
ADDIS ABABA UNIVERSITY 
SCHOOL OF GRADUATE STUDIES 

ORIENTATIONS AND MOTIVATION IN THE LEARNING 
OF ENGLISH AS A FOREIGN LANGUAGE AMONG 

ADMAS COLLEGE STUDENTS 

BY 
BANTI MESELU 

DEPARTMENT OF FOREIGN LANGUAGES AND 
LITERATURE 

APPROVED BY: 

--

EXAMINER 

\ 

f 

/ 

- - ---
__ - ~J 



TABLE OF CONTENTS 
TITLE 

PAGE 

Ackno\vledgements 

Li st of Tables. 
II 

Abstract .. . 
III 

CHAPTER ONE: fNTRODUCTION 

I. I Statement o f the Problem ............ .... ...................... .. ....... .. .......... .. .... .. 

1.2 Purpose of the Study .................. .. .... ........ .... ...... .... ......... . 

1. 3 Significance of the Study ............... .............. ... .. ....... .... . 

4 

5 

1.4 Scope of the Study ........ .................. ........... ... ........ ...... ...... ............ ......... 6 

1. 5 Limitation of the Study ................................................... . . . ........ ... 6 

CHAPTER TWO: REVIEW OF RELATED LITERATURE 

2. I Basic Motivational Concepts ................... .... ........ ............. . . .. ... ... .... 7 

2.2 Orientations in ELT ......................... ......... .... ............ .......... ..................... 8 

2.2.1 Taxonomyofgoals inELT .................. .. ............ ......... .... ............... 8 

2.2. 1.1 Individual Goals ......................... ....... ....... .... ........ .......... 8 

2.2.1.2 International Goals .................. .................. ........... .. ....... 10 

2.2.1.3 Long-tenn and ShOli-telm Goals .. ............... .. ..... ... .. ..... I I 

2.2. 1.4 Achievement Goals.......... .. ............ .. .. ........ .... ....... ........ 12 

2.2. 1.5 Integrative and Instrumental Goals ........... .... .. ....... .. .. 13 

2.2.2 Pedagogical Implications of Goals in EFLIEL T ............... ..... 15 

2.3 Motivation in EFLIESL ....................................................... .... ....... .. 16 

2.3. 1 Taxonomy of Motivation in EFLIELT.............. 18 

2 .3 .1 .1 Integrat ive and Instrumental Motivation... .. ........... 18 

2. 3.1.2 Intrinsic and Extrinsi c Motivation ............. ..... 18 

2.3.2 Levels of Motivation in ELT .......... .................. .............. ......... ... 19 

2.3.3 Pedagogical Implications of Motivation in ELT .......... ..... ...... ... .... 2 1 

2.3 .4 Expectancy X Value Theory ........................................ ... ......... .... .... 23 

2.3.5 Components of Motivation in ELT ........................... .. ..................... 23 

2.3.5.1 Language level Components ........... ....... .. ... ......... .. ....... 24 

2.3 .5.2 Leamer level Components ............................ .. .... . ......... 24 

