attending EAP classes. Thus, in this study, perceived students‟ English 

language skills level of proficiency was rated by the leaners themselves and their respective EAP 

teachers.   In this regard, the study depicts that the way EAP teachers perceive about their 

respective students level of proficiency and linguistic gap is very different from the way leaners 

see themselves.  

EAP teachers in university under study consider that pre-engineering students were relatively 

good at reading skills over the other macro skills.  On the other hand, listening skills was rated as 

the major language skill which leaners have got   „satisfactory‟ level of proficiency. Moreover, 

Students perceived level of proficiency in the productive language skills (speaking and writing 

skills) was rated as „poor‟ by teacher respondents. 

Student respondents also seem to share teacher respondents‟ reaction to reading skills since they 

rated their level of proficiency in this skill under degree marker „very good‟. Opposed to this, it 

seems there is a huge disparity in the way learners perceive about their listening, speaking and 

writing skills level of proficiency and linguistic gaps. Over all, student respondents seem to have 
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positive self-efficacy which could be ascribed to their academic background as depicted under 

the demographic part of the study.  

The results of various studies which examined the issue under discussion have suggested that 

teachers‟ perceptions of students‟ skill and knowledge levels tend to be relatively accurate 

(Jussim & Harber, 2005; Ready & Wright, 2011), but teachers‟ accuracy is lower (and bias is 

higher) when they do not know their students‟ background characteristics (Farkas, 2003).  And, 

even it is the worst when students come from highly stigmatized groups (McKown & Weinstein, 

2008). As to the researcher, labeling students level of proficiency subjectively without having 

empirical evidence is not sound. In case, if such a labeling is official made its negative impact is 

incalculable. This is due to the fact that not being good at English language may not  align with 

being academically null, so by identifying lacks and gaps students have on continuous basis, 

EAP teachers have to do their level best to intervene deficiencies students may come up with.  

 6.3. Academic Literacies and Study Skills Students Need to Be Acquainted with 

Among   key questions often raised concerning the nature of EAP is closely related to academic 

literacies university students need to acquaint with and what EAP teachers focus on in teaching 

learning process are the major ones.  The findings from this study show that students seem to 

give much attention to very critical academic literacy skills and common core study skills  

through which they shall be endowed with strategies of comprehending academic inputs and 

putting  them  into practice in  both domain specific and generic competency courses.  

In this regard, plethora of literature in the area suggest that common core English for Academic 

purpose  courses like communicative English skills to be offered at university level should have 

explicit purposes and these purposes should be crafted based on needs analysis. As the findings 

from the study show, study skills and academic literacies students at university level  need get 

aquatinted with were not given due attention by their respective EAP teachers  in the university 

under study rather skills of socialization ,which are features of EGP were highly valued. For 

instance, much attention was given to enabling students to pass reading examinations in expense 

of enabling them acquire critical and pragmatic reading skills. Moreover, purposes of listening 

skills like understanding contents of  audio-visual materials and skills of capturing seminar 

presentations at ease received less concern compared to issues like preparing students to pass 
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listening examinations, understanding oral instructions and note taking from lecture classes.  

With regards to speaking skills, much attention was not given to how students can effectively   

present findings of their studies and become influential communicators in professional world. 

Finally, teaching skills of report, summary and term paper writing were not considered as basic 

purposes of teaching writing skills. In contrary, note making and enabling students to be 

equipped with principles of effective writing were considered as crucial purposes of teaching 

writing skills.  However, opposed to invariability among teacher participants reaction with 

regards to why of learning skills, students seem to give equal attention all academic literacy 

skills in the four major skills. Therefore, it seems that students are not learning and being trained 

to be effective with equal consideration to socialization, study skills and academic literacy skills 

in domain specific and generic competencies needed at tertiary education system.  In this regard 

Hyland (2006) argues when learners are engaged with these issues EAP has matured as a field, 

and practitioners have to come to see themselves as not simply preparing learners to study in 

English language is enough, but they have to develop new kinds of academic literacy which will 

equip students to take part in new academic and cultural contexts at tertiary level. 

However, teacher respondents in the university under study seem to have a blurred understanding 

of the difference between study skills and academic literacies when they were asked to tell the 

difference between these EAP strands leave alone acquainting students with sound study skills 

and academic literacies university students need to acquire.   

6.4. Input Types Students’ Need to Be Exposed to 

Literatures in the area of EAP advise English language teachers to use minimal inputs and 

appropriate tasks which serve as a vehicle in addressing learners‟ needs. Out of reading inputs 

students need to be exposed to,   reading extracts taken from books in their fields of studies, 

articles and journals of various kinds are among the most preferred ones.  In contrary to these,   

reading texts in the course book „Oxford English  for Career: Technology 1‟ is the least preferred 

input type pre-engineering students at ASTU need to be exposed to in Communicative English 

Skills. 

However, Communicative English Skills teachers in the university under investigation rather 

give little concern for input types which were valued too much by their respective students. This 
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is evident from their actual classroom practices and replies to questionnaire and interview 

questions posed to spot reading input types that they give priority to when offering the 

EnLa(1011) .   

When comes to listening skills input types students need to be exposed to, pre-engineering 

students at ASTU need to improve their listening skills by being exposed to varied types 

listening skills input types which gives them an opportunities to moderate their listening skills 

pace and comprehension by rewinding and forwarding the recoded extracts.  However, this was 

not taken into consideration by Communicative English Skills teachers in the study site in 

practice though they theoretically believe that using varieties input types is essential to address 

their students‟ needs.   

In connection with speaking skills inputs pre-engineering students‟ needs to be exposed to, they 

need communicative scenarios in which they develop presentation skills in the domain specific 

academic sphere and potential of making scientific argumentations to great extent.  Moreover, 

they need to get exposed to communicative scenarios which equip them with skills of making 

public speech in both academic and non-academic contexts.  However, these needs were not 

addressed as far as the results from classroom observations and teachers‟ interviews are 

concerned. 

Finally, though students need to be exposed to domain specific summary and report writing skills 

scenarios to great extent they were practically exposed to simple non-analytical and less rigorous 

paragraph level genres. 

6.5. Suitability of Communicative English Skills Course Book/s in Use 

One of the most magnificent arguments in EAP teaching is concerned with the selection and 

use of authentic versus non-authentic, general versus subject-specific and simple versus complex 

materials as far findings of several studies are concerned. The problem is that in the real world 

teachers barely save any time to research and develop appropriate and useful materials (Jordan, 

1997). Therefore, it is believed that many teachers have become slaves of the published course 

books available. In connection with, Gatehouse (2001) notes as no one of ESP text could live up 

to its name. From this one can understand that undertaking evaluation of course book quality or 

fitness for purpose is mandatory in order it suits for intended objectives. 
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In examining the course book in use at ASTU, qualitative yardsticks which are adapted from 

Nunan(1988) and Bella and Gower (1998)  were employed focusing on four basic areas of 

textbook evaluation. The parameters used in the current study are:(i)Is the teaching material 

contextually fit?; (ii)Can the material stimulate interaction and reflection through information gap 

and transfer tasks?; (iii)Are language skills integrated effectively in the units of the teaching 

material?,  and (IV) Is the book supported efficiently by essentials like audio-materials?   

To answer the first question, which says, “Is the teaching material contextually fit?” Two criteria 

were used. The first one is related to relevance of the course book in terms of its intended 

objectives. And, then it examined if topics and themes in the book enhance meaningful and 

purposeful use of the target language for academic purpose or not.  

The courses book in use to teach Communicative English Skills at ASTU is not in harmony the 

course objective sated in the harmonized curriculum. This is due to the fact that  the expected 

objectives of  each unit  in „Oxford English for career: Technologhy1‟‟ were not stated focusing 

on study skills and academic literacies students have to develop upon completing the units apart 

from focusing on English for specific academic purposes without given much attention to 

transferable EAP literacy and skills. Furthermore, the course outline in itself does not stipulate 

the objectives of offering Communicative English Skills in Ethiopian academic scenario except 

enumerating learning outcomes which are adopted from Washington Accord (WA) graduate 

attributes (see Appendix ‟I‟). 

The second parameter which was used in analyzing contextual fitness of units from „Oxford for 

career: Technologhy1‟ is that whether topics and themes in the units enhance meaningful and 

purposeful use of the target language for academic purpose or not. In this regard, if amendments 

are made on the nationally recommended course book, it could possibly address learners‟ needs 

over the one the course which is in use at ASTU.  

