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ABSTRACT 

The purpose of the study was to compare topic-based approach with 

task-based approach and determine the more effective one to teach 

writing skills to first year preparatory students. Based on the purpose of 

the study, the following Null (Ho) hypothesis and Alternative (HI) 

hypothesis were made. The null hypothesis states that there is no 

statistically significant difference between topic-based and task-based 

approaches to teaching writing skills. On the other hand, the alternative 

hypothesis states that there is statistically s ignificant difference between 

them. 

In order to see the difference between the two approaches and determine 

the more effective one in teaching writing skills to Ethiopian students, 

the following steps were undertaken. Firstly, 74 students were randomly 

selected as the subjects of the study. Secondly, the subjects were 

grouped into control and experimental. Finally, they were taught for 

three months through the two approaches. 

After the researcher taught the two groups, a post-writing test was 

prepared and administered to them. Then in order to test the 

hypotheses, the mean writing scores of the two groups were compared. 

The result of the finding showed that the mean writing score of the 

experimenta l group students was higher than that of the control group. 

The result was also statistically a nalysed. 

Depending upon the finding, it was concluded that task-based language 

teaching approach is more effective than topic-based approach in 

teaching writing skills to Ethiopian students. Based on the finding, valid 

recommendations were forwarded. 
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CHAPTER ONE 

INTRODUCTION 

1.1 Background of the Study 

There have been numerous approach es to the teaching of wri t ing in the history 

of language teaching. These have evolved with the development of teaching in 

general, which have in turn contribu ted to the changing role a n d status of 

writing within English language syllabuses and English as a Foreign Language 

classroom. In spite of other gene ra l methodological changes, however, writin g 

contin ues to be one of th e most difficult areas for the teacher and learner of 

English to tackle (Holmes, 2005). 

Traditionally, writing was viewed mainly as a tool for the practice and 

reinforcemen t of specific grammatical and lexical patterns, a fairly one­

dimensional activity, in which accuracy was more important than content and 

self-expression. As Tribble points out, students were purely 'writing to learn' as 

opposed to 'learning to write' (Tribble, 1996). Even in more recent 

communicative a pproaches to language teaching, writing can often still be seen 

by teachers as some taboo area, threate ning to detract valuable classroom time 

from the development of oral commun ication skills (Holmes, 2005). 

However, with an increase in attention to studen ts' practical needs, born out of 

functional Jnotional approach es and further developed in the various areas of 

English for specific purposes, the importance of the writing of certain text-types 

as a skill learners might need to develop h as gradually come to the fore 

(Holmes, 2005). Holmes claims that this gradual increase in the status of 

writing as a skill a long with th e development of a more discoursal rather than 

purely grammatically-based approach to language teaching, and general moves 

towards more learner-centered syllabuses, has altered the teacher's perspective 

on the need s of learners and the problems faced by language learners. 
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In connection with a pproaches to teaching writing, Raimes (1983) presents the 

following: (i) The Controlled to Free Approach (ii) The Free-writing Approach (iii) 

The Paragraph -pattern Approach (iv) The Grammar-syntax-organization 

Approach (iv) The Commu ni cative Approach a nd (v) The Process Approach. 

Raimes (1983) st resses that all of the approaches just mentioned do, of course, 

overlap. Hence , we will seldom find a classroom where a teacher is so devoted 

to one approach as to exclude all others. Nevertheless, in spite of a ll the 

arguments in favor of the use of a process approach to the teaching of writing 

in particular, Holmes (2005) argues that the problem still remains In m any 

circumstances that writing is not sufficiently prioritized, by teachers, students 

and curriculum designers, as occupying an important place in a communicative 

teaching syllabus. However, White and Arndt (1991) remark that many of the 

activities included in their book: 

... include pair and group work, not to mention discussion and 
collaboration, so that the writing class becomes, in a very genuine 
sense , a commu nicative experience in which much more than skill 
in writing is practiced and developed (White and Arndt, 1991). 

In line to the above rationale, communicative language teaching approach IS 

implemented in Ethiopian schools . Within this, topic-based approach IS 

employed to teach writing skills . Nevertheless, its effectiveness in improving the 

students' writing ability in comparison to the other approach, for instance, 

task-based teaching needs to be investigated . 

1.2 Statement of the Problem 

Writing is a social act. Even when writers a re English as Foreign Language 

(EFL) students in a language classroom context, their tests always reflect their 

ability to solve a rhetoric problem, and their awareness of their own 

communicative goal, of the reader, and of the writing context (Atkinson, 2003) . 
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Consequ en tly, the text produced by EFL writers is a lways, as tn any writing 

situation , the product of a socio-cognitive process that requires complex 

cognitive abili ties, as well as linguistic and cultural competence (Grabe a nd 

Kaplan, 1996; Johns, 1997). 

Simila rly, Nunan (1989) emphasizes that lea rning to write fluently and 

expressively is the most difficult among the four skills of language u sers 

regardless of whether the language is a first, second or foreign. Brown (1 984) 

also points out that writing is required to demonstrate control over a number of 

variables simultaneously at the sentence and beyond the sentence levels . 

Regarding to this, White (1981) cited in Nunan (1989: 18) says: 

Writing is not a natural activity. All physically and mentally 
normal people learn to speak a language. Yet all have to be taught 
how to write. This is crucial difference between the spoken and 
written language. There are other important differences as well , 
writing, unlike speech, is displaced in time. Indeed, this must be 
one reason why writing originally evolved since it makes possible 
the transmission of a message from one place to another. A 
written message can be received, stored and referred back at any 
time. It is permanent in comparison with the ephemeral 'here one 
minute and gone the next' character of spoken language. 

Byrne (1988) further explains why writing is a difficult activity for most people 

both in mother tongue a nd in a foreign language under three headings: 

psychological, linguistic, and cognitive. According to the scholar, writing is a 

task, which is often imposed on us, perhaps by circumstances. For this reason, 

writing does not cause only a psychologica l effect; it may also cause a problem 

in terms of context. 

Hence, there is a widespread feeling that the majority of Ethiopian students 

have serious p roblems in expressing themselves in written English . 
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Currently, an attempt is being made to a lleviate studen ts' problems via the 

introduction of communicative langu age teaching approach in genera l and topic 

based teach ing of writ ing in particula r. 

Even though change in methodology has been made to improve students' 

writing skills, both in secondary and preparatory schools, students are not free 

from critici sm in expressing themse lves in written mode. As a result, it seem s 

vital to study as to how the approach in use is suitable to our school conditions 

by comparing it with an alternative approach, that is, tas k-based teaching of 

writing skills . 

As Ellis (2003) observes, there is a wide range of li terature on task-based 

teaching often with adult ESL classes, but there is a lack of empirical research 

in sch ools where English is given as a fore ign language. 

Therefore , the following Null and Alternative hypotheses were made. The Null 

hypothesis (Ho) states that there is no statistically significant d ifferen ce 

between the existing practice (topic -based) and task- based teaching of writing 

s kill s to Grade 10+ 1 Ethiopian students. In contrast, the Alternative hypothesis 

(H I) states that th ere is statistically s ignificant difference between the existing 

practice (topic-based) and task-based teaching of writing to Grade 10+ 1 

Ethiopian students. 

1.3 Objectives of the Study 

The objectives of the study are to: 

<JF m ake comparison between the existing practice (topic-based 

a pproach) and task-based teaching of writing to first year 

preparatory (Grade 10+ 1) Ethiopian students and determine the 

more effective approach in th e Ethiopian context. 

<JF investigate whether studen ts show s ignifican t progress In their 

performance after being taugh t by task-based approach. 
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1.4 Significance of the Study 

This study can make the following contributions. 

1. Policy wise it benefits decision-makers, curriculum developers, course 

writers, and supervisors on the selection of the more effective approach to be 

fo llowed. 

2. Theoretically it brings some important and valuable concepts about task­

based teaching of writing skills into scene to course writers. 

3. Methodologically it gives insight to course writers to consider the appropriate 

and the more effective approach to teaching writing skills. 

4. Practically it suggests to language teachers to critically analyze the 

techniques they h ave been using against their implementations and go for 

the better ones. 

5. It also invites other interested researchers to pursue further investigation on 

the topic. 

1.5 Scope of the Study 

The study was limited only to one preparatory school of 10+ 1. 

1.6 Limitations of the Study 

I used only one school due to time a nd financial constraints. The time 

constra int also limited the study on ly to three months; three times a week 

which might have hindered the subjects from exercising adequately. Another 

limitation worth mentioning is the scarcity of resources on the topic. This 

challenged the researcher in preparing teaching materials for the experimental 

group . 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

2.1 Major Language Curriculum Approaches 

Language curriculum design is constantly chan ging and expa nding as pointed 

out by Yalden (1987) and further focused on in Olshta in (1989) cited in Celce­

Murcia and Olsh tain (2000) . According to Celce- Murcia and Olshtain (2000), 

language curriculum design has drawn upon the general field of curriculum 

development; from applied linguistics it h as drawn upon relevant fields such as 

langu age teaching m ethodology, second language acquisition research, 

language planning and policy m a king assessm ent, and of course, language 

analysis, within which discourse analysis is of central importance. 

The cha nging trends and approaches in each of these fie lds have had their 

impact on langu age curriculum design and as a result several major 

curriculum types have evolved: a con tent- based curriculum, a process-based 

curriculum , and a product-based curr iculum, (ibid). Celce-Murcia and Olshtain 

further discuss th e three major a reas as : a conten t-based curriculum, from 

content perspective IS what h as become known in language teaching as the 

gramma r tra n s la tion method, the structu ral syllabus, and the notional 

functional syllabu s can a ll be viewed as diffe ren t approach es to the design of 

programs focused on language content. 

The subject m a tter content IS focal in wh at is known as 'a content-based 

instruction' (M oh an, 1986; Krahnke, 1987; Brinton, Snow, a nd Wesche, 1989, 

Corson, 1990; Snow, 1998) cited in Celce-Mu rcia and Olshtain (2000). 
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A content-based cu rriculum is by definition focu sed on the content perspective 

of the course. Celce-Murcia a nd Olshtain (2000) claim that the term "content" 

can relate to a t least three different areas of content, that is, Linguistic content, 

thematic or situational content, and subject matter content. 

The thematic and situational approach to content become central in the 

communicative approach since the emphasis here is on contextualization and 

meaningful and relevant use of the target language during the learning process . 

As it is stated by the two scholars, there are two main objectives in this 

approach: first , themes and topics included in the curriculum should provide 

appropriate cultural background for the language material and the activities 

carried out; second, themes and topics should motivate interest and be relevant 

and appealing to the learner. 

On the other hand, a process-based syllabus is concerned with the process of 

language learning and language teaching, (Celce-Murcia and Olshtain, 2000) . 

These scholars pointed out that a process- based curriculum may be focused 

on one or all of the following: a task-based curriculum, a need- based 

curriculum, and a learner- based curriculum. Furthermore, it is pointed out by 

these writers that the task- based syllabus design evolved from the gradual 

shift that took place in the early 1980s from emphasis on product in language 

learning to emphasis on process. They stressed that this shift started with 

notions such as "language learning may be seen as a process which grows out 

of the interaction between learners, texts and activities" . Towards the end of the 

1908s the process- based syllabus (Breen, 1987) became a working reality in 

many language learning contexts, with special focus being placed on the 

language learning tasks and activities that learners were expected to carry out 

as part of their learning process. 

In relation to this, Celce-Murcia and Olshtain (2000) explain that the basic 

characteristic of a task- based program is that it uses activities that the 
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lea rners have to do for "non instructional" purposes outside of the classroom. 

Tasks, in this sense, are viewed as a way of bringing the real world into the 

classroom. 

Long (1985) and Long and Crookes (1 989) view tasks as a potentially unifying 

unit of a nalysis in course design, and they distinguish between pedagogic tasks 

and target tasks . Pedagogic tasks, according to them, are designed in the form 

of problem-solving activities for classroom work constituting approximation of 

the target tasks and gradually leading learners towards the target tasks. Target 

tasks a re activity types in which the learners will eventually engage long after 

the course of study, matching real-life situation (ibid). Long and Crookes 

m aintain that the choice of target tasks in the curriculum should be made 

according to task-based need analysis of the learners . 