II 
I 

/ 
J 



2. 3.5.2.1 Volition . .. ........... .. . .... 2-1 

2.3.5.2.2 Self-regu'1ation ....................... . .............. .. 

2.3.5.2.3 Self-efficacy. 

2.3.5.3 Learning Situation level Component 

25 

.... .. ...... 26 

2.3.5.3.1 Course-specifi c Components 

2.3.5.3.2 Teacher-specific Components ................... ... . 

26 

26 

2.3.5.3.3 Group-speci fi c Components .. .. .... .. .. 27 

2.3.6 Factors Affecting Students ' Motivation in ELF/ESL 

Leaming 28 

2.3 .6.1 Social-environment Factors 

2.3.6.2 Student Factors ..... 

... ... ............ 28 

................ .. 29 

2.3.6.2.1 The Self-belief .................................................. 29 

2.3.6.2.2 Vagueness about the Object of Leaming ..... .... .. 29 

2.3.6.2.3 Capabi lity and Past experi ence Learning.. 30 

2.3.6.2.4 1l1efficient Learning Strategies ...................... 30 

2.3.6.2.5 Attitudes ............... ............. ..... ............................ 31 

2.3.6.2.6 Anxiety ....... .. .................................... .. ................ 31 

2.3.6.3 Course Motivational Factors ...... ............. ...................... 31 

2.3.6.4 Teacher Factors ....................... ..... ........... .... ......... ... ...... 32 

2.4 Roles of the English Instructors in Ini tiating and 

Sustaining Students' -Orientations and Motivations ............... ................... 33 

2.4.1 Goals and Goal Setting ............... . 33 

2.4.2 Leaming Environment ...... .. 

2.4.3 Interesting Classes .................. .. ......... .......... ............................ . 35 

CHAPTER THREE: METHODOLOGY 

3. 1 Sources of Data ............... ................... ... .. .................... ...... .. ............... .......... 38 

3.2 Samples ............................................. ..... . . 38 

3.2. 1 Selection of the College ............... .. .............. ........... ... ....... .. . .. 38 

3.2.2 Selection of the Campuses ......... ................. ..... ...... ....................... 38 

3.2.3 Selection of the Sect ions ............ . ......................................... 39 

3.2.4 Selection of Part icipants ...... .. ..... ............................................ .. 39 

/ 
I 



3.3 Data Coll ecti on Instrument s ... ... ... ..... . 

3.3.1 Questionnaires 

3.3 .2 Interviews .... . . 

3.3.3 Class room Observation Scales (COS) 

3.4 Deve lopment of the Instruments ... 

3. 5 Procedures of Data Collect ion .... ........ .......... .. ...... .. ... ... .... .. 

3.6 Methods of Data Analysi s ................. .... .............. ......... .. ..................... . 

40 

40 

41 

42 

43 

44 

45 

3.6. 1 Quantitative Analysis......... .... ..... ..... ...... ........... .. ......... ..... 45 

3.6.2 Qualitative Ana lys is ........... ............................................................ 46 

CHAPTER FOUR: PRESENTATION, ANALYSIS AND DISCUS SION OF DATA 

4.1 Questionnaire-Data ... ........ .. ...................................... ..... ..................... . .... .. 47 

4.1.1 Reasons for Learning EFL .............................. .. .. .... ...... .. ....... .. ..... 48 

4 .1.2 Compari son of integrative and Instrumental Goals ...... ........ ...... .. 52 

4. 1.3 Vari ous Aspects of 1J1strumentai and Integrative Goals ......... .. .... . 53 

4.14 Students ' needs of Learning English .. .......................... . .. . ... 56 

4. 1.5 Test Resul ts of Stunts needs .................... .. ...... ......... .... .. ....... .. .... .. 58 

4.1.6 Students' Ability of the Four Ski ll s ...................................... .. ...... 60 

4.1. 7 Students' Attitude towards native English Speakers .. .. ... .. .. ......... 62 

4 .1.8 Students' Motivational Intensity in Learning EFL .. .................... .. 63 

4.1 .9 Students' Interest towards Learning Engli sh .......... ...................... 67 

4.1.10 The Motivational Roles of the College English Course ............. 69 

4.1.11 The Motivational Roles of the English Instructor ....................... 71 

4.2 1J1tervi ew-Data 

4.2.1 Student-interview ........... ................... ... ................ .. .. ..... .. .... ... . 

4.2.1.1 Students ' Desire to Learn Engli sh ..... .. .. ....... .. ...... . 

73 

73 

73 

4.2.1.2Students ' Motivational [ntensity .. ..................... ...... ...... ............. 75 