When moves to evaluation of whether the teaching materials, in this case, course books under 

scrutiny   comprises of  type tasks and activities which stimulate interaction and reflection, the 

difference is visible. Tasks and activities in the course book which is recommend to be used in 

all public universities Ethiopia seem advance form simple to complex in most cases whereas the 

course book in use at ASTU seem not up to standard since almost all activities in „Oxford for 
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Career : Technology 1‟  are straight forward questions devised from listening and reading texts 

in the unit. Moreover, in case of exposing learners to varieties of tasks that enhances their critical 

thinking and problem solving skills „Oxford English for career: Technologhy1‟ in most cases 

focuses on gap filling, which is very mechanical. The other problem that could jeopardize 

interaction and reflection is that answers to all activities are annexed to the students‟ text. Thus, 

students may refer to answers without pondering for a fraction of second.   

Finally, this finding harmony with what Belcher (2006) notes about EAP material and tasks. It is 

mentioned in his work   that EAP is often seen as a materials-driven rather than being tasks and 

methods-driven initiative. Hence, he argues that different types of tasks should be incorporated in 

the EAP teaching in order to trigger a realistic learning process. In similar fashion, Widdowson 

(1998) emphasizes,  “It would be counterproductive to instruct students in outdated generic 

conventions” (p. 10). Therefore, he advises that EAP textbook writers and teachers should make 

use of engaging, relevant, and useful activities that had better been developed after considering 

needs of different parties that could benefit from the course to be offered. 

The third major parameter used in evaluating EAP text books in use is related to the extent to 

which different language skills are effectively integrated.  And, the finding of the study in this 

regard shows as that as tasks and activities in „Oxford for Career: Technology1‟ were prepared in 

an integrated manner. For instance, in unit one, two and three of the course book, there is no any 

intensive reading text part through which the four major languages skills could possibly be 

integrated by designing a pre-, while- and post-reading activities.   

On the top of these, findings from the question that was devised to know whether EAP books in 

use at university under study was supported efficiently by essentials like audio-materials or not 

show that „Oxford English for Career: Technolgy1‟ has audio-material that could facilitate the 

teaching learning process of listening skills had answers of listening activities were not annexed 

to the textbook.  Hence, annexing answers of each and every listening extract has made the 

incorporation listening activities in the course book a futile.  

Opposed to this drawback, there is an interesting part in the course book.  This part is the web 

request portion which we cannot find in course books and modules prepared in the context of 

higher institutions in Ethiopia. The researcher of this study has a subscription that if sound 
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orientation is given on how they use the search engines appropriately this part could   open up 

windows of opportunities for students to use virtual learning when learning EAP courses of this 

kind.  

Though there is a harmonized syllabus meant for Communicative English skills teaching in 

rhetoric, university under study was neither using the recommended syllabus nor designed its 

own syllabus that fosters critical-pragmatic EAP. Communicative English syllabus and teaching 

material in use at ASTU were adopted from Washington Accord (WA) graduate attribute. 

Moreover, the course book in use in this university is entitled as „Oxford English for Career: 

Technolgy1‟ which is published by Oxford university Press. From The course book 

nomenclature and the details in the sample units annexed to this study, it is possible to conclude 

as a „narrow-angled‟ EAP was being implemented at ASTU.  

Using a commercial course book is not a problem itself if it addresses learners‟ needs. This is 

because students‟ needs assessment remains elemental to EAP (Dudley-Evans, 1998; Dudley-

Evans & St John, 1998; Jordan, 1997). Moreover, it is a unifying feature of any EAP course in 

which objectives and contents of each course is defined according to learners‟ functional needs 

in the target language and how they are expected to perform in conforming to the norms and 

conventions of their academic disciplines.  Despite these facts, nothing is said in the course 

outline (course guide book in case of harmonized curriculum) about the rationale for adopting 

the course book. As it has been pointed out by Chambers (1997), materials to be used in EAP 

class should be chosen by the possible highest number of users to boost the feeling of ownership. 

However, this was not carried out when replacing the recommended EnLa(1011) textbook with 

Oxford English for Career: Technolgy1‟as far as the findings from this study is concerned.  

To this end, opposed to practices in the university under study, several empirical studies in the 

area of syllabus design and material development in general and EAP in particular mention that 

needs analysis should be undertaken to develop a new syllabus and teaching material or to revise  

the existing ones. In connection with this, as indicated in Clark (1987) , syllabus and material 

development should be done periodically by taking into consideration the classical humanism‟s, 

reconstructivism‟s and progressivism‟s views into consideration.  However, the finding shows as 

there is still the dominance of classical humanisms view in which university professors consider 

themselves as the guardian of the nation and use syllabus of any kind by making use their own 
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experience as the major point of departure in EAP course provision.  This shows that  university 

under study seem to follow trend before advent of ESP, in which courses   in English language 

teaching were largely based on the teacher‟s intuitions about learners‟ needs which is carried out  

only by identifying and prioritizing the discrete language items that were found in target texts 

(Hyland, 2006). On the top of this, the practice of EAP course book preparation or selection was 

evidence based at ASTU since majority of teacher respondents did not even tell the researcher of 

the study the type of syllabus they were using.  Finally, Communicative English Skills syllabus 

design, material development practices were almost among ignored activities in university under 

investigation even though designing an appropriate syllabus and developing a sound teaching 

material should have to be an on-going process as noted in Johnson (1989).  
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CHAPTER SEVEN 

SUMMARY, CONCLUSION AND RECOMMENDATION 

7.1. Introduction 

This chapter   strives to summarize, conclude and suggest possible solutions for the problems 

identified through the current study. Analysis of data gathered via questionnaire, observation, 

interview, and document analyses were made separately, and then discussions of the major 

findings were made in line with specific objectives of the study. And, in this chapter, gives a 

brief summary and conclusions pertinent to the major findings of the study. Finally, possible 

recommendations and implications are forwarded.  

7.2. Summary  

Here under, the researcher attempts to summarize the findings of the study based discussion 

made in the preceding chapter. Consequently, the study came up with the following summary. 

Pre-engineering students in the university under study seem to give due focus for the four 

language skills with slight difference between productive and receptive skills. This is to mean 

that they give priority to speaking and writing skills over reading and speaking skills. However, 

Communicative English Skills teachers at ASTU give much attention to speaking and writing 

skills at the expense of the two receptive skills.  

Moreover, Communicative English skills teachers in the university under study perceive that 

their students‟ level of English language proficiency is poor and, thus they usually focus on tasks 

provided in the course book which are simple and straight forward in most cases.  Opposed to 

teachers‟ perception of their students‟ level of English language proficiency, student respondents 

seem to have positive outlook about them.  This is because students who are currently joining 

ASTU are those who have a good academic record as far as their entrance exam result is 

concerned.   

EAP courses like Communicative English skills need course book in the context where virtual 

and e-learning is not fully implemented. The study shows Communicative English skills teachers 

were neither using the nationally recommend syllabus nor developed their own in-house course 

book/module rather they have been using a syllabus whose learning attributes are coped directly 

from Washington Accord, and the Course book „Oxford English for Career: Technology 1‟ 
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which is not reflective of Ethiopian culture and at the same time meant for „narrow angled‟ EAP. 

In general, Syllabus and material adoption was practiced instead of adapting them to suit to the 

learners needs.  

Inputs and tasks incorporated in the course book in use at ASTU has little room to integrate the 

four language skills since it did not have the intensive reading part through which different 

academic literacy skills are practiced when doing pre-, while-and post-reading tasks. In contrary 

to absence of relevant reading passages, extracts meant for listening skills along with their 

answers are annexed in the course book‟ Oxford English for Career: Technology 1‟ which made 

the listening skills tasks futile. 

Moreover, the purposes of teaching EAP courses like EnLa(1011)  are not properly internalized 

by teachers who were offering Communicative English Skills in university under study. The 

findings of the study shows as there was a blurred understanding of what sorts of study and 

academic literacy skills to be focused on in teaching each major language skills.  In this regard, 

results from  interview and their classroom observation  show that EAP teachers in the university 

under study  seem to consider communicative English skills is meat to boost majorly interactive 

skills without giving due emphasis for university level common core academic literacies and 

study skills. Finally, critical-pragmatic EAP, which is a current issue in EAP course provision, 

has received little attention in the course guide book and the syllabus in use at ASTU.    

7.3. Conclusion  

Based on the major findings of the study, the following conclusions are made: 

The course, Communicative English language skill, has been offered in the university under 

study since its establishment. However, little attempt was made to redesign the course or adapt 

the existing recommended syllabus in order it suit to learners need. This shows that EAP teachers 

seem to teach what they like to teach instead what students‟ needs to learn.  