Celce- Murcia and Olshtain (2000) put a product- based curriculum as, a 

curriculum that places emphasis on the outcomes of the course of study or in 

other words on "What the learners should know and be able to produce in the 

L2" upon course comple tion. In discussing the different types of syllabuses, 

(Nunan, 1988) classifies product-oriented syllabuses a re those in which the 

focus is on the knowledge and skills which learners should gain as a result of 

instruction. Moreover, (Rabbinic, 2002) stresses that product-oriented 

syllabuses emphasize the product of language learning and are prone to 

intervention from a n authority. According to this scholar, the focus here IS 

different from process-oriented syllabuses where the focus is not on what the 

student will have accomplished on the completion of the program, but on the 

specification of learning tasks and activities that she/ he will undertake during 

the course. 

The product-based curriculum also takes another important perspective into 

account: What level of f1uency and accuracy are students expected to reach at 

the end of the course of study? (Celce-Murcia and Olshtain, 2000). 
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2.2 Tasks and Types of Task-based Syllabus 

According to Prabhu (1 987) a task is defined as a n activity which require 

learners to arrive at an outcome from given informa tion through some process 

of thought and which a llow teachers to control a nd regulate that process. 

Tasks in procedural syllabus, therefore, should be intellectually cha llenging 

enough to maintain students' interest for that is what will su stain learners' 

efforts a t task completion, focus them on meaning a nd, as part of that process, 

engage them in confronting the task 's linguis tic demands (Prabhu, 1987). 

A second task-based approach to course design is th e process sylla bus (Breen 

and Cahdlin , 1980; Breen, 1984, 1987 a , b; Candlin, 1984, 1987; Candlin a nd 

Murphy, 1987) cited in Crookes a nd Gass (1993). The process syllabu s is a plan 

for incorporating the negotiation process, a nd th ereby learning process, in to 

syllabus design. As described by Breen (1984) cited in Crookes and Gass 

(1993), the process syllabus embodies a hierarch ical m odel, specifying sets of 

options at four levels, fina l selection a m on g which at each level is left for users 

to decide on. Course design consists of providing the resources and materials 

needed for (1) making genera l decision s about classroom language learning 

(who needs to learn wh at, how they prefer to learn it, when, with whom, and so 

on), (2) a lternative procedures for m aking such decisions (the basis for an 

eventual 'working contract' between teacher and learners, (3) alternative 

ac tivities, such as teacher-led instruction, group work a nd laboratory u se a nd 

(4) a lternative tasks, i.e. a bank of pedagogic tasks students may select from to 

realize the 'activ ities'. 

[I]t is at the level of tasks that the actual working process of the 
classroom group is realized in terms of what is overtly done from 
moment to moment within the classroom. (Examples at task level 
would include such things as agreeing on a definition of a 
problem, organizing data, deducing a particular rule of pattern, 
discu ssing reactions , etc.). (Breen , 1984) cited in Crookes and 
Gass (1993). 
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In their Editions' Tasks in a pedagogical context, 1993, Crookes and S.M . Gass 

viewed that there are similar weaknesses that they claimed to limit the 

effectiveness of the procedural syllabus and process syllabus. 

A third approach to course design which takes task as the unit of analysis is 

task-based language teaching (Long, 1985, 1989; Crookes, 1986; Crookes and 

Long, 1987; Long and Crookes, 1987, 1992) cited in Crookes and Gass (1 993). 

Although a number of definitions of task exist (e.g. Nunan (1 989), Skehan 

(1996) defines a task as an activity in which meaning is primary; there is some 

sort of relationship to the real world; task completion has some priority; and 

the a ssessment of task performance is in terms of task outcome. Most activities 

combine a number of priorities, and it is a fine judgment to claim that the 

communication of meaning is a primary goal for any particular task, or assert 

that a task has a real-world relationship. Long and Crookes (1991) discuss a 

further quality of tasks: that they have a clear pedagogic relationship to out-of­

class language use, in that needs analysis should ensure that classroom tasks 

bear a developmental relationship to such non-classroom activity. 

Even though in recent years a number of researchers, syllabus designers, and 

educational innovators have called for a move in language teaching towards 

task- based approaches to instruction, (Nunan, 1989; Long and Crookes, 1991, 

Gass and Crookes 1993, a, b). Skehan (1996) identifies strong and weak forms 

of the task-based approach . A strong, he argues that, tasks should be the unit 

of language teaching, and that everything else should be subsidiary. A weak 

form of task-based, on the other hand, is that tasks are a vital part of language 

instru ction, but that they are embedded in a more complex pedagogic context. 

He stresses that they are necessary, but may be preceded by focused 

instruction, and after u se, may be fo llowed by focused instruction which IS 

contingent on task performance. Th is version of task-based instruction IS 

clearly very close to general communicative language teaching. It could also be 
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compatible with a traditional presentation, practice, production sequence, only 

with production based on tasks, rather than more stilted and guided 

production activities (Murphy, 1981). 

If we turn to research studies into task- based learning, ranges of approaches 

are evident. Candlin (1987) discusses criteria by which tasks may be analyzed, 

based the categories used on essentially data-free account of task properties, 

and approach development by Nunan (1989) and Skehan (1992). Pica, Kanagy, 

and Falodum (1993) cited in long and Crookes (1993) take a slightly different 

perspective, relying on research studies more directly. They analyze task in 

terms of international patterns and requirements (i.e. how involved each 

participant needs to be), as well as the sorts of one-way Vs two-way). 

Skehan (1996) puts that a number of studies have been more specific in their 

analyses of tasks, positing particular contrasts or dimensions as the basis for 

characterizing tasks. Prabhu (1987) argues in support of reasoning-gap tasks; 

Duff (1986) contrasts divergent and convergent tasks, arguing that the latter 

engage acquisitional processes more effectively; and Berwick (1993), cited in 

Atkinson (2003), contrasts two dimensional- experiential- expository, and 

deductive- collaborative. There have also been studies of the participants with 

in tasks such as Yule, Powers, and Macdonald (1992) on 'hearer' effects and 

Plough and Gass (1993), cited in Atkinson (2003), on participants (and task) 

familiarity. Brown, Alderson, Shylock and Yule (1984), cited in Celce-Murcia 

and Olshtain (2000), have a lso investigated various task design features, in an 

attempt to establish task difficulty on an empirical basis . They propose that 

static tasks (e.g. description) are easier than dynamic tasks (e. g narration), 

which in turn are easier than abstract tasks (e .g. opinion giving), and that a 

number of elements, participants, and relationships in a task make it more 

difficult. There have also been studies of processing influences on tasks. Tarone 

(1989) has shown that attention to form has a clear effect on accuracy of 

performance. Ellis (2003) reported an interaction between the engagement of 
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planned discourse and different forms of the past tense under d ifferent task 

cond it ions. Crook (1998) reported greate r complexity and lexical variety for 

tasks done under a planning time condition. Foster and Skehan (1 996) reported 

an interaction between opportunity to plan and task typ e . These research 

studies are ind ividua lly revealing, but do not currently provide th e basis for 

more general per s pectives on task-based instruction . 

2.3 The Essence of Task-based Approach 

In a p redominantly method-driven pedagogy, such as task-based pedagogy, 

teachers and learners have a remarkable degree of flexibility , for they a re 

presented with a set of general lea rning objectives and problem- solving tasks, 

and not a list of specific linguistic items (Kumaravadivelu, 1993) cited in 

Crookes and Gass (1 993) . Hence, he argu es that th e essence of a task- based 

a pproach lies in the negotiated interactional opportunity given to learners to 

navigate their own paths and routes to learning, u sing their own learning styles 

and learning strategies. Learning outcome then is th e result of a fairly 

unpredictable intcraction between the learner, th e task and the task situation 

(Breen, 1987) cited in Crookes and Gass (1993). Furthermore, as Foley (199 1) 

cited in Crookes and Gass (1993) argues from Vygotskyan psycholinguistic 

perspective, task-based L2 learning is an internal, self-regulating process which 

wi ll vary according to th e ind ividual and cannot specifica lly be controlled by the 

syllabus designer or the classroom teacher. It is, however, the teacher's 

responsibility to p romote and maximize learning opportunities through 

adequate a nd a ppropriate classroom methodological procedures . Thus, 

methodology becomes th e central tenet of task-based approach (ibid). 

Althou gh Kumaravadivelu (1993), cited in Crookes a nd Gass (1 993) treats tasks 

in relation to methodology and content from th e points of view mentioned 

above, Nunan (1989) gives a n alternative view of the concept in the context of 

task-based pedagogy. He argues : 
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If we maintain the traditional distinction between syllabus design and 
methodology, seeing syllabus design as being primarily concerned with 
the specification of what learners will learn, and methodology as being 
mainly concerned with specifying how learners will learn, then the 
design of learning tasks is part of methodology. However, if we see 
curriculum planning as an integrated set of processes involving, among 
other things, the argument over whether the design and development of 
tasks belongs to syllabus design or to methodology becomes 
unimportant (Nunan, 1989: 1). 

Nunan (1989: 10) defines a communicative task as "a piece of classroom work 

which involves learners In comprehending, manipulating, producing or 

interacting in the target language while their attention is principally focused on 

meaning rather than form." As his definition shows, his task-based pedagogy 

puts a lot of premium on classroom methodological teacher/learner activities 

such as comprehension, manipulation, production, interaction and attention to 

meaning rather than form. 

2.4 What Do Tasks Satisfy 

According to Skehan (1998) a task IS an activity that satisfies the following 

criteria: meaning is primary, there is a goal that needs to be worked out, the 

activity is outcome-evaluated and there is a real-world relationship. This 

scholar further asserts that the syllabus designer, the teacher, or the students 

can choose tasks for the language classroom. Who ever it is, the decision maker 

needs to have information about the nature of the task, the requirements made 

by the task, and the potential outcomes of the task. 

Yule (1997) cited in Skehan (1998) argues that communicative effectiveness is 

the key element in tasks since tasks provide the need to focus on discourse­

embedded meaning to be communicated and much less on sentence-based 

syntax . 
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2.5 Sequencing Tasks 

The o rde ring of different ta s ks has prime importance in task-based ins truction. 

As authors working within thi s fra me- work a rgue, language learnin g should be 

sequenced by mean s of tasks. Therefore, tasks form the basis of th e curriculum 

(Albert and Kormos, 2004). Several criteria have been suggested for the 

sequencing of tas k s . It is often argued that task s should be arranged in order of 

complexity (Long, 1985) or difficulty (Brown, Anderson, Shilock, Yule, 1984; 

Candlin, 1987; Skehan, 1996, 1998) cited in (Albert a nd Kormos, 2004). 

Although the precise m eaning of this te rm varies from one author to the n ext, 

in a recent a rticle Robinson (2001) attempted to establish " theoretically 

motivated, empirically substa ntia l, a nd pedagogically feasible sequencmg 

criteria. He distinguished three independent face ts of tasks: task complexity, 

task difficu lty, and task conditions. Task complexity, in his interpretation, is 

the result of various information - processing demands that the structure of the 

task imposes on the lea rner s; task difficulty covers learner factors, that is, 

differences between learners in their cognitive and a ffective resources that the 

structure of the task imposes on the lea rners; task difficulty covers learner 

factors , that is, defenses between learners in their cognitive and affective 

resources that make certa in tasks personally difficult for them and task 

conditions include participation and pa rticipant factors and the context of task 

performa n ce . Robinson (2001) argues that sequencing decisions should b e 

so lely based on task complexity, as this is a fixed and inva ria nt feature of th e 

task. Consequently, a s imple task will be less demanding than a more complex 

one for a ny given learner. Task difficulty, on the other h and, expla ins individua l 

differen ces among learners, showing why one particular task should be more or 

less d ifficult for different learners. In affective variables, and temporal, they 

s hould form the basis of on-line methodological decisions, according to 

Robinson . 
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2.6 Approach and Techniques in Teaching Writing Skills 

While discussing 'Approaches to Teaching writing in ESL class', Raimes (1983) 

ascertains that there is no one answer to the question of how to teach writing in 

ESL classes . It is stre ssed in her book 'Techniques in Teaching writing' (1983) 

tha t we will seldom find a classroom where a teacher is so devoted to one 

approach as to exclude all oth ers. A teacher using a communicative or a 

process a pproach will still u se techniques drawn from other approaches as the 

s tudents n eed them; model paragraphs, controlled compositions, free writing, 

sentence exercises, a nd pa ragraph analysis a re a ll useful in all approaches . 