4.2.2 Instructor-interview ........................ ........... .................. ......... ... ..... 78 

4.2.2.1 1J1structors' Essentia l Preconditions to their 

Students Motivation ...... .. ............................................... 78 

4.2.2.1.1 Maintaining Supportive Environment ................. .. 78 

4. 2.2. 1.2 Maintaining Students' Success expectations ........ 79 

! 
I 

/ 



4.2.2.1.3 Stimulating Students' Motivations 79 

4.3 Participants Comments and Suggestions ..... .............. . .... ....... ............ 80 

4.3.1 Students' Reasons for Leaning EFL ................. ...... . 80 

4.3.2 Students' Interest and Effort to learn English ........................... 82 

4.3.3 Evaluation orthe Leaming Situatio n ....... ................... 82 

4. 3.4 Problems and Misconceptions Identified .................... ... ............. 83 

4.3.4.1 General Learn ing Preference .......................................... 83 

4.3.4.2 Confidence in Using the Language ............................... 83 

4.3.4.3 Total Leaming Situation ............................................... 83 

4.4 Observation Data ............ ............................. ............................................... 84 

4.4.1 The motivational Ber,avior of instructors .... ................ ......... ...... 84 

4.4.2 Instructors ' Behaviors of praise and cri ticisl11 ................ ...... ...... 86 

4.4.3 Students' Motivationa l Behaviors .................... .... ........ , ............. 87 

4.5 Discussion of Results ................. ..... ........................................ .. ............ .... ... 89 

CHAPTER FIVE: SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

5.1 Summary of findin gs........................... .. ........................................ .. ...... 96 

5.1 . 1 Orientations .. ........................................... , ........ .......... , .......... ...... 96 

5.1.2 Motivations ....... ........ .. .... .......... ........... .. ....... ........... .. .... ............. 97 

5.2 Conclusions ................................................. .......... ... , ............ ...... ... ... .. .... ... . 99 

5.3 Recommendations ...................... .. , .............. .. ............................................... 101 

BIBLIOGRAPHY ............. .. ....................................................................................... 105 

APPENDIX A: Engl ish version of Student-questionnaire .... .. ........................... ... .... 109 

APPENDIX B: Amharic Version of Student-Questionnaire ................... , ................. 11 5 

APPENDIX C: Engl ish Version of Student-interview .......... .............. .................... .. 119 

APPENDIX D: Amharic Version of Student-interview ............................................ 122 

APPENDIX E: Instructor-questionnaire ............................................................ , .... .. 125 

APPENDIX F: Instructor-interview.. .......... ..... ..... ...... ..... .. ................ .. .. ....... ............ 131 

APPEl\TDIX G: Classroom Observation Scales ................................ ................ , ........ 13 3 

APPENDIX H: Engli sh Version of Students ' interview Responses .......................... 135 

APPEl\TDIX [ :Instructors ' Interview Responses .......... , .......................... .. ......... ....... 142 

APPENDIX J: Statistical Tables ................................................................................ 150 

J 

if 



ACKNOWLEDGMENTS 

I would like to express my pro found and heartfelt gratitude to my adv iso r and professor, 

Dr.Teshome Demiss ie,whose unreserved professional advice and critical comments ha\ 'e 

signifi cantly contributed to shaping and completing the different stages of the st udy. 

Without hi s sound advice, amiable approach, and exquisite patience, my venture of 

accomp li sh ing the work would have remained a mere dream, 

I am consumedly grateful to my postgraduate TEFL professors for the cumulative insight 

they provisioned me with . Their dev~tion and frank professional personalities during the 

training equipped me with scholarly capabilities. 

My paramount gratitude also goes to Woizero Almaz Beyene for her moral and material 

SUpp0I1 throughout my teliiary academic life. She has usuall y been acting as the dri ving 

force behind my academic endeavors as of my undergraduate stud ies till now. 