 

Since teachers have perceived that teaching productive skills is  more important than receptive 

skills, academic literacy and study skills related to listening and reading skills students need to 

develop in the university academic sphere were not given due attention. This implies that as EAP 

teachers in the university under investigation were not effectively implementing an integrated 

approach to CLT teaching and at the same time even not properly focusing on the productive 

language skills since Academic writing is inseparable from Academic reading in practice. 
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Moreover, EAP teacher respondents seem to have a unclear understanding of what makes EGP 

different from EAP courses and what basic generic competencies to be focused on, the course is 

not serving the purpose it should serve rather it seems as if has been offered to full fill the 

requirement.  In addition to this, majority EAP teachers in the university under study were 

offering the course with a very limited exposure to issues related to EAP syllabus design and 

material development. Hence, they were offering the course by being servant of commercial text 

book without taking into account learners‟ needs.  
 

In university under study, the course book recommended by the harmonized curriculum was not 

in use when offering Communicative English skills. In this regard, rather than revising or 

adapting the recommend harmonized course book, EAP teachers at ASTU were using „Oxford 

for Career: Technolgy1‟, which is design with basic tent of ESAP.  This teaching material is 

imported from aboard along with it course outline (it is named as course guide book in the 

harmonized syllabus).  From this it is possible to conclude that students at ASTU have been 

learning EnLa(1011) course  which does not have cultural and situational relevance.  
 

7.4. Recommendations 

Every concerned body is supposed to take share and exert their unreserved contribution to 

reconcile the prevailing inconveniences related to EAP course provision in general and 

Communicative English skills in particular. It is not an issue left for English language teachers in 

order to close the gap or make it narrow.  Issue related to developing suitable course books that 

suit with learners‟ needs should be a concern for major area teachers, the department heads, the 

university administration and HESC.  

Accordingly, the following recommendations are forwarded to curb dawn the problems 

identified.  

1. English language department heads should plan for periodic evaluation of effectiveness EAP 

courses in general and Communicative English skills in particular so as to initiate syllabus 

design and textbook renewal/ modification.  

2. EAP teachers should be offered training on the recent   EAP pedagogy both in a pre-service 

and in-service modality in order they clearly understand the difference between EGP and 
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EAP, and then act as EAP practitioner who can do needs analysis and develop suitable 

teaching materials.  

3. This is an era of technology; hence, instead of waiting for advanced language laboratory, it 

seems sound to establish computer lab where listening skills inputs could be shared and 

accessible to students as need be. 

4.   The EAP  teachers,  at  the  inception of each academic year,  ought  to  be  inquisitive  

enough  about  their students‟ background knowledge, want, exposure, and objectives of 

learning EnLa(1011) to pronounce a good commencement. They, then adapt the textbook and 

implement various tasks/techniques of teaching EAP courses.    

5. It is worthwhile if a communicative English skill is offered by teachers who have at least 

taken at least one or two courses in the area of „syllabus design and material development‟ 

and „CLT Pedagogy‟. This is due to the fact that Communicative English Skills is a course 

which requires adapting tasks and activities that fosters interaction and at the same time 

acquaints students with academic literacies and study skills needed at tertiary education level. 

6. It is appropriate to design EAP syllabus and course book that incorporate both feature of 

ESAP and EGAP as to address the diverse target and learning needs of the students. 
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ANNEXES 

APPENDIX ‘A’ (QUESTIONNAIRE FOR EAP TEACHERS) 

Addis Ababa University 

College of Humanities, Language Studies and Journalism and Communication 

Department of Foreign Languages and Literature 

 

Dear Respondent, 

This questionnaire is a part of PhD dissertation. It mainly focuses on teaching English for 

Academic Purpose in Ethiopian public universities. The finding of this study is used only for 

research purpose and it gives due attention to practical problems related Communicative English 

skills syllabus design and instruction. 

Thus, you are kindly requested to complete this questionnaire with the maximum objectivity as 

your response is kept anonymous and confidential. You are not expected to write your name on 

the questionnaire. Thank you in advance for your cooperation! 

Part I: Background Information  

Direction: The following questions are devised to collect information related to your personal 

details. Please, read each item carefully and tick () in the appropriate box given adjacent to 

each alternative. 

 

 

1. Sex :   A) male             B) female      

 

2. Qualification:  A) B.A             B) BED                C) MA                     D)    PhD  

 

3. Area of Specialization :A ) TEFL       B) Linguistics  C) Literature 

 

  D) Journalism  E) other 

      5. Employment Type: A) Full time                       B) par timer    

 

6. Teaching experience   : A) 0-3 years              B) 4-7 years                   C) 8-12 years      

 D) 13-20 years             E) above 20 years   

7. Load per a week: A) below 10             B) 12-18            C) 19-25           D) Above 25   
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Part II: General Information about your students’ of English language skills 

Question 1- Rate the following English language skills in terms of their importance to your students‟ 

academic study. Please, read each item carefully and tick () in the appropriate box given adjacent to 

each alternative. 

Key: 5= very important, 4= important, 3=medium, 2= less important, 1= not important 

No. Skill category Language  skills 5 4 3 2 1 

1 Major skills Listening      

2 Speaking      

3 Reading      

4 Writing      

5 Linguistic 

components 

Grammar      

6 Vocabulary      

Level of Importance of English language skills 

Question 2- What is/are your justification(s) for the responses you indicate in the table-1 above?  

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________

__________________________________________________ 

Question 3- To what extent most of your students are good at the following English language 

skills? Please, rate in terms of their language proficiency using the following scale. 

Key:   5= Excellent   4 = Very good 3 = Average 2 = Poor 1= Very poor 

No. Skill category Language  skills 5 4 3 2 1 

1 Major skills Listening      

2 Speaking      

3 Reading      

4 Writing      

 Perceived Level of students‟ English Language Skills  

Question 4: What is/are your justification(s) for the responses you indicated in the table-2 

above?  

_____________________________________________________________________________________

_____________________________________________________________________________________

____________________________________________________________________________________ 
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Question 5: To which inputs or scenarios do you think students need to be exposed to?  

       Key: 5= Very high 4 = high 3 = to some extent 2 = little 1= not at all 

If there is other, please, specify……………………………………   

 Inputs or scenarios your students need to be exposed to 

Language skills No Type of inputs or scenarios your  students need to be 

exposed to 

5 4 3 2 1 

   Reading Inputs      

Reading Skills 1 Articles and journals of different kind      

2 Extracts from books in their fields of  study      

3 Newspapers and magazines      

4 Reading texts which are available on the course 

book called „Oxford English for career: 

Technology1‟ 

     

Listening skills  Listening inputs      

1 Recorded materials to be listened in the Language 

lab of the university 

     

2 TV programs in English language      

3 Radio programs in English language      

4 Listening Materials on the web pages      

5 Your  talk      

6 Listening extract on the course „Oxford English for 

career: Technology1‟ 

     

 

 

Speaking skills 

 speaking  skills scenario       

1 Debates      

2 Impromptu public speech      

3 Prompt public speech      

4 Memorized speech(e.g. story telling)      

5 Role plays      

6 Presentation on topics selected from students‟ field 

of study. 

     

Writing skills  writing skills  scenario      

1 Controlled paragraph writing       

2 Guided paragraph writing      

3 Free paragraph writing      

4 Controlled essay writing      

5 Guided essay writing      

6 Free essay writing      

7 Summary writing from reading      

8 Writing reports of different types      

Study skills 1 Planning/time management training      

 2 Stress management       

 3 Preparation for test/examination      

 4 Referencing and citation      

 5 Creative and critical thinking      
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Question 6- For which purpose (s) do your students attach the highest value in communicative 

English skills? 

Key: 5= Very high 4 = high 3 = to some extent 2 = little 1= not at all 

Purposes of Learning Different Language Skills 

If there is other, please, specify………………………… 

 

Language 

skills 

No Purposes  5 4 3 2 1 

   Purpose of reading      

Reading 

Skills 

1 To develop knowledge in their field study.      

2 To widen students‟ vocabulary, mainly terms related to their 

profession. 

     

3 To enable them write summaries/essays as per   major courses 

teachers‟ instructions from reading. 

     

4 To make them effective in tackling examination.       

5 To deepen their general knowledge.      

Listening 

skills 

 Purpose of listening      

1 To  enable them understand the content of lectures      

2 To make them understand teachers‟ oral instructions.      

3 To help students in order they understand audio and visual 

materials related to their department. 

     

4 To be able to understand oral presentations in seminars.      

5 To enable them pass listening examination successfully      

 

 

Speaking 

skills 

 Purpose of Speaking      

1  To enable them make oral presentations (with or without having 

notes) in different situations. 

     

2 To enable them ask questions in English in class (for 

clarification, for information…). 

     

3 To enable  them participate in class (answering questions, giving 

opinions, agreeing, disagreeing …) 

     

4 To help them  practice how to present the findings of the studies      

5 To enable them become influential in the professional 

world(becoming a member of international organizations) 

     

Writing 

skills 

 Purpose of Writing      

1 Note making skills from different books that will be included into 

essay or paragraph. 