Moreover, Raimes (1983) claims that there is no better way for students to 

grai p the essential value of writing as a form of communication than for them 

to produce the every-day life . This practical writing, according to her, has both 

a clear purpose and a specific audience. Much of this every day writing is 

"writing to get things done" (Raimes, 1989). Accordingly, messages, forms, 

invitations, letters, and instructions are types of writing that anyone might 

have to do at some t ime or other. And Raimes claims that if our students 

experiment with these practical writing tasks in the classroom they will be not 

only practicing writing in the new la ngu age but a lso learning about the 

convention of the new culture. 

On th e other hand, Lee and Lee (1997) put practical ideas a nd suggestions that 

in order to renew th e traditional a pproach to teaching writing- that take 

mecha nical drill like exercises that are removed from the lives of students, we 

must, at least, do two things: 

Be aware of the purpose of teaching s tudents to write; 

Have a good understanding of the interests and expectations of students. 

They s tressed that in order to ma ke learn ing effective; we should select 

tasks tha t appeal to the students . 
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Having given lists of la n guage learning objectives against writing objectives Lee 

and Lee (1 997) proposed th at if the teaching obj ectives with regard to the 

purpose of writing a re accepted, and if we also agree with the need to respond 

to the stu den ts' interests and expectation s, our next question would be " What 

stra tegies should teache rs employ?" One possibility is to use the writing 

process as a framework so that teachers can see more systema tically, the 

specific objectives and the corresponding strategies. 

Ra imes (1991 ), on the other h a nd , a rgues that if a ny traditions a re emerging, 

they have more to do with recognition of where we are now rather than 

delineation of exac tly where we a re going. She discusses five emerging 

traditions of recognition: recognition of the complexity of composing, of student 

d iversity, of learner's processes, of the politics of pedagogy, and of the value of 

practice as we ll as th eory. 

Raimes (1991) strongly claims tha t despite all the fa lse trails and some 

theorists' desire to offer one approach as the answer to our problems, what 

seems to be emerging is a recognition th a t the complexity of th e writing process 

and the writing context m eans that when we teach writing we have to ba lance 

the four elements of form, the writer, conten t , and the reader. 

Writers are readers as they read their own texts. Readers are 
writers as they make responses on a written text. Content and 
subject matter do not exist without language. The form of a text 
is determined by th e interaction of writer , reader, and content. 
Language inevitably reflects subject matter, the writer, and the 
writer's view of the reader's background knowledge and 
expectations (Raimes, 1991) . 

In connection with this, while there IS con troversy about what a process 

a pproach to teaching wri ting actually comprises a n d to what extent it can take 

academic demands into account, there is wide s pread acceptance of the notion 

that language teach ers need to know a bout and to take into account th e 
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process of how learners learn a language and how writers produce a written 

product. Such a notion of process underlies a great deal of current 

communicative, task-based, and collaborative instruction and curriculum 

development (Nunan, 1989). 

In recent years, two different views on the nature of writing h ave emerged: the 

product approach and the process approach (Nunan, 1989). He discusses that 

the writing teachers who subscribe to the product approach will be concerned 

to see that the end product is readable, grammatically correct and obeys 

discourse conventions relating to main points, supporting details and so on. 

Nunan stresses that the focu s in class wi ll be on copyin g and imitation; 

carrying out sentenc~ expositions from cue words and developing sentences 

and paragraphs from models of various sorts . 

Those who advocate a process approach to writing see the act of composition 

from a very different perspective, focusing as much on the end product itself 

(Nunan, 1989). 

2.7 The Objectives of Teaching Writing 

The objective of teaching writing in a foreign language IS to get learners to 

acquire the abilities and skills they need to produce a range of different kinds of 

written texts s imilar to those an educated person would be expected to be able 

to produce in their own language (Ur, 1996); Pincas (1982) cited in (Willis 

(1996) . They claim that the teaching of writing should fulfill three main aims: 

• Its scope must be widened to go beyond th e artificia l, unrealistic 

school type compositions of traditional teaching to more genuine 

practice and relevant kinds of writing 

• The writing should be as communicative, or functional, as possible. 

That is, it shou ld be see n to fulfill the sort of normal communicative 

purposes, or functions, that writing is used for in everyday life. 
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• It should go beyond merely reinforcing grammar and vocabulary 

lessons and deal quite especia lly with those skills that are required for 

effective writing. 

They a lso s t ress that a lthough written English should certainly support and be 

integrated with grammar and vocabulary learning, the teaching of writing 

should be recognized as a special part of la n gu age teaching, with its own a ims 

and techniques. 

The changes in a pproach to writing in an English language classroom can be 

seen to stem from different ways of answering two questions (Ra imes, 1987), 

both of them impqrtant for every language teacher: why do language teachers 

ask their students to write? And why do s tudents of a second la nguage need to 

write? Since these two questions inevita bly raise issues of s tudents' needs, 

teaching objec tives, and curriculum design, any cha n ging perceptions of 

purpose will bring a bout c hanges in writing ins truc tion . 

Raimes (1987) claims that the answers gIVen to the first question, "Why do 

language teachers ask their students to write?" can be ca tegorized into six 

pedagogical purposes . Hence, teachers ask their students to write for the 

purposes of reinforcement, training, imitation, communication, fluency a nd 

learning. 

2.8 Task-based Teaching Writing 
Writing has bee n a neglected a rea of Engli sh la nguage teac hing for some years. 

One has to look at the la rge number of books available to the ESL profession on 

reading, and the scarcity of books on wri ting to see the imbalance. To take the 

compa rison further, teachers have for some time been offered models of 

reading, principles for designing reading tasks, a nd pra ctical suggestions for 

classroom m ethodology (Hedge, 1988). 
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Hedge ascertain s that it is only recently that research into writing h as offered 

through provoking ideas about wh at good writers do with ideas, which hold 

implications for teachers who wish to h elp their students to become good 

writers. Furthermore, Hedge (1988) claims th at in the absence of a well 

established or widely recognized model of writing, teach ers tend to have very 

varying ideas about the role of writing in the classroom, what writing involves, 

and the possible roles of teachers and students in developing writing activities. 

Nunan (1991) mentions that before the developm ent of communicative 

approaches to langu age teach ing, tasks a nd exe rcises were selected as a second 

order activity, a fter the specification of the' morphosyntactic, phonological, and 

lexical elements to be taught. Selection of classroom activities, according to the 

a u thor, was driven by curriculum goals specified In phonological, 

morpho syntactic and lexical terms. 

In a task-based curriculum, the decision -making process is quite different 

(Nunan, 1991) . La n guage that is mea ningful to the learn ers supports the 

learning process. 

He iden tifies two different routes that the curriculum developer / materials 

writer can take in ini tiating the design process. The first of these is based on 

what he has called the rehearsal ra tionale. Here the question initiating the 

design process is, what is it that lea rners potentially or actually n eed to do with 

target language, for instance, writing skills in this case? The second is what he 

has called the psych o linguis tic ration a le . Here the initiating qu estion is wh at 

are the psycholinguistic mechanisms underlying second language acquisition, 

and how can these be activated in the classroom? Consequently, task selection 

occurs with reference both to target task rational and psycholinguistic 

principles (ibid). 
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Common in many writing textbooks are tasks that train students to become 

familiar without what are seen as unified and linear expository patterns of 

English, which might differ considerably from the expository rhetorical patterns 

of other language and culture (Kaplan, 1983). Many textbooks, according to the 

author, offer training in recognizing and using rhetorical patterns. Students are 

given the sentences of a paragraph and have to find the sentence tha t does not 

belong. Or they are given sentences in random order and have to put them into 

the best order for an English paragraph. Occasionally, teachers ask students to 

work in groups and give them sentences typed on separate s lips of paper so 

that they can physically as well as mentally manipulate the sentences. The 

students gain a little more freedom to create their own sentences with an 

exercise that supplies a topic sentence of a paragraph and asks the students to 

add three sentences of their own (Slager, 1975). 

Controlled-composition exercises a lso use connected discourse to train 

students to recognize and assimilate paragraph form and to manipulate 

linguistic forms with in a paragraph format. So students may be given a 

paragraph about, for example, a farmer and his daily routine . The task is to 

copy the paragraph, following the indentation, sentence boundaries, and other 

given signals, but to change the topic from a fanner to fanners, thus changing 

verb forms and pronouns throughout. Slanger (1975) argued that such tasks 

that use connected discourse do not necessarily guarantee, though, that the 

students in turn view them as authentic d iscourse. He further stressed that if 

the focus is on a grammatical transformation and if the teacher concentrates on 

finding errors, students will concentrate on that transformation and as 

Widdowson points out, they" need pay no attention whatever to what the 

sentences mean or the manner in wh ich they relate to each other" (1978), cited 

in (Raimes, 1987). 

Another danger of controlled-composition tasks is that they may overemphasize 

the new forms to be taught at the expense of real texts and of the strategies 
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that writers use to produce them, and certa inly a t the expen se of what mos t of 

us would consider good writing (Gallingane and Bryrd, 1979) . The authors 

s tress tha t what students write as a res ult of the task should , if it represents 

con nected discourse in Engl ish, at least be a n example of acceptable prose, 

something that we would hope our students would some day write, som ething 

we might even write ourselves. 

Wi th the influence of communicative competen ce as a goal in language 

learning, however, writing teachers began to s hift from a n emphasis on 

accu racy and pa tterns to a greater awareness of the importance of the writer's 

purpose a n d audience for writing (Widdwson , 1978) cited in (Raimes, 1987). 

Sometimes teachers attempt to make a con text for writing vivid by providing 

guidelines as to conten t a nd purpose. They establis h not only an "information 

gap" but also "tas k depe ndency" in the classroom, a s ituation in which one 

student has informa tion that another does not, and has to convey that 

informa tion so that the receiver can use it (Johnson, 1981 ). 

The following is such a n example of such a task: 

Work in pairs. Student A looks at the diagram of an Egyptian 
invention on page 88. Student B looks at the diagram of a Greek 
machine on page 5.<3 each write a description . Then show your 
description to your partner who must try to draw a diagram of it. 
If his diagram is wrong, make your description clear so that the 
diagram is correct (Johnson, 1981) 

Communicative tasks li ke these m ay form the basis of a whole course. The 

communicative nature of the writing, though, is limited to student/ student 

rather than studen t/teach er, for presuma bly it is the teacher wh o collects a nd 

marks the finis hed products. 
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However, Frank Smith (1982) has noted the dangers of a curriculum built 

around communicative tasks . He regrets the tendency to "regard language 

primarily as communication, as a vehicle for transmitting information from one 

person to another" (1982). Slinger (1 987) argued that too rigid an adherence to 

communicative purpose might neglect conceptual functions, the language we 

use for "thinking, for formin g concepts, fashioning propositions". He stressed 

that if students a lways write with a reader in m ind , rather than u s ing writing 

as away to explore and develop their own ideas, they might be inhibited by the 

demands for coherence and accuracy they assume all readers, particularly 

teachers, always m ake . 

2.9 Content-based Teaching Writing 

According to Nunan (1989), the use of experiential content as the basic building 

block in lesson or unit design is not a new one. As it has been around for a long 

time, it has many variants. Many of the courses and textbooks for E;nglish for 

specific purposes take as their point of departure content or topics from other 

subject a reas. Nunan (1989) gave another example of content-based courses­

the foreign language 'immersion' pragrammes in which school students learn 

maths, scien ce, history, etc through the target la nguage. (In a sense, as 

language is used as a vehicle to talk about other things, a ll language classes 

have content dimension .) 

A topic approach to ESL 111 a school setting h as been developed by Evans 

(1986), Cited in (Nunan, 1989). Accordingly, topics are broken into four 

sequ ential stages . 

STAGE 1: VISUAL PRESENTATION 

In the first stage, central concepts are presented through pictures, maps, 

models etc . Appropriate structures and vocabulary are introduced, and 
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students are given the oppo rtunity of desc ribi ng what they have seen orally and 

in writ ing . 

STAGE 2: BUILDING A READING PASSAGE 

Students answer true / fa lse questions about the visuals and use these as the 

basis for building a written passage. 

STAGE 3: ANALYSING AND EXTENDING THE READING PASSAGE 

At this stage, students fo cu s on som e of the linguistic elements in the passage. 

STAGE 4: CREATING A PASSAGE 

[n the final stage, studen ts produce their own written passage based on the 

language and content they have acquired in stages 1-3 . The point of departure 

may be another visual that m ight be described or compared with the original 

visual. 