I am also indepted to my friend, Engineer Solomon Wondifraw, for hi s constant 

ass istance in getting my rough works printed apart from his moral support. Ato Suleman 

also deserves great thanks for doing the stati stical part of the study and for his unreserved 

explanation of the computed outcomes of the statistical package. 

My gratitude goes to Woizero Nigisty Gidey for her help in typing the thesis. I would 

also wish to extend my acknowledgements to my close friends Essayas Tajebe, AtoA bebe 

Damitew,and Mekonnen Amare for editing the rough work painstakingly. The moral 

support I secured from Yideg Alemayehu ,Seid Mohammed,and Birhanu Ayele is worth 

recounting. My deep gratitude also goes to Ato Abiy Yigzaw for hi s critical comments. 

Last but not least is my acknowledgements to the Dean of Admas co llege,Ato Yibrah 

Ginnay, for hi s enthusiasm to embolden me in the entire course of the research. Students 

and English instructors of the college are duly acknowledged for their par1icipation in the 

study sparing their valuable time and energy. The public rel atio n staff and the registrar 

head of the co ll ege are also worth acknowledging. 

J 

II 



LIST OF TABLES 

Ta ble 

4.1. 1 Students' and Inst ructors' Responses to students' Reasons 
to Learn Eng lish ........................ .... ........................ . 48 

4. 1.2 Test Result of Reasons in Learni ng EFL for Instrumenta l or 
Integrat ive Goa ls ...... .. ...................... ..... ... .............................. ........... ........ 52 

4.1.3 Test Resu lts of Students' and Instructors' Responses to their Levels of 
Agreement up on the students' Orientation fo r lea rning EFL......................... 53 

4.1.4 Students' and IJlstructors' responses to the Importance of 
Leaming English ...... ................. ........... ......... ..................... ................. .. .. ... 56 

4.1.5 Summation of Table 4.1.4 .............. .............. ............ ........................ .... ......... .. 58 

4.1.6 Student s ' and Instructors' Responses to the Engli sh Ability 
of students in the four skill s.............. .......... ........................ .. ........................... 60 

4. 1.7 Students' attitude towards the Engli sh Native speakers .............................. 62 

4.1. 8 Students' and Insructors ' Responses to the Motivational Intensit y of 
Students in Learn ing Engli sh ................................ .......... .... ... .. ................ ...... 63 

4.1.9 Students' and Instructors ' Responses to the Interests of 
Students towards Leaming English.. ...... ........ ......... ... ... ... ........... .............. ....... 67 

4. 1.1 0 Students' and Instructors' Responses to their Evaluation 
of the Motivational Roles of College English Course ..................................... 69 

4.1.11 Students' and Instructors' Responses to the Motivational Roles of 

Engl ish IJ1Structors .............................................................................. 71 

4.2.1.1 Students' Interview Responses towards their Des ire to learn Engli sh.... 73 

4.2.1.2 Students' Interview Responses towards their 
Motivational lntensity to Learn Engli sh ........................ .. 75 

4.4.1 The Motivational behaviors of Instructors when Introducing Lessons, 

Activity or Assignment ......... .. .............. .......................... .. ............. .. .. .. ...... .... . 84 

4.4.2 Instructors' Behaviors of Praise and Criticism ........................... .. .. . " .............. 86 

4.4.3 Students' Motivational Behaviors in the Classroom ...... ..... ........................ . ... 87 

II 

\ , 

page 

, , 
j 



ABSTRACT 

This study was devoted to examining students ' orientations and moti vation to learn EFL 

at Ad mas Col lege. An attempt has been made to ferret out these constructs vis-a-vis other 

variab les such as atti tudes and learners' motivational intensity. The find ings of the study 

were fe lt to be usefu l for Engl ish course designers, instructors (teachers) , students, and 

higher institutes such as Admas College. 