     

2 Taking notes from lectures.      

3 Writing reports on min-research.      

4 Summary writing from reading.      

5 Writing effective   term papers.      

6 Applying principles of  effective writing (introduction, topic 

sentence, conclusion. cohesion …) 

     

7  Paraphrasing  others idea (putting an idea in one‟s own words)      
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Question 7- Which one of the following do your students find most difficult in communicative 

English classes? 

Key: 5= most difficult 4= difficult 3=average 2= least difficult 1=easy 

If there is other, please specify…………………………………… 

Level of Difficult of Communicative Activities 

Question 8- Which grammar points do think your students need to learn most at this level? 

Key:5= Very high 4 = high 3 = to some extent 2 = little 1= not at all 

If there are others, (please, specify) ……………………………………… 

Preferred Grammar Points 

Question 9- what is your reason(s) for the responses you have given in the table under question 

8 above? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

_____________________________________________________________________________ 

 

  

No. Challenges  5 4 3 2 1 

1 Understanding native/ native-like pronunciation      

2 Taking note from spontaneous talk/speech      

3 Using appropriate terms or vocabularies      

4 Expressing an idea or giving opinion suddenly      

5 Arguing on  a given topic       

6 Using appropriate discourse markers      

7 Writing an introduction, body and conclusion 

effectively 

     

8 Writing Summary from reading        

9 Organizing  ideas appropriately      

10  Using appropriate language structures      

No. Language structure needed most 5 4 3 2 1 

1 Reported speech      

2 Conditional sentences      

3 Active and passive voice      

4 Adverbial phrases and clauses      

5  Subject and verb agreement      

6 Pronouns(1
st
,2

nd
  and 3

rd 
persons)      

7 Relative clauses      

8 Tenses       

9 Articles      

10 Conjunctions      
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Question10- Which vocabulary types do think your students need to learn most at this level?  

Key:5= Very high 4 = high 3 = to some extent 2 = little 1= not at all 

 

Others (please, specify)……………………………………………… 

Preferred Vocabulary Type 

Question 11- what are the major strengths and weaknesses of Communicative English skills 

(EnLa1011) course that you have been offering in backing up your students‟ success in their 

academic and professional life? 

Strengths if any 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

Weaknesses if any 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

Question12-What do you think will be done in order to make this course as effective as 

possible? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

No. Types of vocabularies  you often teach 5 4 3 2 1 

1   General vocabulary needed in the daily life.      

2 General vocabulary with higher frequency in their academic area.      

3 A very Technical vocabulary in their field of study.      

4  Specific vocabularies that are used in the world of work.      
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APPENDIX ‘B’ (QUESTIONNAIRE FOR PRE-ENGINEERING STUDENTS) 

ADDIS ABABA UNIVERSITY 

College of Humanities, Language Studies and Journalism and 

Communication 
Department of Foreign Languages and Literature 

Dear Student, 

This questionnaire is a part of PhD dissertation. It mainly focuses on of the common course, 

„Communicative English Skills‟ (EnLa1011), which   you are taking this semester. The finding 

of this study is used only for research purpose, and it enable the researcher to examine the extent 

to which your needs were addressed in teaching learning process of EnLa (1011). On top of this, 

it helps the researcher to suggest an alternative strategy of addressing learners‟ present and future 

needs through this course.  

Thus, you are kindly requested to complete this questionnaire with the maximum objectivity.). 

Please, do not write your name on this questionnaire.  Thank you in advance for your 

cooperation! 

Part I: Background Information  

Direction: The following questions are devised to gather information related to your personal 

details. Please, read each item carefully and tick () in the appropriate box that is given 

adjacent to each alternative. And, for item 1 and 6 below write your answer on the space 

provided. 

1. Sex: A) Male                         B) Female                               

2. Your previous Residence:     A) Town                          B) Countryside    

3. In which school type did you attend your preparatory school education?                              

   A) Government school                        B) Boarding school 

 C) Private school                                     D) If Other, please state it._______________  

5. In which category does your university entrance exam result fall? 

A. Below 350                   B. 350-400                        C. 401-450                D. 451-500                                                 

  

E. 501-550                         F. above 550 

6. How much was your English language entrance exam result? ______ 
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Part II. General Information about your English language Skills  

Question 1- Rate the following English language skills in terms of their importance in your academic 

study. Please, read each item carefully and tick () in the appropriate box given adjacent to each 

alternative. 

Key: 5= very important, 4= important, 3=Undecided, 2= less important, 1= not important 

No. Skill category Language  skills 5 4 3 2 1 

1 Major skills Listening      

2 Speaking      

3 Reading      

4 Writing      

5 Linguistic 

components 

Grammar      

6 Vocabulary      

Level of Importance of English language skills 

Question 2- What is/are your justification(s) for the responses you indicate in the table-1 above?  
_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________

_____________________________________________________________________________________

__________________________________________________ 

Question 3- To what extents are you good at the following English language skills? Please, rate 

the following questions in terms of your English language proficiency. 

Key:   5= Excellent   4 = Very good 3 = Average 2 = Poor 1= Very poor 

No. Language  skills 5 4 3 2 1 

1 Listening      

2 Speaking      

3 Reading      

4 Writing      

  Level of students‟ English Language Skills Proficiency 

Question 4- What is/are your justification(s) for the responses you indicated in the table-2 

above. 

______________________________________________________________________________

______________________________________________________________________________ 
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Question 5- To which input types do you need to be exposed to?  

       Key: 5= Very high 4 = high 3 = average 2 = little 1= not at all 

 

If there is other, please, specify……………………………………… 

Different Academic scenarios or inputs students need to be exposed to 

 

 

Language skills No Types Inputs/scenarios  5 4 3 2 1 

   Reading Inputs you need to exposed to      

Reading Skills 1 Articles and journals of different kind      

2 Extracts from books in their fields of  study      

3 Newspapers and magazines      

4 Reading texts on the course book called „Oxford English for 

career: Technology1‟ 

     

Listening skills  Listening  inputs you need to Be Exposed to      

5 Language lab in the university      

6 TV programs      

7 Radio programs      

8 Materials on the web      

9 English teacher‟s  talk      

10 Listening extract from a given course book       

 

 

Speaking skills 

 speaking Situations  you  need to Be Exposed to      

11 Debating      

12 Impromptu public speech      

13 Prompt public speech      

14 Memorized speech(e.g. story telling)      

15 Role playing      

16 Presentation skills on topics selected from your field of study      

Writing skills  Writing Situations  you need to exposed to      

17 Controlled paragraph writing      

18 Guided paragraph writing      

19 Free paragraph writing      

20 Controlled essay writing      

21 Guided essay writing      

22 Free essay writing      

23 Summary writing from reading      

24 Writing reports of different types      

Study skills 25 Planning/time management      

26 Stress management      

27 Preparation for test/examination      

28 Referencing and citation      

29 Creative and critical thinking      
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Question 6- For which purpose (s) do you attach the highest value when you attend 

communicative English skills? 

 Key: 5= Very high 4 = high 3 = to some extent 2 = little 1= not at all 

 Purposes of learning different English language skills 

 

 

 

 

 

 

Language 

skills 

No Purposes  5 4 3 2 1 

   Why of learning  reading skills      

Reading 

Skills 

1 To develop knowledge in my field of study.      

2 To widen my vocabularies, mainly terms related to my profession.      

3 To be able to write summaries/essays as per   major courses teachers‟ 

instructions from reading. 

     

4 To be effective in tackling examination.       

5 To deepen my general knowledge.      

 6 To entertain myself.      

Listening 

skills 

 Why of learning  listening skills      

7 To  understand the content of lectures.      

8 To  understand teachers‟ oral instructions.      

9 To understand contents of audio-visual materials related to their department.      

10 To be able to understand oral presentations in seminars.      

11 To be able to pass listening examinations successfully      

 

 

Speaking 

skills 

 Why of learning  Speaking skills      

12  To learn how to make oral presentations (with or without having notes) in 

English language classes. 

     

13 To be able to ask questions in English in class (for clarification, for 

information…). 

     

14 To participate actively in class discussions (answering questions, giving 

opinions, agreeing, disagreeing …) 

     

15 To practice how to present the findings of mini studies.      

16 To become influential in the professional world(becoming a member of 

international organizations) 

     

Writing 

skills 

 Why of learning  Writing skills      

17 To practice how to make notes  from different books that will be included 

into essay or paragraph. 