2.10 The Topic Framework 

Evans (1 986) summarized and created th e topic fram ework of teaching writing 

based on topic-based approach. 

Teach er Input

l jStudent Input 

VISUAL SPECIALIZED 
LANGUAGE 

• Eliciting student 
language 

"Guiding activities 
" Introducing new 
language 

" Encouraging 
self correction 
(of students) 

"Word grouping 
" True/false statements 
* Teacher produced 

STAGE 1 

Visual presentation 

Experiment 

Model 
Pictures, diagram s, 

maps, stati stics 

t 
STA GE 2 

Building a 

Read i ng Passage 

" 
" 
" 

PRESENT LINGUISTIC AND CONCEPTUAL 
KNOWLEDGE 

" Labeling, describing and explain­
ing the visuals. 

" Composing sentences-oral and 
written 

" Class discussion 
" writing a paragraph 

Classi fying words 
Assessing T/F statements 
Writing out True statements on cards 
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passage 

'" 'Core' exercises 
• Language developme 

exercises 
, Correcting work 

with students 

• Explaining final task 

nt 

1 
STAGE 3 
Analyzing and 
Extending Reading 
Passage 

STAGE4 

, e S quencing True statements 
ning statements , Joi 

, D 

'R 
oing the work sheets 
eading and correcting exercises 

, Discussing final task 
, 1" draft • Assisting in final 

correction 
• Organizing publication 
, Correcting worksheets 

Creating a Passage Fina l , reading to each other correcting 
first draft Writi ng , 2"' draft, correcting 

, Final draft Ireading and correcting 
with teacher 

, Publishing 
- Class book 
- typed 'essays' circu lated to 

other class members 
- Wall display 

Evans: Learning English through content areas, P. 7. (Taken from Nunan, 1989) 

2.11 Task-based Approach versus Topic-based Approach in 

Language Teaching 

Task- based sylla bus, which came In three forms: Procedural, Process a nd 

task-based, bears promis ing views on successful language learning (Ellis, 

2003). Ellis claims tha t TBS considers a series of complex and purposeful ta sks 

as teaching content. He fur ther discu sses that task-based syllabus endorses 

the concept of organizing a syllabus around communicative tasks that learners 

need to engage in outside the classroom. In short, he views task-based syllabus 

curricula as learner-centered ra ther than language centered. In this syllabus, 

according to him, tasks are specified before students and teachers meet. This 

syllabus incorporates tasks that a re analytic and that are specified in 

behavioral than linguistic forms. In other words, it shifts from form to meaning. 

Seed house (1999) m entions the following a s organizing principles of TBS. 

• Activities that involve real communica tion are essential for 

language learning. 
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• Activities in which language is used for carrying out meaningful 

tasks promole learn ing. 

Language that is meanin gful to the learners supports the learning 

process . 

Long and Crookes (1993) discuss less well known and less widely used than 

structural or notional functional variants, two further synthetic syllabus types : 

situation and topic. Topic-based courses, which are organized around 

topics/ contents deal with s tructures as they a rise (Mohan, 1997). 

Although this kind of syllabus seems to be less popular now, there are one or 

two othe r ESL texts , which a re primari ly topical (Long and Crookes , 1993). 

These writers claim that true topic-based syllabuses and accompanying 

materials have been produced. Moreover, topic-based syllabuses have the 

potential advantage of trapping students' knowledge of the world as an a id to 

learning, and also of providing realistic, a nd hence motivating potentia l, 

especia lly if selection is based on needs identification performed in terms of 

topics or on the findings of research on frequency of topics in the conversation s 

of people of the same age as learners (Long and Crookes, 1993) . 

On the contrary, Long and Crookes (1993) point out two difficulties when 

designing su ch syllabuses. One difficulty lies in defining and distinguishing 

topics, and the other in the broadness of the concepts, with resulting lack of 

precision for materials design. 

A further problem with this syllabus, is grading. Long a nd Crookes (1993) a rgue 

tha t there is in principle no way to grade topics in terms of difficulty or as to 

which ones n eed to be 'learned' before oth ers . 

Another drawback is that topic IS of limited use for predicting grammatical 

form , a lthough it does slightly well with vocabulary. A discuss ion of a particular 
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TESO L Convention could well involve a variety of genres su ch as expla n ations , 

OpinIOnS, narratives, reports and so on , which in turn require a vast ra nge of 

lexis a nd linguis tic constructions to be encoded (Long and Crookes, 1993). In 

s hort, they concluded that there is a lso no obvious way to grade or sequence 

topics, given the impossibility of distinguishing their boundaries or predicting 

what they involve. 
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CHAPTER THREE 

THE RESEARCH METHODOLOGY 

3.1 Subjects of the Study 

The subjects of the study are first year preparatory /Grade 10+1/ students at 

Bethel Mekane Yesus School. 

3.1.1 Selecting the Sample Population 

Bethel Mekane Yesus School is a girls' school In Addis Ababa. Like other 

community schools, the school follows whole day program. In the school there 

are 11 5 first year preparatory students out of which 74 students were selected 

as the subj ects of the study. The researcher administered pre-test to select this 

figure. In order to do this the following tasks were undertaken . Firstly, the 

scores of 115 students were ordered from the highest to the least. Then one­

sixth (20 students) of the total number from the top and one-sixth (21) students 

of that number from the bottom, totally 41, students were excluded from the 

study. These students were excluded, as they were two extremes. Therefore, 

two-third (74 students) was taken as the subjects of the study. Secondly, these 

subjects were rearranged alphabetically to form control and experimental 

groups. Then even numbers were taken on one group and odds on the other. 

Using random sampling lo ttery method, the evens became control group and 

the odds experimental. Finally, 37 subjects were treated as control group and 

the remaining 37 subjects were taken as treatment group. 

3.1.2 Data Gathering Instruments 

In order to gather information from the subjects, the researcher prepared 

writing test and administered to them. The test was given as follows. 
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Pre-test 

A 15-item pre-test was prepared and ad ministered to the 11 5 students to 

assess their writing proficien cy before the commen cem ent of the study and to 

group them into control a nd experimental groups . The ques tions were of the 

fo llowing types . [1 J Punctu ation a nd capitalization [2J letter writing [3J 

identifying techniques or s tyles of composition [4J rearranging scrambled 

Uumbled) sentences to develop logically patterned paragraph and [5] writing 

short per sonal description . 

Validity of the test items was ensu red by prepanng questions based on th e 

contents in s tudents' textbook. To ensure the reliability , on the other hand, the 

fo llowin g steps were undertaken: (i) the test was administered to a ll grade 10+1 

students in a s imilar setting (ii) the answers were corrected by other English 

language teach ers . The scores obtained in the pre-test were used to select the 

subj ects of the study through ra ndomization as well as to compare the pre-test 

results against the post- test scores of the experimental group. The latter, 

enabled the researcher to see if there was significant difference in the subjects ' 

performance after the implementation of task-based approach. 

3.1.3 Procedures for the Presentation of the Teaching Materials 

Based upon the nature of the study and its objectives, the researcher prepared 

two sets of teaching materials of s imilar content. The tota,l number of lessons 

taught to both' the control and experimental group s was 9. Even though similar 

contents were presented to both groups, there were big differences in the 

methods of presentation. 

In teaching the control group, the researcher tried to integrate the writing 

lesson with the other language skills such as speaking, listening, and reading. 

The researcher based upon the Ethiopian stude n ts' needs for learning the 
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English language selected th e topics. Thus their needs of English for academic 

purpose was given due emphasis in the selection of topics . 

Moreover, the researcher attempted to put the topics according to their level of 

complexity. Topics related to their immediate environment or even about 

oneself were taught at the beginning of the expe riment and topics, which were 

more or less detached, from the learners' daily activities were taught around the 

end of the study. 

After the topics were selected a nd prioritized upon the above considerations, 

the researcher conducted the classes for three months. Within this interval the 

lesson was given three times a week for 45 minutes of which two sessions were 

the regular class hours and one session was arranged on Saturdays based 

upon the agreement reached among the school administration, the students 

and their parents . 

In the learning-teaching process, the students were exposed to different 

activities after being paired up or grouped (See appendix B). Moreover, they 

were also given different model paragraphs and asked to write their own after 

they have comprehended the topics . Of course, they were being helped by the 

researcher to make necessary changes when they were producing their own 

paragraphs. In addition to this, the researcher prepared conversations on 

imaginary situations and guided the s tudents to act out the role of one of the 

characters given in the conversation. This enabled the researcher to integrate 

the language skills, which a re the characteristics of topic-based approach . 

Another point worth mentioning in the presentation of the lessons to the 

control group was that the introdu ction of language learning points, that is, 

grammar prac tices before the studen ts started to write on the given topic. In 

line with this, for instance , lists of questions were presented and the students 

were asked to use the correct form of the verbs in brackets. This enabled the 
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students to use s imilar tense 111 their paragraphs coming next to the language 

points. 

While the above details deal with the methods employed in the presentation of 

the lessons to the control group, the following points deal with that of the 

experimental group. 

First of all the presentation of the lessons were alike only in the duration of 

time, that is , the experimental group students were a lso taught for three 

months, three times a week for 45 minutes. Moreover, s imilar arrangement was 

made with students on the consensus among the listed bodies mentioned 

above. Unlike in the presentation of lessons to the control group, the researcher 

thoroughly followed necessary steps discussed in (Nunan, 1989). This was 

preferred as it gives due consideration to some characteristics of tasks. 

Accordingly, tasks were selected, graded and sequenced in line with the 

contents presented to the control group. As it has already been mentioned 

above the contents taught to both control and experimental groups were 

similar. But the ways in which the lessons were presented to these groups were 

quite different. 

As a result, the experimental group students were glVen different tasks to 

accomplish first and then asked to write paragraphs based upon what they 

have don e at the beginning of each lesson. In order to h elp the students to take 

part in the task, the researcher orally introduced, briefed and acted out some 

roles as a model. Then the students, being in pair or group, had discussions on 

what they were supposed to do. The tasks involved two or more students one 

askin g and the other answering different question s, which led them to the 

writing task that followed. In here they were taking turns to ask and answer 

those questions. For instance, while student 'A' speaks, student 'B' takes notes 

a nd vice versa. They were also guided to exchange their notes and check if 

some points were missed while taking the notes. Having accomplished these 
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tasks, the students started to write their own pa ragraphs that included the 

points raised in the preceding tasks. One very important thing th e s tudents 

(both th e control a nd experimental) did was that they were reading through on e 

an other's written texts . After they read their fr iends' papers, they were told to 

comment on any problem. 

Finally, after th e two groups were tau ght differently for three months time a 

post-test was prepared a nd administered to them. 

3.1.4 Post-test 

Like the pre-test, a I5-item pos t-tes t was prepared for both control and 

experimental groups . The post-test had also its distinct purposes . That is, the 

results of th e two groups in the post-test were compa red across the groups to 

investigate if th ere was s ignificant difference between th e groups after the 

implementation of two different langu age teaching approaches for three 

month s . 

Moreover, the post-test result of the subjects in th e experimental group was 

compared with their scores in the pre-test to see if there was visible difference 

probably as a result of the implementation of task-based approach. 

The vanou s steps undertaken to ensure the reliability of the pre-test were 

repeated again 'in the post-test. Simila rly , to ensure the validity, the tests were 

conducted in such a way that they reflect the contents covered and methods 

u sed in the presentation of the writing lessons in the study. 

3.1.5 Guidelines for Correcting the Pre-and Post-tests 

As the items were both subjective a nd objective, the students were expected to 

make m istakes and commit erro rs m grammar, mech anics, spelling 
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organization, co ntent, fluency a nd vocabu lary. Therefore, m a rk a llotment was 

given fo r each question ty pe a nd the correction was made accordingly. 

3.1.6 Method of Data Analysis 

The gathered data through pre- a nd post- tests were analyzed u s ing 2- ta iled t­

test value . The technique was chosen depending upon the n ature of the 

hypotheses. Th e hypotheses made were n on-direction a l so that the selected 

s tatistical analysis technique was worth u s ing to analyze the data. In addition 

to the above fact, the investigation consisted of two variables : 'task-based ' 

lan guage teaching a pproaches and students ' performances in writing skills. The 

former is independent wh ereas the latter is dependent for this reason; using t ­

test seemed appropria te and reasonable. 