Participants of the study consisted of 150 freslUllan regular diploma students enro ll ed for 

co ll ege Engli sh course and 10 Engli sh instructors. The study used a questionna ire survey 

of these participants as the princ ipal too l of data co llection. There were two 
, 

questionnaires: one for the students and a parallel one fo r the instructors. Fo llow-up 

interviews and classroom observations yielded . further (supplemental) input for the 

analysis of the research find ings . The instruments were adapted from pertinent sources 

and piloted prior to the actual study. The students' questionnai re and interview were 

administered in Amharic to guarantee free and spontaneous responses. 

After the data co llection came to an end, the data were co ll ated and ana lyzed. The 

questi onnaire data were ana lyzed using descriptive statistics and one-way ANOV A test. 

The interview and classroom observati on data were analyzed using frequenc ies and 

qualitative description. 

The resu lts indicated that In this contex t where EFL is largely an academic matter, 

students' integrative orientations of learni ng the language emerged even slightly more 

important than the instrumenta l ones. The close relationship amongst the items of the 

same ori entation type or between the two orientation types imp lied the importance of the 

two goals for students in leam ing EFL. 

The resu lts also revealed the students' motivati on to learn EFL was accou nted for by the 

orientations behi nd. The students' respecti vely exhibited hi gh in tri nsic/integrative and 

ex trinsiclinstrumenta l motivation to leam the language vis-a-vis the integrative and 

instrumental ori entations reported. 
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Besides, the students' high desire to learn the language by expending much effort; the 

positive attit ude towards the Engli sh speake rs and the learnin g situat ion ; and conficience 

in the language seemed to ex pl ain their signifi cant mot ivation. 

However, some misconceptions that could suppress students' moti vation to learn EFL 

were documented. These included: students' misconception of learn ing a specifi ed body 

of language items in a linear fashion, being laughed at while speaking, and perfol111ing 

poor on exams. The instructors' mi sconceptions of employing extrinsic moti vational 

strategies were also cm cial. In additi on, the instructors' littl e attempt to provide periodi c 

feedback and the inadequacy of the course to complement students ' goals were found to 

frustrate students' motivation to learn the language. , 

The results entire ly posited that academically orientated students in thi s context had man y 

pressing goa ls (reasons) for learning EFL. This ca ll s for the importance of knowing these 

reasons and the affective variables invo lved to understand students' moti vati on. In li ght 

of the findings, it was reasonably suggested that priority should be given to complement 

students' various EFL learning and foster their motivation. Towards thi s end , improving 

the cUITiculum, designing support courses and classes, and conducting continuous 

appraisal of the curriculum are wOlth the effort by the course developers, instmctors, and 

higher institutes such as Admas College. 
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CHAPTER ONE 

INTRODUCTION 

1.1. Statement of the Problem 

Leaming English as a foreign language is closely tied up with a desire to achieve a goal or 

goa ls. Students' motivational strength to learn the language res ides in the outcome they wish 

to attain (Cook, 1991; Hamler, 2001; Williams and Burden, 1997). These scholars claim that 

without the desire to achieve a goal or goals, students will almost entirely fai l to make the 

necessary effort to learn. 

Students should be aware of the va lues embodied in leaming English. They shou ld see the 

functions it has for them and fo r the society in which they are placed (Cook, 199 1). Horwitz 

(1987) also makes clear that students' bel ief about what they need to learn strongly influences 

their receptiveness to leaming the language. 

Students' orientations and motivation to leam English sharply di verge. Harmer (200 I) 

contends that some have a clear goa l inspired by a strong extrinsic motivation. Others have an 

internal motivation that has fired them up. Others still may have a weak goa l or motivation . 