     

18 To acquire skills of Taking notes from lectures.      

19 To acquainted with skills of Writing reports of min-research.      

20 To be able to write summary writing from farther reading.      

21 To acquire skills of writing effective   term papers.      

22 To apply principles of effective writing (introduction, topic sentence, and 

conclusion. cohesion …) 

     

23  To Paraphrase  others‟ idea (putting an idea in one‟s own words)      
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Question 7- Which one of the following activities do you find most difficult in communicative 

English classes? 

Key: 5= most difficult 4= difficult 3=moderate 2= least difficult 1=easy 

No. Challenges  5 4 3 2 1 

1 Understanding native/ native-like pronunciation      

2 Taking note from spontaneous talk/speech      

3 Using appropriate terms or vocabularies      

4 Expressing an idea or giving opinion suddenly      

5 Arguing on  a given topic       

6 Using appropriate discourse markers      

7 Writing an introduction, body and conclusion effectively      

8 Writing Summary from reading        

9 Organizing  ideas appropriately      

10  Using appropriate language structures      

 

If there is other, please specify…………………………………… 

Level of Difficult of Communicative Activities 

Question 8- Is learning grammar important in order to become effective in your academic study? 

a. Yes 

b. No 

Question 9- If your answer is „yes‟ for item „8‟ above, what is its importance?  

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

 

Question 10- To extent do you need to learn the following grammar points at this level? 

Key: 5= Very much 4 = much 3 = to some extent 2 = little 1= not at all 

 

If there are others, (please, specify) ……………………………………… 

Preferred Grammar Points 

 

No. Language structure needed most 5 4 3 2 1 

1 Reported speech      

2 Conditional sentences      

3 Active and passive voice      

4 Adverbial phrases and clauses      

5  Subject and verb agreement      

6 Pronouns(1
st
,2

nd
  and 3

rd 
persons)      

7 Relative clauses      

8 Tenses       

9 Articles      

10 Conjunctions      
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Question 11- what is your reason(s) for the responses you have given in the table under question 

10 above? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

_____________________________________________________________________________ 

Question12-To which types of vocabularies do you need to learn most?   

Key: 5= Very much 4 = much 3 = to some extent 2 = little 1= not at all 

No. Types of vocabularies  you often teach 5 4 3 2 1 

1   General vocabulary needed in the daily life.      

2 General vocabulary with higher frequency in my 

academic area. 

     

3 A very Technical vocabulary in my field of study.      

4  Specific vocabularies that are used in the world of work.      

Preferred Vocabulary Type 

 

Question 13- Please; add any other needs that you have with regards to learning vocabularies? 

a.______________________________ 

b.______________________________ c._____________________________ 

 

 

Question 14- what are the major strengths and weaknesses of Communicative English skills 

(EnLa1011) course that you have been offering in backing up your students‟ success in their 

academic and professional life? 

Strengths if any 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 

Weaknesses if any 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

____________________________________________________________________________ 



 
 

148 | P a g e  
 

Question15-What do you think will be done in order to make this course as effective as 

possible? 

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________

______________________________________________________________________________ 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 
 

149 | P a g e  
 

APPENDIX ‘C’ 

Interview Guide for EAP Teachers 

Dear participant,  

 The researcher of this study aims at investigating EAP course design, development and 

implementation trends in university you are working in. First of all, thank you very much for 

your willingness to take part in this study without hesitation. I want you to fill free and respond 

to the following questions genuinely. 

1. For how many years have you taught communicative English skills? And, would you tell 

me your area of specialization?  

2. Do think teaching communicative English skills require special training? Why/why not? 

3.  What is the basic purpose of offering Communicative English Skills? Follow up 

question: Is this course meant for academic or for general purpose? What is your 

justification? 

4. Do you think a communicative English skill that you are offering helps students to be 

effective in their academic and professional career?  

5. Do you use commercial texts or in-house teaching materials? Why? 

6. For which language skills do you give much attention when you offer communicative 

English skills? Why? 

7. For what sorts of study skills and university level academic literacies do often give much 

attention in the teaching learning process? 

8. What do you recommend in order provision of communicative English language skills 

become fruitful? 

 

 

 

 

 

 

 

 



 
 

150 | P a g e  
 

Appendix “D’ 

 

Interview Guide for English language Department Head 

Dear respondent, 

Thank you very much for being the participant of this study in advance! This research is an 

academic in its very nature, and you want to feel free and give me genuine responses to few 

questions that I am going to pose.  

1. Teachers with which specialization are offering Communicative English Skills in this 

university? 

2. Is there any mode of in-service training that backup provision of communicative English 

skills in this university? 

3. Would you tell me Communicative English Language Skills syllabus and material 

development practices? 

4. Have you ever made collaboration with other departments to whom this course is offered? 

5. Do you think that all skills are equally taught and assessed in this university? 

6. What do you recommend in order communicative English skills course fit for the purpose it 

is meant for? 
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Appendix ‘E’ 

Framework for Classroom observation 

1. Does the teacher introduce the objectives of lesson? 

2. Does the teacher use contextualized inputs or focused on inputs given in the course?  

3. Do tasks and activities used by the teacher incorporate study skills and academic literacy 

skills required at university level? 

4. Are skills were taught in an integrated manner or treated as they were in the course book 

„Oxford English for Career: Technology1‟? 

5. Does the teacher checked for the progress of the lesson? 
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Appendix ‘F’ 

Transcription of interview with EAP Teachers 

Transcription of interview with ASTUT1 

R:     Thank you very much for being participant of this study! This research is an academic in its 

very nature and you have to feel free and give me genuine responses to few questions that 

I am going to pose.  First of all, for how many years have you offered Communicative 

English Skills? 

ASTUT1:  For about 8 years at university level. In addition to this, I have taught English at 

secondary and preparatory level for about 5 years. Totally, I have 13 years teaching 

experience. 

R:       Great! Would tell me your field of specialization? 

ASTUT1:  My first degree is BED (Bachelor of Education) in English language and I have 

got my master degree in TEFL (Teaching English as a Foreign Language). 

R: Do think teaching course meant for English for academic purpose courses like communicative 

English skills requires a special training? If so, have you taken any? 

ASTUT1:  Sure! Teaching EAP course we are talking about call for trainings of different 

kinds, but unfortunately I haven‟t taken any in-service training except methodology 

courses I took when I was a student at university 

R :  You have already told me as you have taught English at secondary and preparatory 

school before becoming a lecturer at university. Would your share your experience if 

there is a difference in the syllabus type and provision modality of communicative 

English skills at university and secondary and preparatory school level? 

ASTUT1: Yes, there‟re is. English textbooks of secondary and preparatory school are designed 

on the basis of theme based syllabus and it is so general.  The textbook we are using here 

is designed to address needs of Technology related disciplines. It is of course imported 

from abroad to meet an international standard. If you look in to preparatory school 



 
 

153 | P a g e  
 

English textbooks, you can see six sections which encompass for major skills (Listening, 

reading, speaking and writing) two micro skills (vocabulary and grammar), but the 

„Oxford English for Career‟ we are using has mostly nine parts which include the four 

major skills, vocabulary, language spot, pronunciation, web request   . In general, I have 

not seen a radical difference. 

R:  Based on the contents and format of the course EnLa(1011) you are offering, would you  

tell me whether this course is mapped to English for Occupational Purpose or English for 

Academic purpose or English for General Purpose? Or to any other? 

ASTUT1: I haven‟t thought of these differences, but as I think it is more of English for 

occupational purpose. This is because if you see the title of the book we are using it says, 

“English for Career” and there is also apart which says, “It is my job”, so it is really more 

of English for Occupational purpose.  

R:  Okay! When did your university start using the course book „English for Career: Technology 

1”?  And, what initiated the university to do so?  

ASTUT1: we started using this book before five years. What initiated us to use this book was 

that the former modules didn‟t address students‟ needs. 

R: Would you share me experiences in this university with regards to communicative English 

skills syllabus design and material development? 

ASTUT1: Our University has decided three or four year ago as Communicative English skills we 

were offering did not address the need of our students, so we decided to use the teaching 

material and the syllabus that we are using now. I do not know the trend before six years, 

but since 2013 there is no such a thing as syllabus design and material development.  We 

currently teaching eight of 15 units included in the course book called, „English for 

Carrier: Technology 1‟. 

R:  Do think that the current textbook addresses students‟ needs? 

ASTUT1: To some extent yes, but I don‟t think it is that much effective.  The main problem is 

that some the activities in the course book are very elementary for our students. The other 
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problem is that there is no part that deals with situations in Ethiopia. Most of the contents 

are align to our students. 

R: It is really a very nice insight! Would you tell me your experience, I mean, have you ever 

taken part in communicative English teaching material preparation? 

ASUT1: I have not ever designed my own teaching material when offering this course. For one 

thing, I have little exposure of developing teaching material. On the other hand, the 

department abides us to cover eight of 15chapters included in the course book we are 

using, so I have no time to prepare additional inputs you asked me. The other problem is 

there is no any budget allocated to do this kind of intensive tasks. 