Having chosen t-test , the researcher computed th e mean scores of th e pre-and 

post-test results for th e experimenta l group and the post-test results of the two 

groups . Hence , the results of the finding using this statis tica l analysis method 

are presented and discussed in the following ch a pter. 
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CHAPTER FOUR 

RESULTS AND DISCUSSION 

As it has been sta ted in chapter 1, the purposes of the study were to test the 

following hypotheses. 

Null (Hal hypothesis s ta tes tha t there is no s tatistically significant difference 

be tween topic-based a nd task-based teaching of writing skills to Grade 10+1 

Bethel Mekane Ye su s School students . On the other hand, the alternative (H d 

hypothesis sta tes the opposite. 

In addition to the above hypotheses, the researcher investigated if there was 

significant progress in experimental group students' performances in writing 

kills . 

In order to test the hypotheses, a two-tailed t-test statistics was used based on 

the nature of the question being investigated. 

To gather data from the two groups , pre-and post-writing tests were 

administered and corrected out of 40 points . In connection with this, the post­

test scores of subjects in the two groups and th e pre-and post-test scores of the 

treatment group were compa red. As a result, the following results were 

obtained. 

Table 1 Description Data 

Group N Minimum Maximum Mean 
Std. 

Deviation 

Pretest control 37 19.00 33.00 27.54 3.20 

Post-test control 37 17 .00 35.00 27.00 3.66 

Pres-test experimental 37 22 .00 35.00 27.92 2 .73 

Post-test experimenta l 37 28 .00 36.00 33.30 2 .09 
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As it can be seen in table 1, the pos t-te s t mean score of th e experimenta l group 

is high er tha n th e control group, that is, 33.30 and 27.00 respectively. 

Simila rly, the post-tes t mea n score of the experime n tal group is higher tha n 

their score in the pre-test, that is, 33.30 and 27.92 respectively. 

Nevertheless, these diffe rences in their mean scores n eeded further statistical 

analysis using t-test to check whether the differen ces were statistically 

s ignificant or not. Thus the following da ta were obtained for post-test control 

a nd experimen ta l groups. 

Table 2 Independent sample t- tests for post-control Vs post-experimental group 

Group N df 
Mean t-value 

Difference 
Experimental 37 72 5 .7027 *8 .236 

Control 37 

* Significant at 0.05 level (p<o. 05) 

The data given in table 2 tell us that there is statistically significant difference 

in their mean scores between the experimenta l a nd the control groups, that is, 

students who were taught by task-based approach performed significantly 

better than those by topic-based approach. 

This clear differen ce in performance has resulted from the implementation of 

task-based approach . In con nec tion with this, Celce-Murcia , Dornyei, and 

Thurrell (1997) poi nt out tha t during the past 2 decades foreign la ngu age 

teaching h as become more a nd more characterized by the communicative 

approach to language teaching, whose main objective is "to develop learner's 

ability to ta ke part in meaningful communica tion in different contexts, on 

different topics , for different purposes through different tasks. 
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Others a lso stress that a relatively new approach with in this framework is task­

based in s truc tion, which calls for language teaching to be organized around 

different tasks (Long and Crookes, 1993; Pica, 1986; Skehan, 1988; and Willis, 

1996). For this reason, tasks more specifically their components, 

character istics, different types, sequencing, and implementation conditions 

have been the focus of much recent research. 

Unfortunately, writing I S an area characterized by considerable divergence 

between research and practice . Skehan (1996) notes that "much is known 

about which practices in teaching writing process are more effective, but 

several of these findings are in conflict with widespread practices in the 

schools. 

Different scholar s favor task-based learning. For instance, Samuda and 

Maddan (1 985) cited in Kumaravadivelu (1993) strongly argue that by doing 

can learn langu age, when attention is focu sed on meaning. According to these 

scholars, TEL organizes the learning process by tasks to be performed in the 

target lan guage, not by function, notions, topics and situ ation s . This actually 

agrees with the belief held by language experts like O'Donnell (1969) that 

human beings learn language, not by talking about it but by using it. It is with 

this view that task-based approach to teaching writing emphasizes the learner 's 

use of the target language with any language repertoire they have at their 

disposal so as to convey the message triggered by the tasks they a re doing. 

Tarone and Yule (1989) a lso tell us that in the task-based approach to lan gu age 

teaching the learners ' main focus is not the language itself but the information 

obtained or conveyed u s ing the language in spoken or written mode . Here the 

assumption is that learners pick up the target la n guage accidentally or in a 

natural way while struggling to obtain or convey the message . This kind of 

language learning is believed to be more memorable, and Rivers (1987) confirms 

its importance as follows: 
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Students achieve facili ty in u sing a language when their a ttention is 
focu sed on conveying and receiving authentic massages, that is, 
messages that contain information of interest to speaker and 
listener , wri ter and reader in a situation of importance to both 
(p. 198). 

Accord ingly, task-based activities a re believed to be m ore advantageou s than 

topic-based because the former involve the learners in comprehending, 

m anipulating, producing or in te rac ting in the target langu age while their 

attention is principally focused on the mea n ing rather than form. According to 

Tony Wright (1 987) tasks are different from topic-based or s ituational activities 

since tasks involve the imagination, beliefs, attitudes and interests of the 

lea rners. They usually involve the participation of two or more learners in 

accomplishing them. 

Nonetheless, task-based language teaching approach in general is not free from 

criticism. The critics of the more learner-centered approach to language 

teaching express their fear that this approach neglects the accuracy of langu age 

use by th e learners. But Krashen a nd Terrell (1 987) argue th at we do not 

necessarily sacrifice accuracy for fluency in the communicative language 

teaching. These two language experts a n d oth er s who favor the communicative 

language teaching argue that the rationale behin d the u se of task-based 

teaching activities in learning a Second / Foreign language is that they will help 

to develop both communicative and linguistic competence of the learners. That 

is, task-based activities are important for both fluency and accuracy. 

Nunan (1 989) tell s us that in real life communication different language skills 

a re not used in isolation, they are found in te rwoven . In task-based approach to 

language teaching it is believed that the approach is closer to real life situation 

tha n the non-interactive approaches . This research er, for ins ta n ce, has come 

across som e irrelevant topics which students were instructed to write on 111 

s tudent's textbook in the attempt m ade to follow topic-based a pproach . 
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One of th e proble ms of topic-based language teac hing approach is grading and 

s pec ifying topics (Long and Crookes, 1993). They claim that topics have an 

unfortunate tendency to merge into one another and subsume other topics. 

In general, almost a ll language profess ionals agree that the m ain and centra l 

goal of second/foreign la nguage learning is communication. Even schola r s who 

favor topic-based language teaching do not deny this fact. The difference 

between topic-based a nd task- based language teaching approaches in general 

and writing skills in particular lies in the ways they assume to bring about the 

a bility for communication through spoken a nd written modes. Topic-based 

a pproach to teachin g writing depend s on the presentation of writing tasks or 

activities a t the end of the un its . This is perhaps because they assume that the 

ac tivities are the outcomes of the preced ing sections: reading, speaking, and 

listening. In the writing sections of the student's textbook for grade 10+1, for 

instance, students are asked to apply the information (knowledge) they have 

a lready obtained from other sections to a certain issue that is seldom relevant 

to the topic developed by the other section . 

Even though much effort was put to make the writing topics familiar to the 

subjects in this study, the students failed to perform better when compared to 

those who were taught by task-based a pproach (see appendix 0). This low 

performance clearly indicates that the latte r approach is more effective than the 

former in teaching writing skills to Ethiopian preparatory students. 

Table 3. T-test of pre-and post- tests for the experimental group 

Mean 
Test N Mean St. t-value 

Difference 

Pre- 37 27.92 2 .73 -5 .38 *-9.505 

Post- 37 33 .30 2.09 

* Significant at 0.05 level (P<O. 05) 
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The above table shows that there is significant difference between pre-and post 

performances of the experimental group s tudents. This finding seems to s how 

that task-based approach would bring about some sort of improvement in the 

students' writing competence . Although the result showed this fact, the 

researcher claims tha t there might have been other fac tors tha t came into play 

a long with the implem en tation of the a pproac h . Some of the assumed factors 

a re: students' outside class room discuss ion a nd prepa ration for the test. 
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

5.1 Summary of the Findings 

While language experts still claim that there is no one 'best' approach to 

language teaching/ learning, an attempt to make investigation so as to prefer 

one to the other seem s a paradox, particularly at first glance. In this study, 

however, an investigation on topic-based versus task-based language teaching 

approaches was made to see if there is significant difference in students' 

written English performances. 

In this experimental study two hypotheses were formulated. The Null 

hypothesis (H o) states that there is no significant difference between topic­

based and task-based approaches in teaching writing skills where as the 

Alterative hypothesis (HJ) states that there is significant difference between the 

two in teaching writing skills to first year preparatory (Grade 10+ 1) students. 

In addition, an attempt was made to see if there was significant difference 

(progress) in the experimental group students' performance in the skill 

mentioned. 

In line with these hypotheses pre-writing test was administered and two 

groups: control and experimental , were randomly formed. The two groups were 

taught differently, that is, the control group through topic-based and the 

experimental group through task-based approaches for three months, three 

days a week of which a day's lesson conducted for 45 minutes. 

During the lesson times, the researcher had performed the following activities 

with the treatment groups to facilitate collaborative knowledge construction and 

to promote their involvement in the tasks presented. 
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Negotiation of the task-the occurrence of negotiation between the researcher 

and the students was perceived as one of the characteristics of collaborative 

language learning process In a task-based classroom. It provided the 

opportunity for the researcher to interact with his students and the students 

with their peers. 

Assigning Roles - Atkin son (2003) points out that a clear unders tanding of the 

role studen ts a re expected to perform in th e cla ss room facili tates their own 

engagement with the activities they a re required to do. In this case, the 

experimental group students were asked to work in pairs , while they performed 

differen t roles representing di fferent group of people. 

Exposing students to similar texts-the development of the ability to write a 

particular text require s the learners to be given the opportunity to familiarize 

themselves with texts that a re examples of that same genre (Long and Crookes, 

1993). For this reason, the researcher exposed the control group students to 

model passages to help them notice the specific configurations of that genre. 

They were also encouraged to activate their memory of previous reading and /or 

writing exercises similar to the one they were being ch allenged to produce. 

At the end of the experiment, the researcher prepared post-test and 

administered to both groups. Then the data collected through pre-and post­

tests were computed for both groups using t-test data analysis technique . After 

that, mean scores analysis on post-control and post-experimental results was 

made. Thus the researcher was able to observe difference in the subjects' 

performance, which were 5.7027. But to ch eck whether the difference was 

statistically significant, the difference was computed a nd compared at P<O .05 

s ignificance level. Hence, it was found out that there was statistically significant 

difference between the mean score of the two groups (see table 2). 
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Similarly, the scores of pre-and post experimenta l groups were analyzed u sing 

t-test m e thod. Thus it is likely tha t experimental group students ' mea n score in 

the post-test was found to be higher th a n their pre-test score (see table 3). This 

in turn , showed that the students have shown significant progress in their 

writing skills. 

5.2 Conclusions 

On the basis of the findings, it can be concluded that task-based approach of 

teaching writing skills is m ore effective than topic-based a pproach . For this 

reason , the s tudents performed better in task-based teaching than in topic­

based. 

Therefore, from this research finding, it may be concluded that the approach 

that the country is currently u sing seems to contribute less in improving 

learners' writing ability. As a result, one can conclude that the problems our 

students' en counter in expressing themselves in written English might stem 

from the approach in u se in addition to other factors. 

5.3 Recommendations 

In this study, topic-based approach of teaching writing skills was found to be 

ineffective when compared to task-based language teaching approach. From 

this result, it is possible to a rgue that the approach (topic-based) adopted in 

preparing teaching materials for preparatory classes needs critical revision. In 

addition to its defects in developing students' writing skills, the portion and 

time a llocated fo r teaching writing is by far less tha n the other skills . Therefore, 

to alleviate s tudents' writing problems a nd bring them to the reason ably 

expec ted standard, the re searcher would like to forward the following: 
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5.3.1 Syllabus Designers and Materials Producers 

Based on the findin gs in this study and Grade 10+1 teaching materials 

evalua tion , the researcher recommends these bodies to make thorough revision 

on the writing sections to meet the students' needs for learning the English 

language in the country's context. 