R:      It is really a good insight! Let me move to other question. In teaching learning process, 

would you give equal attention to all language skills? 

 ASTUT1: Yes of course, I teach each skills equally as the student text we are using facilitates 

this.  

R:     If so, it is so nice. I have seen during classroom observations as you mostly stick to inputs 

in the course book „Oxford English for Career: Technology1”. Do think tasks and 

activities included in the book qualify to effectively equip students with university level 

English for Academic Purpose literacy and study skills.  

ASTUT1: Tasks and activities under each skill are not that much challenging, so why shall I 

jump over the activities? The other point is inputs under each skills focus on technology 

related competencies. Therefore, I think they are all very essential. 

R: Now, let me take you further to issues related to collaboration between Department of English 

language and departments to whom Communicative English Skills is offered. Would you 

say few things about it? 

ASTUT1: There is no collaboration. Teachers of other departments consider this course as a 

course meant for requirement. There is no such experience in this university as far as I 

know. In the future, we have to work on it. 
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R: Finally, what do you recommend in order communicative English skills course fit for the 

purpose it is meant for? 

ASTUT1: First, comprehensive needs analysis should be conducted and the teaching material 

should be revised. The other important issue is intensive training should be offered on 

syllabus design, material development and evaluation to tailor common courses we are 

offering to students‟ needs.  

R: Thank very much for devoting your valuable time! 

Transcription of interview with ASTUT2 

R:  Thank you very much for being participant of this study in advance! This research is an 

academic in its nature, and you have to feel free and give genuine responses to few 

questions that I am going to pose.  First of all, for how many years have you offered 

Communicative English Skills? 

ASTUT2:  I taught this course for the last four years. Before becoming a lecturer, I have 

taught English language for five years at secondary school.  

R: Alright! Would tell me your field of specialization? 

ASTUT2:  At UG, I studied Applied English and my area of specialization at PG is TEFL. I 

have taken literature, linguistics and teaching skills almost equally at UG level.  

R:  Okay! Have you ever taken pedagogical courses at either undergraduate or post graduate 

study? 

ASTUT2: At UG level actually not. I remember I have taken this course at PG. To be honest, the 

time allotted to this course was insufficient by then. We sat for exam without being 

exposed to practical skills we have to be exposed to. 

R: If this so, it is a mess. Ehh.. Now, let me take you to very specific issues. Do think teaching 

course meant for English for academic purpose courses like communicative English skills 

requires a special training? If so, have you taken any? 
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ASTUT2:  What do you mean? Compared to other courses in the department of English, 

Communicative English Skills is the easiest one. In addition to this, as we have a 

standardized textbook designed for this course it is not a big deal. Actually, no need to 

offer training to communicative English Skills teachers as this course is offered  at 

UG[under graduate] level, so it is not necessary to give additional training for instructors. 

R: I‟m sorry for the interruption. I have already seen the textbook that this university is making 

use of as a course book which is „Oxford English for Career: Technology 1‟. For me 

there are lots of missing links. If you look at the title of the book itself it reads English for 

career, not English for Academic purpose, so how do you say the textbook you are using 

a standardized one and self-sufficient? 

ASTUT2: I understand you. What you mentioned is challenging, but it is none the business of an 

individual instructor in this university. I was told to use the course book by the 

department head some years back and I am discharging my responsibility accordingly. I 

have considered whether the contents in the books are prepared to develop English for 

career or English for Academic. For me, the very important thing is that can activities in 

each unit make students to communicate in English or not. 

R: Good! You have told me as you taught English language at Secondary school before joining 

this university as a lecturer. Is there a big difference in the format and contents of the 

course books and in the way English language is offered? 

ASTUT2: In terms of contents, English textbooks in use at secondary schools in Ethiopia focus 

on varied needs of students. The composition of secondary school student is 

heterogeneous. Some need to learn technology oriented contents and others may need art 

related contents and etc. Therefore, contents of secondary school text books seem to 

focus on cross-cutting issues. On the other hand, students at university level, as I think 

have a focused need. It is due to this fact our university decided to use contents related to 

technology in teaching English language. However, there is no difference in the teaching 

learning process. In both cases it is advisable to use student centered approach though the 

actual practice differ from teacher to teacher. 
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R:  Thank you very much! When did this university start using the course book „English for 

Career: Technology 1”?  And, what initiated it to do so?  

ASTUT2: I could not tell you exactly when the university started using this book as a major 

input. As I think, it was before four or five years. I didn‟t know what initiated the 

university to use this book. 

R: Would you share me your experiences with regards to communicative English skills syllabus 

design and material development? 

ASTUT2: I haven‟t even taken any practical course on syllabus design and material development 

in both UG and PG, so I haven‟t engaged in any form in syllabus design and material 

development. In addition to this, as we have the course book which we commonly use in 

the department, I haven‟t thought of this issue. The exposure I have couldn‟t allow me to 

design my own teaching material. The only thing, I often do is browsing reading texts 

and different model conversations from internet in order my students practice them. 

Don‟t ask me about teaching listening skills! We don‟t have stuffiest infrastructure to 

offer this skill in a very practical way. 

R:  Do think that the current textbook addresses students‟ needs? 

ASTUT2: What I can tell you from my experience is that students whom I have been teaching 

for the last four years were not eager to take the course. I am sure students whom I am 

teaching this course right now can drop the course had it not been a requirement. This 

does not mean that they are good at English. Whether you believe or not, some of the 

students couldn‟t tell you about their personal details. Even though I couldn‟t exactly tell 

you what the root cause for the dissatisfaction is, it doesn‟t address students‟ needs 

R: Bravo! Let me move to other question. In teaching learning process, would you give equal 

attention to all language skills? 

 ASTUT2: I give much attention to speaking skills, and I almost never teach listening skills. 

Moreover, I often teach grammar points like relative pronoun, conditional sentences, 

active and passive voice and tenses. The grammar parts which I teach are taken from the 

course book we are currently using. 
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R: well! I have seen during classroom observations as you mostly stick to inputs in the course 

book „Oxford English for Career: Technology1”. Do think tasks and activities included in 

the book qualify to effectively equip students with university level English for Academic 

Purpose literacy and study skills? 

ASTUT2: I am not quite sure.  I think this kind of issues needs a tangible evidence or empirical 

study. What I can tell you without hesitation is that it equips students with English 

needed at work place [EOP].   

R:  would tell me the extent to which departments to whom Communicative English Skills is 

offered collaborate with Department of English language to make the teaching learning 

process fruitful?  

ASTUT2: It I true that there is a very loose collaboration and coordination between these two 

parties. Other departments consider this course as a course for requirement, not as a very 

essential one. 

R: Finally, what do you recommend in order communicative English skills course fit for the 

purpose it is meant for? 

ASTUT2: one of the basic things is it good idea if syllabus design and material development is 

given as course both in UG and PG. I am forced to say this because I myself didn‟t 

clearly identify some of the concepts you raised in the interview.  

R: Many thanks for your valuable time! 
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Appendix ‘G’ 

Transcription of interview with English language Department Heads 

Transcription of interview with ASTU’s English language Department Head 

R Thank you very much in advance for giving me your precious time! This research is an 

academic in its nature, and you have to feel free and give me genuine responses to 

questions that I am going to raise one after the other.  First of all, would you tell me for 

how long you have worked on this post? 

ASTU Dep: For the last two years.  

R: Good! The term of office is as I think three years? 

ASTU Dep: Right!  I‟m left with one solid year.  

R:     Fine! I would like to know teachers with which specialization are offering Communicative 

English Skills in this university. Would you say few things about it? 

ASTU Dep: In my view, this course isn‟t an easy course as some may think. It needs a skill of 

organizing a class and coaching students to discuss and forward their ideas.  In reality, 

graduates of Linguistics, TEFL and Literature are offering this course, but if looked from 

professional point of view, it had better be offered by someone who has taken CLT 

methodologies in the first and second degree. For the second question that you asked me, 

the rationale for assigning graduates with specializations I have already mentioned is that 

there is nothing they can do except offering this course since English Language and 

Literature department isn‟t an active as independent entity or department to be studied 

R:      Thank you very much. It is obvious that the best teacher is experience. And, one can gain 

an experience through training and experience sharing. Thus, is there any mode of in-

service training that backup provision of communicative English skills in this university?  

ASTU Dep:  Majority of English language teachers in our university are so much experienced 

and as far as I know there was no special training given for them rather they give training 
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for supportive staffs on how to communicate effectively in English. In the future, I think 

we have to plan on this and learn from each other. 

R:   Other question that I want you to react on is related to language input. I have seen during 

class observation as English language teachers are not using the course book and syllabus 

recommended by harmonized curriculum. Why did you reject the recommend course 

book and syllabus? 

ASTU Dep: We haven‟t designed our own syllabus and developed our own teaching material in 

the last five years. You see to produce graduates in Engineering for international market; 

we have decided to teach English language, especially Communicative English based on 

international standards. To tell you our experience in old days, we were using college 

English volume-I and our own module long ago. However, these materials are similar 

with secondary and preparatory English textbook in form and content. After making 

discussion on importance ESP for engineering students, we decided to use standardized 

ESP textbook that addresses our students‟ needs.   Therefore, we selected the textbook 

„English for Career: Technolgy1‟ and the Washington Accord Syllabus. 

R:    Great! Do think this course book really address students‟ needs? 

ASTU Dep: This a very difficult question. Look! As I haven‟t carried out a research on this area, 

I couldn‟t give you an objective response. However, based on my informal observation it 

couldn‟t fully address our students‟ need. Teachers often complain as their students are 

not attentive and interactive enough as it is expected of them. Thank you for coming to 

this university! You reminded me to plan for needs analysis. 

R:    Okay. Now, let me take you to issues related to collaboration among Department of English 

language and departments to whom this course is offered to. For instance, do departments 

to whom Enla(1011) is offered avail essential inputs like  computer laboratory and 

overhead projector that enable students to  practice listening skills?  

ASTU Dep: I think we do have a nice harmony with departments to whom we give 

Communicative English skills. This doesn‟t mean that we have a formal discussion 

sessions with them, so what we can do is that we communicate with each of them through 

formal letter. In terms of availing necessary inputs like computer laboratory and overhead 

projector we don‟t have any problem. The problem we have isn‟t lack of inputs rather 

lack of commitment. 
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R:  Finally, what do you recommend in order communicative English skills course fit for the 

purpose it is meant for? 

ASTU Dep: as I think we can do lots of things in order Communicative English skills teaching 

become a productive course. One among them is revisiting the course ownership as 

teaching this kind of practical course requires teachers‟ acquaintance with 101 active 

learning techniques and CLT pedagogy. Moreover, we have to prepare different 

supplementary teaching materials that could facilitate interactive learning. 

R: Once again, thank you very much for giving me your valuable time. 
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Appendix ‘H’ 

Sample Transcription of Classroom Observation 

Transcription of ASTUT1’s third Round observation 

Date: 11/10/2018     Number of students: 18 

 

Time: 2:00-5:00 p.m.    Focus of the Lesson: Listening skills 

Class observed: pre-Engineering section „Y‟ 

The researcher arrived five minutes before the time scheduled for the class, and he sat at the back 

bench in order to capture every classroom episodes. The first thing that captured the researcher‟s 

attention was the physical condition of the class. It is very different from his experience, which is 

to mean it has a pulpit and at the same time not wide. 

Exactly at 2:05, the teacher entered the class and greeted the students, but very few replied. 

Then, he ordered one of the front benchers to clean the whiteboard. While the student was 

cleaning the board, he began the lesson as follows: 

ASTUT1: Why do we learn listening skill[s]? Anyone? 

S1: ehh, to develop our knowledge. 

ASTUT1: Good. What kind of knowledge? 

S1: Knowledge of Science, art and  a like. 

ASTUT1:Okay! Is there any one can clarify this?  

S2: As to me, we need to learn listening [skills] to develop the skill of comprehension. 

ASTUT1: That great! Any other more? 

S3: To be effective when we communicate in English. 
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ASTUT1: All of you are right.  Listening skills is a very important skill! If you are not good 

listener, you couldn‟t be good at speaking. These two skills are inseparable in their nature. Today 

you are going to listen to interview. First of all, takeout your textbook on page 11. Listen the 

interview carefully, and do exercise on page 11 and 12. The interview is about Alen‟s timetable. 

Look at Alen‟s timetable below. Before listening answer the following questions(saying this he 

went on writing questions on the whiteboard). 

1. What time do classes start each day? 

2. Which room is Maths in? 

3. Who teaches Calculus? 

4. What do students do on Tuesday and Thursday? 

ASTUT1: Let us begin from the first question, what time do classes start each day? 

S2:  2:00 a.m. 

ASTUT1: Are you joking? I am not asking you about your classes. Please, look at the timetable 

on page 11. Anyone? 

S4: at 3:00 a.m. 

ASTUT1: sure! Which room is Maths in? 

S5: 4.5 

ASTUT1: Who teaches Calculus? 

S1: B. Davis. 

ASTUT1: You are right! Daivs. What do students do on Tuesday and Thursday? 

S6:  They are free. 

ASTUT1: No, they are not free. They have self-study scheduled. Do we have this thing here? 

SS: No! 

ASTUT1: It is time to listen to the first part of the interview and answer questions under activity 

2 on page 11. (He played the listening extract from his laptop connecting it to an 
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amplifier. The audio lasted for four minutes. He gave them to finish the work within 7 

minutes. Then, he went around and checked their answer.)  

ASTUT1: Well done! Now, you are going to listen to the second part of the interview. You are 

required to fill the gaps in the timetable on page 11. There are 8 gaps to be filled. (He 

played the listening extract from his laptop again connecting it to an amplifier. He gave 

them to finish the work within 8 minutes.) Stop writing and let us complete it together.  

What is Alen‟s  schedule on Monday morning from 9:00-11? 

SS: Theory of structure. 

ASTUT1: Correct! What about in the afternoon from 13:15-14:15? 

S7: The same course. Theory of structure. 

ASTUT1: what course does Alen learn on Wednesday 11:15-12:15? 

S4: Communication. 

ASTUT1: Exactly! What about in the afternoon from 13:15-14:15? 

SS: Communication. 

ASTUT1: what course does Alen learn on  Friday at  9-0011a.m? 

S8: Fluid mechanics. 

ASTUT1: very nice! What about in the afternoon? 

S9: Project. 

ASTU1: Yes, he has the „project‟ on Friday afternoon. We will continue from here next 

period.(He left the class at 9:30 a.m.) 
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Transcription of ASTUT1’s Fourth Round observation 

Date: 18/10/2018 Number of students: the actual Size: 24; 21 of them were 

present 

Time: 2:00-5:00 p.m.  Focus of the Lesson:  Simple present vs. present continuous tense 

Class observed: pre-Engineering  section „Y‟ 

The teacher started the lesson without revising what they have learned the other day. He wrote a 

title, „Present simple v present continuous‟ on the whiteboard. Then, he asked, “What is the 

difference between simple present and present continuous tenses?”  

S1:   Simple present tense is a „V1‟ form whereas present continuous tense is the –„ing‟ form. 

ASTUT1: It is a nice attempt! Who can explain it more? 

S2: Simple present is used in expressing habitual action, but present continuous is used in telling 

[stating] what is happening now. 

ASTUT1: I know you have learned about [ ] tense for more than 12 years, here at university level, 

it is important to revise it to some extent. Simple present tense and present continuous tense have 

different uses in different contexts. Let us look at their uses briefly. 

  Simple present Present continuous 

1 It is used to express habitual action 

 

It is used to express an action which is 

progressing. 

2 It is used when you talk about general 

truth 

 

It is used in describing an action which is taking 

place at a given moment. 

3 It is also used in expressing 

predetermined future action 

It is used in expressing planned action by using 

„going to‟. 
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Look at the following examples: 

A. She often misses classes. 

B. My brother is studying Software Engineering. 

C. Opposite charges attract each other. 

D. You are learning present continuous tense. 

E. He leaves to South Africa the coming month. 

F. We are going to do lots of activities next week. 

Sentence „A‟, „C‟ and „E‟ are examples of simple present. And, sentence „B‟,‟D‟ and „F‟ are 

present continuous tense. Is sentence „A‟ an example of habitual or general truth or 

predetermined future action? 

S3: It is habitual action. 

ASTUT1: Is she correct? 

SS: yes. 

ASTU1: What is your justification? 

S3: There is an adverb of frequency often in the sentence which shows habit (emphasis is made 

by me). 

ASTU1: Excellent!  What about sentence „C‟ and „E‟? 

S4: Sentence „C‟ is general truth and sentence „E‟ is future action. 

ASTU1: Bravo! Let you discuss in pair on sentence „B‟, „D‟ and „F‟ (He gave them five minutes 

for discussion and went around checking the progress of the lesson) Time is up! Please, 

open your textbook on page 12 and discuss on question 1-8. Why do you think the present 

continuous is used for sentences 1-4 and simple present for sentences 5-8?  You are given 

four minutes (This question was read from the course book). 

S2: Because in sentences 1-4, there is –ing for and in sentences 5-8, there is v1 form. 