5.3.2 Language Classroom Supervisors 

Although teach ers have freedom to use their own ways in teaching the 

language, th e majorities seem to adhere to th e approach stated in teacher's 

gu ide. Therefore, closer follow-up supervision should be made so as to enhance 

language teachers' awareness in using the varieties of approaches available for 

instance, task -based approach. 

5.3.3. Language Teachers 

As language-teaching methodologies are swmgmg from one approach to the 

other, language teachers need to upgrade themselves in acquainting their 

teaching methods with current approaches to teach the skill to their students. 

Although the researcher does not dare say that this finding was conclusive, he 

contends to say that language teachers should u se different tasks in their 

writing lessons . 

5.3.4 Other Researchers 

As the present study is a first attempt to see the effectiveness of task-based 

approach against topic-based approach of teaching writing skills, there might 

be some areas that have not yet adequately been investigated. As a result, 

further investigation is recommended . 
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APPENDIX A 

Pre -Test for Control and Experimental Groups 

Name _________ _ Date 13 '" Feb. 2006 

Part I 

Time al lowed 1: 15 minutes 

Total Value: 40% 

Direction: The following senten ces are not in correct order. If you rearrange them, 

they will make a paragraph. Find the best arrangement and write the letter 

of your choice in the space provided (2% each) . 

____ 1. A. But modern roads must be made for trucks, cars and buses. 

B. Long ago, roads were only trails for people or animals to walk on. 

C. And should be wide enough for several lanes of traffic. 

D. These roads s hould be as smooth and straight as possible. 

A. bdca C. adcb 

B. cda b D. dbca 

____ 2. A. Hurricanes m ove more slowly than tornadoes. 

B. This enables the people to prepare in advance. 

C. Information thus obtained can be given in the path of th e hurricane. 

D. This makes it possible to track them by airplane and radio 

A. bdca C. adcb 

B. cda b D. dbca 

____ 3. A. She was som ewhat familiar with su ch senses. 

B . They h ad often made her very unha ppy. 

C. On a few previou s occasion s, she h a d been completely deprived of 

desire to eat. 

D. Sometimes she h ad gone into the kitchen to administer a tardy rebuke 

to the cook 

A. abcd C. dacb 

B. bcad D. dcab 

____ 4. A. They were once common in Africa the Middle East and India . 

B. Lions live in open grassland 
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c. Now they are to be found mostly in Africa, where their numbers h ave 

fal len by half in the last thirty years. 

D. Most m embers of the cat family live alone but lions live in groups 

called 'prides' 

A. bdac 

B.cd a b 

c. bacd 

D . cadb 

____ 5. A. Throu ghout history, many people h ave tried to do this . 

B. They m a de wings and tied them to their arms. 

C. Human beings can not fly like birds 

D. Then they tr ied to fly by fl apping the wings like birds 

A. bcda C. dacb 

B. cabd D. abcd 

Part II 

Direction: Items 6-9 are based on the following letter. Read the letter carefully 

and answer the questions that follow (2% each) 

The Principal of 

BMY School 

Addis Ababa 

Sir, 

Addis Ababa 
5/ 11 / 05 

P.O . Box 1111 
2. 

I h ave been sick for two days and last night my body temperature shot up to 

400c. My doctor tells me that it will ta ke me at least four days to be a ble to 

attend my classes. I, therefore, reques t you to grant me leave for four days from 

today . Thank you. 

§ 

Rahel Tesfaye 

49 



_____ 6. What type of letter is it? 

A. Personal C. Business 

B. Informal 

_____ 7. Who wrote the letter? 

D. Semi-formal 

A. The principal C. The doctor 

B. Rahel Tesfaye D. Parents 

_____ 8. Why was the letter written? 

A. To great the doctor 

B. To ask for a leave 

C. To please the principal 

D. To apologies the principal 

_____ 9. What should be written on No 2? 

A. Greetings C. The first paragraph 

B. Farewell name D. Date 

_____ 10. What should be written on No 6? 

A. Writer's name C. Farewell 

B. Addressee's name D. Date 

Part III 

Instru ction: Identify the types of writings below (2% each) 

_____ 1l. If a "'Titing text attempts to explain what its subject is, how it works, 

or perhaps how it is related to something else, it is likely 

A. Argumentation C. Descript ion 

B. Narration D. Expository 

_____ 12. If a piece of writing begins with "I am only 20 years old and not very fat 

. . . It is likely ___ _ 

A. Description C. Expository 

B. Narration D. Argumentation 

_____ 13. If a piece of writing ends with "Although few teachers do not accept 

positive rela tion ships with their students, I believe that .... , It is 

likely ___ _ 

A. Argumentation C. Description 

B. Expository D. Persuasive 
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_____ 14. If you are writing to convin ce the audience to adopt your point of view 

or at least take it se riously, your writing could be. 

A. Expos itoryC. Descriptive 

B. Argumentative D. Narra tive 

Part IV 

15. Instruction: Punctuate the following paragraph by adding capital letters, full s tops , 

and question marks were n ecessary (12%) 

i am an aquatic mammal found in most of the oceans of the word i love SWlmmIng 

really fast and jumping in and out of the ocean i'm a lucky animal because m ost 

people don 't like to eat me so fi shermen don 't like to eat me so fishermen dont u sually 

catch me sometimes i watch them and h elp them if they are in trouble i communicate 

with my family and fri end s with very high pitch frequencies of sound I also like to play 

games with my friends and eating small fi sh 

what am i 
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Lesson 1 

Lesson Topic: 

APPENDIX- B 
Teaching Materials for Control Group 

Yourself 

Teaching points: Present simple tense/ verb + present participle 

Oral practice: This practice is to be done in pairs or in groups. Each 

studen t should ask and answer each question . 

A: How old are you ? 

B: I am .... years old 

A: What h eight are you approximately? 

B: I am 

Very tall 

Quite tall 

Not very tall 

of medium light 

or 

I am abou t . . . meters tall 

A: What is the colour of you r hair? 

B: My h air is ... (black , brown , fair , and blonde, grey) 

A: What kinds of clothes do you wear? 

I 

always 

usually 

often 

frequently 

sometimes 

never 

A: Do your clothes please your 

father likes my clothes 

B: My mother 

wear 

fa ther? 

mother? 

teacher? 

A: What do you like doing in you r spare time? 
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old clothes 

fashionable clothes 
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B 

Written Exercise 

going to the cinema 

playing basketball 

like chatting with my friends 

dis like 

enJoy 

listening to music 

going to church 

making my bed 

reading fictions 

Write a paragraph describing you. Include what you told to your friend(s) . After 

you h ave finished writin g, read your paragraph to your friend(s). 

Lesson 2 

Lesson Topic: Describing others 

Sample paragraph 

This passage was written by a student called Marth a. She is a young university 

student in Addis Ababa. Read the passage and r ewrite it begin ning. 

'Martha is eighteen years old . .. Make all the necessary changes in the verb forms 

and to the pronoun forms. 

I am eighteen years old, not very tall and I h ave long black h air. I wear very unusual 

clothes and my father often gets angry with me He wants m e to wear dress and a skirt. . . 
I am a student at Addis Ababa Unive rsity and I work hard before the exams. In my 

spare time I like s itting in the garden and chatting with my friends . During term I 

share a flat with three friends. I h ave a lost of bright posters on the walls of my 

bedroom . 
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Lesson 3 

Lesson Topic: Describing Yourself 

Exercise: New write a paragraph like the sample paragraph to describe yourself. What 

you look like, what you do and where you like. Use the oral practice and 

sample paragraph as a gu ide to help you write your paragraph. 

Correction: 1. Read through your paragraph carefully and check it for spelling, correct 

form of verbs and pronouns. 

Lesson 4 

2. Exchange you r work with another student. You check her paragraph 

for any mi s takes and the other student ch eeks your work. 

Lesson Topic: The Next Public Holiday 

Write a paragraph describing how you will spend the next public holiday. 

Teaching points: Future tense 

Oral practice: 

Roman: 

Yomiyou: 

Roman: 

Yomiyou: 

Roman: 

Yomiyou: 

Roman: 

Yomiyou: 

Prepositions 

Pronouns 

Revision of present simple tense 

This practice is to be done in pairs or groups. Each student should 

ask and answer each question 

What is the next pu blic holiday? 

The next pu blic holiday is . 

When will it be? 

It will be on .. 

Will you go to work on th at day? 

No, I .. 

Or 

Yes, I .. 

Will you give anyone presents on that day? 

Yes , I shall give my ... a present. 
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Roman : 

Yomiyou: 

Roman : 

Yomiyou: 

Roman: 

Yomiyou: 

Roman: 

Yomiyou: 

Roman: 

Yomiyou: 

Roman: 

Yomiyou: 

Whta will you give him/ her/them? 

I shall give my anu nt 

sis ter. 

friend (etc) 

Will anyone give you a present? 

Yes, my father 

moth er 

will give me a presen t. 

Will you buy n ew clothes for that h oliday? 

Yes, I s h all buy a new pair of trousers. 

pair of sh oes 

(or say wh at you will buy) 

What will you do after br eakfast? 

After breakfast I sh all go and visit my friend 

What will you do later? 

Later I shall go on picnic 

Will you have any special food on that day? 

Yes, we sh all h ave . . . . 

Grammatical Note : In this lesson we h ave u sed 'sh all' after 'I' and 'we ', and 'will ' in all 

other cases. You sh ou ld practise this . Bu t in modern English 'will' 

is often u sed instead of 'shall'. 

Lesson 5: 

Lesson Topic: 

Exercise One: 

The Next Holiday 

How I F!ass the Next Public Holiday 

Write out the following passage patting th e verbs given in brackets 

in th e futu re tense with 'sh all' or 'will ' 

Th e n ext public holiday (be) the Eth iopian Epiphany. It (be) on Monday th e 20 th 

J anu ary. On that day I (get up) early and I (n ot go) to work. I (put) on some n ew cloth es 

and we (have) breakfast early. Then I (go) to ch u rch with the rest of my family. We 

(catch) a bus to piazza and we (go) to Asko Medehanealm . At the church we (pray) to 

God and sing religiou s song. Later we (have) a huge m eal of different Ethiopian dish es 

together. 
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Exercise Two: Write ou t the followin g passage putting the current preposition in the 

blanks. Choose from the fo llowing: 

with, on, at, in, to, for 

The next public holiday will be the Id EI "'atir. I shall get up early. the morning and 

go ... the graveyard ... my mother, we shall take some fruit and some sweets ... u s 

and leave them ... the graves. Later we ::hall go back ... our house and drink coffee . 

. . the rest of our family. My father and brother will go ... the mosque and my mother 

and I will stay ... home .. and prepare I he special lunch . 

Lesson 6 

Lesson Topic: planning 

Direction 1: Read through the sample p;u"agraph below . Th e subject matter is in the 

order that things happened . 

I went to work yesterday as usual. I left home at eight o'clock. First I took a bus to 

Mercato. I reached the central station at Iwenty past eight. Then I caught another bus 

to the street corner near our school. I walked a short way and got to school compound 

at exactly a quarter to nine. 

Note: when you are writing a narrative, arrange your subject matter in the order of the 

times at which the different things happened. 

Example : In the a bove passage, the narrator put her ideas: 

I left home a t eight O'clock 

First I took a bus 

I reached the town centre at twenty post eight. 

Then I caught bus . . . 

Direction 2: Now read through the sam[Jle paragraph in section 2. Is the subject 

matter in this paragraph arranged in the same way as the subject matter 

in the sample paragraph? 
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You can see that it is not. This is because the sample paragraph in lesson 

2 is a description and not a narra tive. In a description there is no order of 

time. For a description the bes t way to arrange your subject matter is to 

put togeth er all th e sentences about the same thing. Age, light, color of 

hair, the clothes you w ear: description of yourself. 

Exercise one: W I ro Abebaye is a school teacher . Here is a list of some of the things 

she does during the day. The items in the list are not in order. 

Arrange these items in order. 

What she does The time 

h as lunch ... ..... .... ... .. ...... ...... ... .. . ..... .. ....... .. ....... .. .. .. . .................... 12:45 

starts teaching again ........................ ....... .. ........................... .... . .. . ... . 2 :00 

has a cup of tea during break ................. .. ....... ... .. ..... . .. ... .. .. .......... 11:00 

leaves the house ...................... ......... ... .... .... ... ........ .. ... ....... .. ... .. ... .... 9:00 

stops teach in g .... .... ...... ....... . ... ..... ....... ... ....... . .. ..... .. .... ... ...... ...... .. .. 12 : 15 

arrives at school ................. .. ............................................................ 9 :20 

starts teaching ........... .. ....... .. ......... ......... ....... .... ..... .. .. .... ............ ... .. 9:30 

h as break fast ..... ............. .. ........ .. .. .. .. ..... .. ..... ..... ........ .... ..... ....... .... 8:30 

Exercise Two: al Ato Olana is very lazy. Here are some sentences that can be u sed to 

describe h im. The items in the list are not in order. Arrange these 

item s in order. 

h as picture~: of food on the walls of his room . 

h as red hair 

gets up la te 

lives in Addis 

Goes to bed in the afternoon 

has brown eyes 

is 1:45cms tall 

eats fou r or five times a day 

sleeps between meals 

watches television 

h as very sh ort lair 

lives in a large house with three servants 
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Exercise three a/ write a paragraph on wha t w f ro Ababaye does during her working 

day. Use the li s t in exercise one to h elp you. Do not u se all the 

times given bu t u se "First" "Then" etc. 

Correction: 

b/ Write a brief description of Ato Olana . Use the list in exercise 

two to help you. 

1. Read your paragraphs carefully and make sure the subject is well arranged. 

2 . Exchange your work with other studen t who h as written a bout the other 

subject. That is, if you have written about Ato Olana, exchange your paragraph 

with a student who h as written about W f ro Ababaye. Ch eck what th e other 

student has written. 

Lesson Seven 

Lesson Topic: An unhappy First Visit 

Direction: Write a paragraph abou t your first day at school, or your first visit to 

hospital, or your first reset to any place or person which you disliked 

very much. 

Language Points: Time clauses 

Exercise one: 

Examples: 

pas t simple tense 

past continuous tense 

passive voice 

Join the following pairs of sentences as in the examples. 

I first went to the cinema. (When) I was five year old. 

I first went to the c inema when I was five years old . 

(when) the lights went out. I fel t alraid. 

When the lights went out, I felt alraid. 

1. I first went to the dentist (when) I was seven years old 

2. (when) I entered the waiting room. I felt alraid 

3. I went into the dentist's surgery (when) the receptionist told m e. 

4. (when) I sat in the large chair. I shut my eyes. 

5. (when) I opened m y eyes. The dentist was lau ghing. 

6 . He held me firmly (when) I cried ou t with pain. 
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Grammar Note: These sentences can be divided into two parts. The part which begins 

with 'when' is called a time clau se. The other part is called the main 

clause. Notice the u se of comma U) when the time clause comes fir st. 

Exercise Two: Write out the following sentences and put the verb given in brackets in 

th e past simple tense. 

School 

l. I first (go) to school when I (be) five years old. 

2. When I (enter) the play ground , I (feel) very afraid 

3. I (look) for another way out. 

4. I (run) h ome as fast as possible 

The dentist 

5 . Dawit fist (visit) the dentist when he (be) eight years old. 

6. He (become) afraid when he (see) the man in the white coat. 

7 . When the dentist (teU) him to sit down, he (begin) to shake. 

8. When the dentist (finish) his inspection, Dawit Uump) out of the chair 

immediately. 

Exercise Three: 

Examples: 

Hospital 

Rewrite the following sentences in the passive voices. 

The strange sm ell frightened me 

I was frightened by the strange small 

They took him into the hospital 

He was taken in to the hospital 

l. A car knocked Johannes down. 

2 . They took him to hospital in an ambulance 

3. They put him onto a wheeled stretcher 

4. They pushed him down a corridor 

5. They strangeness of the place frightened Yohannes 

6. They took him to the X-ray room 

7. Later a nurse took him to a ward 

8 . They put him into bed 

9. His parents visited him save hours later 

10. They allowed him to go home after a few days 
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Sample paragraph: Read through the following passages 

A. I first went to school when I was five years old. I did not want to go, but my 

grandfather hel d my hand firmly and I was taken to the school gate. When J 

went into the play ground by myself, I was frightened by all the strange faces 

and the la rge, ugly buildings . I quickly found another gate on the other s ide of 

the play ground. I got out by this gate and ran home when my grandfather 

arrived home a little later, h e was surprised to find me I was sitting by the fire 

quite happy. 

B. My first visit to the cinema was a very unhappy one. I was tal{en there by some 

friends when I was only seven years old. At first there were bright lights and 

music and I felt quite happy. When the lights went out, I felt afraid. Then the 

film started and I saw a train on the screen. The train was coming towards me. I 

shouted out in fear and got down under my seat. When my friends saw me, they 

started to laugh. I felt ashamed and sat back in my seat. I watched the film to 

the end but I s till felt afraid. I was glad when the film ended. 

Vocabulary /words to watch/ 

A. Here is a list of words which tell you how you feel when you don't like something: 

Unhappy terrified 

Afraid 

Frightened 

Horrified 

troubled 

puzzled 

You can use some of these when you write your paragraph 

B. Find out th e words you need to use to tell about your first unhappy visit. 

For example 

a doctor 

a dentist 

a receptionist a surgery 

a waiting -room 

in a hospital there are the worlds , an operating theatre, an x-ray room. 

in cinema there is the screen, the audience 

in a funeral there are the mourners, the body, the coffin 
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Exercise Four: Now write a paragraph of your own to describe your first unhappy 

visit . Use the Written Exercises and the Sample Paragraphs as a guide 

to help you write your paragraph. 

Correction: 1. Read through your paragraph carefully and ch eek: 

2. Exchange your exercise with another student. You check her 

paragraph for any mistakes and other student checks your work. 

Lesson Eight 

Lesson Topic: An Interesting place to Visit 

Direction: Write a description of a place you know which is worth visiting. 

Choose any place you like, such as a city, a museum, a historical 

building, a river, an airport or a factory. 

Language Points: Adjectival clauses 

defining and non-derming with relative pronouns as object. 

defining and non-defining with 'which' as subject 

Oral practice: Ask and answer the followin g questions 

1. A: What sort of place do you like to visit? 

8: The sort of place I like to visit is .. . 

2. A: Where are you going to write about? 

8: The place I am going to write about is .. 

3. A: Where is Sofomer? 

8: Sofomer is the name of the place. 

I t is about .... kilometers from . . 

4. A: How can you get there? 

8: There is a modern ... 

5. A: What happens when you get there? 

8: When you get there, you. 

6. A: Who will show you round? 

8 : A guide who knows a lot about. 

It is in .. . 
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7. A: What can you see there? 

B: The main th ings you .. 

8. A: Do many visitors go to there? 

B: Many .. 

9. A: How long is it worth spending a t there? 

B: It is worth spending ... 

10. A: Why do people go there? 

B: Many people go to Sofomer for. 

Sample paragraph: Read through the following passage 

One of the most beautiful places I have visited is the ancient Greek city of Cyrene in 

Libya. Cyrene is about 300 kilometers of Benghazi. There is an excellent modern road 

to Cyrene. When you get there , you can s tay in a hotel, which is fairly cheap and 

comfortable . The ruins which are found there are very beautiful and interesting. Not 

many tourists go to Cyrene and you can spend a whole day quietly by yourself. The 

main things you can look at are the temples, the statues and the caves. 

Exercise One: (1) Count the sentences in the sample paragraph which contain 

adjectival clauses and on underline them. 

(2) Leptis Magnais is an ancient Roman City about 50 kilometers east 

of Tripoli. Most of what is written in the sample paragraph about 

Cyren e can be written about Leptis Magna except there is n o hotel 

th ere and no caves. But there is a camp site. 

Rewrite the sample paragra ph so that it is about Leptis Magna 

making all the changes which are necessary. 

Exercise Two: Now write a paragraph of your own describing a place you know which 

is worth visiting. Use the oral practice and the Sample Paragraph to 

help you write your paragraph . Try to write some sentences in your 

paragraph containing different types of adjectival clause. 

Correction: 1. Read through your paragraph carefully checking the use of adjectival 

clauses and punctuation and prepositions. 

2. Exchange your work with another student. You check h er paragraph 

for any mistakes and she will check you r work. 

62 

\ 

\ 

\ 

\ 

\ 

\ 
I 



Lesson Nine 

Lesson Topic: Letter Writing 

Language Learning: Letter Writing 

Exercise one: Read the following letter and answer the questions after it . 

Dear Ahlam, 

P.O. Box 1014 

Tel. 0157811916 

28,h April, 2006 

Thank you for your letter of the 19 th April, which I received a few days ago. In 

this letter you asked me to write a short description of myself. Here is a simple 

description which I have written for you. 

I am eighteen year old, not very tall and I h ave long black h air. I wear very 

unusu al clothes and my father often gets angry with me . He wants me to wear a dress 

and a skirt. I am a studen t at Addis Abab a University and I work hard before the 

exams. In my spare time I like s itting in the garden and chatting with my friends. 

During term, I share a flat with three friends . I have a lot of bright posters on the walls 

of my bedroom. 

I hope to hear from you soon . Please write and tell me about yourself. 

Questions 

1. Who wrote this letter? 

2. To whom was it written? 

3. What is the address of the writer? 

4 . When was it written? 

5. How many paragra phs are there in this letter? 

Yours Sincerely, 

Martha 

Exercise Two: In section 3 you are asked to write a description of yourself. Use this 

description to write a letter s imilar to the letter in Exercise one. You 

can make the first and the last paragraphs of your letter the same as 

in Exercise one. 

Correction (1) Read your letter carefully and make sure the address, date and first 

and last paragraphs are correct. Cheek the second paragraph for any 

mistakes in copying from the rough draft. 

(2) Exchange your work with another student. She cheeks your letter and 

you check hers . 
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Task 1 

APPENDIX - c 
Teaching Materials for the Experimental Group 

The Tasks Used in the Study 

Student A: Your task is to tell your partner a brief description about yourself: you may 

t ell her: your age, your light , the color of your eyes, the clothes you wear, if 

your family members like or not your clothes, what you do in your spar 

time etc .. 

Student B: Please listen to your partner's description abou t herself. Take notes while 

sh e is telling. After 'A ' h as finished describing h erself, take over the turns 

and tell to 'A' abou t yourself. 

Student A: Ask '8 ' to tell you abou t herself and tak e note while she is telling. 

Task 2 

Please don 't interrupt each other while telling the description. 

Now exchange your notes and each of you should write a short paragraph 

to describe you rself. 

- Read the description to your partner and check whether what sh e told 

you were included in the paragraph. If there are missed points remind 

each other and include them in your paragraph. 

Student A: Ask your partner '8' to give you the paragraph she wrote to describe 

herself. And give yours to her. Rea d through her paragraph and write 

everything sh e said a bout herself in your language. Then give what you 

wrote and the one '8' wrote to her so that sh e can compare if what she 

said were exactly written down. 

Student B: Do the same thing with 'A'. Plea se don't forget to make necessary ch anges 

throughou t. 

Task 3 

Student A: Find your partner '8' and make a short talk on what you look like, what 

you like; the places you like ... 

Ask 'B' to describe you the ways she feels about you including your 

physical appearance. Take note while '8' is describing you on a piece of 

paper. Then describe yourself well including what 8 feels abou t you , Use 

the note you took while '8' was spealcin g. 
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Student B: Tell about yourself to 'A' including both your external and internal 

qualities. And ask 'A' how she feels and describes you. Take note while 'A' 

is speaking. Using the note , write a descriptive paragraph about yourself. 

Rea d you paragraph to one on other. 

Task 4 

Student A: Tell all you know about Christmas to your group members. Ask each 

member to tell you what they intended to do on the next Christmas. Ask 

them if they will give presen ts to anyone on that day or if anyone gives 

them a present. Moreover, ask them what they wi ll buy for the holiday. 

Please don't forget to write down what each member is planning to do on 

that day . After you h ave asked your friends tell your plan on that 

occaSIOn. Before you start to tell, write down the main points on rough 

paper. Have a short look at it if you miss some of the points while you are 

telling your plans to your friends . 

Now write how you spend the next public holiday. 

Student B: Take turns and tell how you spend the next h oliday to 'A', 'C ', and D. Ask 

these partners the questions 'A' has asked you before. Remember to write 

some necessary things you and your family members will do on the day. 

Now write how you spend the next public holiday. 