ASTU1: It is good try! Is there anyone who can explain it more? 

S5: In my view, the first four sentences talk about what is happing at this moment and sentences 

from 5-8 deals with habitual and general truth. 

ASTU1:It is really a nice explanation, but sentences 1-4 never tell us as something is happening 

now rather they show us as those actions are on progress or incomplete. Now, it is time to 

construct simple present and resent contentious sentences of your own.  You are required 

to write three habitual, three general truth and three predetermined future action sentences. 
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You are given 10 minutes. (After 10 minutes, he ordered them to stop and went around to 

check whether sentences they have written were correct or not.). To begin with, who shall 

give us example of sentence that express habitual action? 

S6: I drink two cups of coffee every morning. 

ASTU1: other? 

S2: she smokes cigarette. 

ASTU1: Good! One more? 

S7: we usually study when final exam approaches. 

ASTU1: Great! This is not a good habit. You have to improve it if this is a real habit of students 

in this class.  Is there any volunteer who shall read to the class sentences his or her 

sentences which is general truth? 

S1: Politic is a dirty game. 

ASTU1: It good attempt, but do you agree? As I think, this is an opinion, not general truth. Who 

can give us other example? 

S8: Hydrogen and oxygen molecule gives water. 

ASTU1: That is okay! One more example? 

S9: The gravitational force of earth is 9.8m/s
2. 

ASTU1: Excellent!  We are left with third type, which talks about predetermined action. (he 

pointed at a student who did not participate to read the sentence she wrote.) 

S10: I will graduate after five years. 

ASTU1: Good try, but this is not simple present tense. It is simple future. 

S11: we have a test by tomorrow at 3:00 p.m. 

ASTU1: Very good! Let us stop our discussion here. Please, do activity 1, on page 12 at home. 

Finally, do not forget using the following formula when you want to construct sentences 

using simple present and present contentious tense. Singular subject +verb+ -s /-es +/- 

object and plural subject +infinitive form of the verb+/- object for simple present tense 

whereas Subject + is/am/are +-ing +/- object to produce a lot of present continuous 

tenses.(emphasis  is made by me). 
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Transcription of ASTUT2’s Third Round observation 

Date: 8/10/2018   Number of students: actual class Size: 22; Who were present: 20 

Time: 2:00-5:00 p.m. Focus of the Lesson:  Pronunciation: Strong and weak forms of 

Auxiliary verbs 

Class observed: pre-Engineering section „YY‟ 

The same class (section „yy‟) was observed in the fourth round observation. In the introductory 

part of the lesson, he asked few revision questions and he ordered the students to take out their 

exercise book. . He went around and checked whether they have done their homework or not. 

ASTU2:  what is the correct form the verb in the bracket that completes the first sentence? 

S1: teaching  

ASTU2: Good try, but you are not correct. Who can try? 

S2: Davis teaches Maths. 

ASTU2: You are right! Anyone who can change verb „start‟ into correct form to complete the 

second sentence? 

S3: Classes starts at nine o‟clock. 

ASTU2: I don‟t think you are right. Is there anyone who can correct?  It is „start‟, not „starts‟. As 

you know if the subject of the sentence is plural the verb form to be used in simple 

present tense is the root form of the verb.  Clear? 

SS: Yes. 

ASTU2: Question 3? 

S5: taking 

ASTU2: Yes, Alec is taking an HND course. Who can tell answer of the next question? 

S6: studying. 

ASTU2: Yes, of course. He is studying at Telford college this year.  Who can answer question 5? 

S7: On Tuesday, he studies in library. 

ASTU2: What is the correct form the verb in the bracket that completes sentence 6? 

S2: He wants to be a civil Engineer. 

ASTU2: who can complete sentence 7 with correct for the verb in the bracket? 

S8:  is working 

ASTU2:  Anyone who can answer question 8? 

S4: A lot of people don‟t like the proposal. 



 
 

169 | P a g e  
 

ASTU2: Question 9? 

S9: They think it will increase the amount of traffic near their homes. 

ASTU2: Great! The last question? 

S10: The old bridge is carrying ten times the traffic it was designed to carry. 

ASTU2: Alright! Let us move to activity 2 and do completion questions 1-14 and share your 

answer in pair. You are given 15 minutes to finish this activity.(The teacher went around 

and checked whether the students were told to do.) Please, do activity 4 as homework, 

and now it is time to move to the new topic ‘Pronunciation: Strong and weak forms of 

Auxiliary verbs’. First of all, Who can tell me examples of auxiliary verbs? 

S6: Can, could, will, would eeh 

ASTU2: very Good! Other? 

S11: Am, is, are and like. 

ASTU2: Anymore? 

S1: Was and were  

ASTU2: Very nice! You have mention most of auxiliary verbs in English language. In addition 

to what you mentioned, there are verbs like has, have, had, do, does, did, must, ought to, 

dare, etc.  Auxiliary verbs include all helping verbs. Let me ask you one basic question. 

What do we mean by strong and weak forms of auxiliary verbs?.... 

Transcription of ASTUT2’s Fourth Round observation 

Date: 15/10/2018    Number of students: actual class Size: 22; Who were present: 20 

Time: 2:00-5:00 p.m. Focus of the Lesson:  language spot: Yes/No and Information    

Questions 

Class observed: pre-Engineering section „YY‟ 

In the introductory part of the lesson, the teacher  did not ask any revision question or did the 

revision himself, but he directly ordered the students to take out their exercise book and went 

around checking whether they have done their homework or not(this description is mine). 
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ASTUT2:  Where is your homework?  

S: I haven‟t heard as we were given a home, teacher. ባለፈዉ ሳምንት አልነበርኩም፡፡ አሞኝ ነበር፡፡ I am 

sorry! 

ASTUT2: I don‟t have time to hear this. I know you are careless. Please, leave the class. If there 

is anyone who didn‟t do the homework, leave the class right now. (Three students left the 

class including the first one. He went around and checked whether they have done the 

homework or not.) Today we are going to learn yes/no and information questions. Look 

at that bulb, does it work? 

SS: Yes, it does. 

ASTUT2: Look at that cable. Does it work?  

S1: I don‟t know. 

ASTUT2: Does it work? 

S1: No, it doesn‟t 

ASTUT2: Please, open your textbook on page 17 and read them carefully. After that, ask each 

other yes-no questions based on the examples. (This moment almost all students were 

taking turns except few students. He gave the seven minutes to do this). Time is over. 

Stop taking. „Yes- no‟ questions begin with auxiliary verbs like are, is do, can, will, have 

etc. and followed by subject.  In other word, auxiliary verb +subject = yes-no question. 

On the other hand, information questions starts with wh-words like who, whom, which, 

what, how, why, how much, how many, how long etc and followed by subject and object 

respectively. Now, let go to page 18 and activity1 as a classwork. (He gave them 15‟). 

Let us do these questions together. I think it is not a difficult task. Who can give us 

answer for the first question? 

S2: Is it safe? 

ASTU2: You are right! The statement for is, “It is safe.” When you change this into yes-no 

question, it becomes, “Is it safe?” what is its possible answer? 
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S3: Yes, it is or no, it isn‟t. 

ASTU2: who can give us answer for question 2? 

S4: Did it work well? 

ASTU2: Is that?  

SS: No, no. 

ASTU2: Then, what is the correct answer? 

S5: Does it work well? 

ASTU2: Yes, it is like that. Question number 3? 

S2: Can you mold some plastics easily? 

ASTU2: Right! What is the possible answer for this question? 

S6: Yes, I can mold or No, I can‟t. 

ASTU2: Question4? 

S7: was she made models? 

ASTU2: I afraid, you are right. Other? 

S4: Did she made models? 

ASTU2: It is a nice attempt. The answer is „did she make models?‟. It is very simple. If there is 

no auxiliary verb in the statement form, you have to you the verb to do family : do or 

does or did. If the tense of the statement is simple present, you can either use „do or does‟ 

based on the nature of the subject and for past tense you have one option that is „did‟. Let 

us move to question 5. 

S8: Has he designed a lot of products? 

ASTU2: Question 6? 

S9: Do you design sport equipment? 

ASTU2: Good. Who can do question7? 

S10: Are the material available? 

ASTU2: The next question? 

S11: Does he built a prototype? 

ASTU2: well, who can correct it? 

S7: Did he build a prototype? 
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ASTU2: correct! Question 9? 

S13: Have they drawn lots of sketches? 

ASTU2: Bravo! The last question? 

S2: Does she think nylon is the best choice? 

ASTU2: That is right! I think we have taken too much time. Let us stop here. 
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Appendix ’I’ 

ASTU’s Course Guidebook for EnLa(1011) 
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Appendix ‘J’: Sample Units from ASTU’s Communicative English Course Book 
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