Students C and D: please do the same with your friends. 

Task 5 

After you have discussed for 20 minutes, each of you for not more than 5. 

minutes, write your own experiences on the next holiday and read your 

paragraphs to each oth er. Then exchange your papers and give 

comments, feedback, and corrections to one another on the back of the 

p aper. 

Student A: Your task is to write wh at you need to do on the coming Easter in your 

school. Discuss with 'B' and try to convince her to spend the day 

together. If you are successful in your attempt to pass the time together, 

write your favorable things you will do together on that special day. 
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Student B: Show your agreement or disagreement to 'A's request. If you accept her 

question, ask how you will pass the occasion together. After you have 

made good discussion, write down the points you have agreed up on in 

paragraph form. Imagine that the holiday may be the last for you to enjoy 

together as you will be going abroad . 

You need to keep the original script of your paragraph in dairy form to refer back when 

ever you feel homesick aftelWards. 

Task 6 A 

Student A: Your task is to list down your daily activities. Put your ideas just as they 

happen to your mind. List all your daily activities as many as you can. 

When you have exhaustively listed the things you do, think of the orders in which you 

do them. If you like, you can indicate what you do in relation to time . Then give to your 

friend to have a short look at your list. 

Student B: Please have a look at your partner's list and try to chcck whether they are 

logically arranged when you compare with yours. Now your task is to list 

your daily activities and go to student 'A' and discuss if you do similar 

things a day. In pair identify those things you both do a day. List similar 

daily activities on separate sheets of paper and go back to your sit . 

Both of you write paragraphs on the list you have taken on your sheets. When you 

finish writing the paragraphs, read them to one another. Do you fmd any problems in 

your partner's paragraph? Can you help her to improve the problems? 

Now write the correct versions of your paragraph on different paper and keep it for 

other day to ch eck whether what you wrote relates to what you actually do. 

Don't forget to put your thoughts in their proper order of happenings 
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Task 6 B: 

Student A: Your task is to go to student '8 ' and ask what she does on weekends from 

morning to the evening. After you h ave listed your friend's activities look at 

their order of happenings Do you feel that the activities are well arranged 

according to their time of happening? After that write a brief account of 

your friend's weekends and give it to her to read through. Ask h er if what 

you wrote about her weekends represented the reality you from her. 

Student B: Please tell to your friend, 'A' what you do on your weekends from morning 

to the evening. Tal<e time to remember you r main duties and organize them 

chronologically. Then tell h er one by one. 

After you have told yours, ask about 'A's' duties on weekends. Take note while she is 

telling you. Now both of you write about each other's duties on your weekends based 

on the information you gathered. Read the paragraphs to one another and ask each 

other if what you wrote actually reflects your friend's duties on weekends. Do you 

think that what your partner wrote about you is put in coherent fashion? if not help 

her to put them in the order you fed proper to your duties from morning to th e 

evening. 

Task 7 

Below are things to write a bout. Put a tick (,!) mark on the topics you have memories 

of and that you might like to write a bout. You can add other topics 

My bad memories Tick here 

- My father's death 

- When I lost my mobile 

- When I left my village 

- The death of m y pet 

- When I was first fired 

from class 

- When I saw a dead person in the street 

- My first visit to hospital, My firs t day at school. 
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A: (i) Be in pairs and compare your points for two minuets. 

(ii) Now form a group of four which cons ist of a s tudent wh o has differen t members 

and exchange your personal experience 

(iii) Using the s tory you told above, wri te a bout your bad experience . 

B: Wri te the story you heard above, write wh at happen ed to one of your group member. 

Give the paragraph to whi ch the text belongs and make her read through it to 

comment on the content, organization ten se, and punctuations and 

capitalizations. Discu ss on the comments given by your partner. If you cannot 

come to an agreem ent move about the class or ask your teacher for clarity. 

c: Think about some unhappy situation (incident) h appened to one of your family 

member and write th e person's experience in paragraph form. When you finish 

writing, check any mistakes you might h ave made . Use the corrections and 

comments you were given earlier. 

Now read your paragraph and rewrite it again if you feel to make som e changes of 

any kind. 

Read your paragraph to the class stu dents. Ask them if they are h appy with what 

you did . 

Task 8 

Student A and Student B 

Imagine that you have just met your friends 'c' and '0' in the s treet after your journey 

to Sofomer. '(ou got into a cafeteria and started ch atting on your tour to Bale 

Mountains and Sofomer cave. Unfortunately, s tudents 'c' and 'D ' asked you to write 

about the sites and read it to the class students. Your reaction was so positive that you 

decided to write about your in teresting visit to the area. 

First close your eyes and try to remember of the scen es of the sites . Then jot down 

things you saw and took photographs. Then share what you have jotted down with 

each other. First, write independent paragraphs individually and r ead to one another. 

Second, write one paragra ph based on the concepts you have agreed on. 
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Now take your friend 's paragraph and read it to them. Ask for any comment and how 

they li ked it. 

Finally, write the final draft and read it to the whole class students. 

After class discuss whether your paragraph fully describes what you saw at the s ites. 

Students C and D Please give your valuable comments to students 'A' and 'B' so that 

they can write the paragraph to the whole class. 

Task 9 

Student A: Your task here is to write a reply to a letter written to you from your pen 

pal in the States. 

She explained herself and described h er qualities: bo th external and internal interests 

to you in the letter. And she is much eager to know more about you. Therefore, write a 

reply letter to her describing yourself, where you live, your educational background, 

what your room looks like, with whom you share bedroom, etc .. . 

Then give it to student 'B' to read the letter before you post it. 

Student B: Read the letter written by student B. Ask why she wrote some facts that 

way. Ask her if she can describe herself better. 

• 
Please do the same thing, i.e , write a reply letter to your eldest sister who asked you to 

describe your appearance, interests, visions, etc using student 'B's' letter as a model. 

Then give it to student 'N for proof reading and making necessary corrections before 

you send it. 
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APPENDIX- D 

Post -test 

Group Code: Control and Experimental 

Name and Group Code _____________ _ 

Part I 

Directions: The following questions rela te to different aspects of writing. Each question 

is fo llowed by four alternatives A- D. Chose the bes t alternative and write the letter of 

your ch oice against each number (2% each) . 

____ l. Which of the following direct speech statement is correctly 

punctuated? 

A. "Don't forget your exercise books," s aid the teacher. 

B. "The teacher said don 't forget your exercise books." 

C. The teacher said, "don't forget your exercise books." 

D. "Don't forget your exercise books ," the teach er said. 

____ 2. Choose th e sentence with the correct punctuation . 

A. The girl, whom you met at the school, is a friend of mine. 

B. The girl you met at the school is a friend of mine. 

C. The girl you met at the school is a friend of mine . 

D. The girl that you met, at the school is a friend of mine. 

____ 3 which of the following sentences is correctly punctuated? 

A. Ethiopia, which is in the East of Africa, is a poor nation. 

B. Ethiopia which is in the East of Africa is a poor nation. 

C. Ethiopia in the East of Africa is a poor n a tion. 

D. Ethiopia that is in the East of Africa, is a poor nation 

70 



____ 4. Which of the followi n g s tatem ents require a semicolon? 

A. I don't unders tand him he is a diffi cult person. 

B. We bou ght walking s hoes lunch boxes and a tent for our edu cational 

field trip . 

C. The m anager briefed the workers abou t their pension plan. 

D. It h as h a ppened on ce and it can happen again. 

5. If you write a letter to a close friend who is a manager of a company and want to tell 

him about your last weekend a t Sodere, which of the following salutation 

(beginning) do you u se? 

A. Regards C. Yours sincerely 

B. Bye fo r now D. Till n ext time 

6. Which of the following is an appropriate closing for a very formal letter? 

A. Regard s C. Yours sincerely 

B. Bye for now D. Till next time 

7 . If a piece of writing finishes with, "We can therefore conclude, and the evidence 

shows that very clearly, that capitalism is the preferred system over socialism, " it 

is very likely that the writing is ________ _ 

A. Narration C. Exposition 

B. Description D. Argumentation 

8. If a piece of wri t ing begins with , "The people are marching to the square with their 

banners h eld high . They are also chan tin g songs, and the children are showing 

some acrobatics," it is very likely th a t the writing is: 

A. Exposition C. Personal opinion 

B. Description D. Argumentation 

9. Which of the following direct speech s ta tement is correctly punctua ted? 

A. "Is he interested in it, " his father asked? 

B. "His father asked," Is he interested in it? 

C. "Is h e interested in it"? His fa ther asked 

D. His fa ther asked, Is he interested in it? 
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10. Which of the following is correctly punctu ated? 

A. I am a student; but she is a teacher. 

B. She is an attractive woman I can not, resist her charm . 

C. He is a professional Football player 

D. This is a big, new, modern building. 

Part II 

Directions: the sentences a-e in each of the questions from 11-13 make up one 

paragraph. But the sentences are not in the correct order. There are four alternatives 

given in each case. Choose the letter of the correct order and write on the space 

provided. (2% each) 

____ Il. a . I have two sisters 

b. The younger one is a very generous girl. 

c. She often gives money to friends who have less than she has 

d. In fact, she is a very expensive daughter for our parents 

e. Because she hardly keeps everything they give her. 

A. a c b d e C. d ace 

B. abc de D. e b c d a 

____ 12 a. A fully realized adult woman doesn't depend on others 

for her self- esteem. 

b . In fact, she expects others to perceive her valve, not 

to create it. 

o. She doesn't desire approval indiscriminately or for its 

own sake but only if it is expressed because of 

attri bu tes she respects in herself. 

d. Unlike a child struck with parents, fancily, or teachers, she 

picks her own intimates according to standards she 

crates. 

e. She is not much con cerned with what someone thinks of her as with 

what she thinks of him or her . 

A. abc d e a C. abc e d 

B. c b d a e D. a b d c e 
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13. a . Their teacher often praises them. 

b. However, they must not stop working. 

c . And is sure th at they will pass the ir exams. 

d. The girl s in the class speak English very well. 

e. They often use Englis h in the class and out s ide the class . 

A. d e a c b C. a e d c b 

B. dab c e D. a b dee 

Part III 
Directions: You h ave ju st received this letter from some students in a Grade 11 class in 

England. Read carefully and write a reply to this letter in chiding the information that 

h as been requested (Values would be given for accuracy, organization, and clarity. 

(10%) 

Dear s tudent , 

I am writing to you III the h ope that you will be willing to send me some useful 

information. 

As part of my Agricul tural science course at school I am doing a project on farming in 

differen t parts of the world. I am particularly interested learning about farming in your 

area of Ethiopia. I would be very grateful if you would send me information abou t the 

following points: 

I. What types of farming are there in your area? 

2. What crops are grown and what animals are kept? 

3. Which are the most important crops and animals? 

4. How do farmers sell th eir produce? 

5. Is any produce exported? If so, to which courtiers? 

6. Wh at are the main problems faced by farmers? 

7. Please describe the farm ing year in your area. 

The information you send me will be very u seful. 

Thank you very much for your help. 

Yours s incerely, 

A Grade 11 s tudent 

Happ y Valley secondary school 

Part IV. In about 60 words, describe one of your parents: your mother or your father (4%). 
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APPENDIX E 

Row Scores in Pre- and Post- tests 

Control Experimental 
Group Group 

Pre-test Post-test Pre-test Post-test 
No 40% 40% 40% 40% 

1 28 26 32 33 
2 30 31 26 36 
3 26 30 28 34 
4 30 17 30 33 
5 29 26 31 35 
6 26 28 28 33 
7 30 29 31 31 
8 29 33 29 33 
9 30 28 26 35 

10 26 24 25 36 
11 22 24 27 32 
12 23 35 24 30 
13 31 26 33 35 
14 32 30 29 36 
15 24 23 27 31 
16 27 30 28 33 
17 25 26 29 34 
18 23 19 25 31 
19 27 30 28 33 
20 27 24 29 35 
21 33 28 24 34 
22 30 26 22 35 
23 24 28 25 33 

24 27 27 29 28 
25 30 29 31 28 
26 30 27 35 32 

27 28 30 28 36 

28 27 28 29 36 

29 26 20 26 34 

30 25 28 25 33 

31 24 24 30 35 

32 19 23 25 34 

33 30 26 26 34 

34 33 30 27 35 

35 27 27 29 33 

36 30 32 27 30 

37 31 27 30 30 
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