Students with no c lear goals fail to know what they rea lly want from leaming English. Such 

students take or learn the language for course fu lfillment to final outcomes such as a 

qualification and a better job (Ibid) . As a result, some become demotivated. Others focus on 

their marks sustained by thei r grades. Such students are confounded by what and why they are 

supposed to be doing. Thus, they lack a framework for assigning significance to what they 

learn. 
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Orientations and motivations are determining factors in language learning/teaching. All wright 

and Bailey (199 1) argue that studi es in second language acquisition asserted that language 

teac hing is above all a matter of getting and keep ing the learners' attention. Thi s impli es that 

students with goals in learning Engli sh are moti vated to work hard and attentively towards 

their goa ls. Many factors are invo lved in students ' orientat ions and motivation to learn 

Engli sh. These incl ude the instructor; the teach ing material (Syllabus); students ' atti tude 

towards the language, the target group, and others (Skehan, 1989; Hanner, 200 I, Gardner, 

1985; Cook, 1991) . 

The English language in Ethiopia assumes two roles. It is a medium of instruction at 

secondary and tertiary levels. It is also taught as a subject since it is an international language 

with a growing use in certain important aspects of Ethiopian life. In both cases it has mainly 

instrumental goals. Students will need to attain enough mastery of the language to enable them 

to achieve general academic success. Bes ides, they need the language to communicate 

effectively soc ially and in the work place where the use of English is necessary (MOE, 1996). 

The College English syll abus is developed aiming at meeting students' needs of the language 

ski ll s in the academic setting. It focuses on the learning of Engli sh for academic purposes. It is 

des igned to help students perform well across the cltlTicu lum . 

However, English for academic purposes is totally a new experience . Robinson ( 1991) quotes 

"Uni versity EAP courses are at the start of the students' University careers, and the students 

may not appreciate the value of the courses until much later". In line wi th these, Mulugeta 

(1997) notes that students coming from high schools may not perceive the relevance o f the 

EAP course. He adds that teachers who capitali zed on teaching discrete language items taught 

these students. His argument is that these students may fail to see the importance of learning 
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Engl ish for various purposes so that they are like ly to be motivated to score a good grade or a 

pass ing mark in lhe course . 

As can be seen, the main goa l of Engli sh teaching or learning at te l1i ary leve l is instrumcntal. 

It is a imed to equip students with acade mic practices. Students' moti vation to learn Engli sh 

heavil y fo cuses on the instrumental goal of succeeding in other courses in their academic life . 

Mulugeta ( 1997) studied to what exten t st udents are intrinsically motivated to the li stening 

lessons of the College English course. He investigated the intrinsic motivation of Addis Ababa 

University freshman student s visa-a:vis their achievement goals and the motivational roles of 

the li stening tasks, the li stening text s and Engli sh instructors. His context is AAU where many 

students come from different quarters of the country. His study showed that the students were 

intrinsically moti vated . Thc students' intrinsic moti vation was accounted for by their 

perception of the relevance of the skill , the tasks, and the texts to their needs in the academic 

setting. 

Mulugeta tried to see one facet of the students' motivation in relation to students' achievement 

goal ( instrumental) in the li stening lessons. However, the entire students' orientations and 

motivation in the leaming of English at higher level has not been studied. I am not aware of 

any research attempt in this area . However, students could have other goals (orientations) in 

their motivation to leam Engli sh. Obviously, success in their academic endeavours is one goal. 

The College Engli sh syllabus is geared towards this goal. But, students at higher education 

level could have other goa ls that the syllabus cannot cater for. Students ' needs of the language 

for their future career, and social life purposes are not catered for. 

Thus, the present study aims at ferreting out students' various orientations and motivations to 

learn English. The stud y focu ses on a private co llege freshman student s for three reasons. 

3 
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First, the students are mainly from Addis Ababa. These students are hoped to have man y goa ls 

in learn ing Engli sh. Second ly, these studcnts make sacrifi ces in money, time and energy to 

Icarn Engli sh (and other courses) fo r vari ous reasons. 

Lastly, pri vate tertiary level educat ion is a recent phenomenon in Ethiopia. Students who 

couldn't get access to government higher institutions due to their minimum ESLCE GPA go to 

private colleges. Nowadays, many pri vate co ll eges are cropping up in Addis. However, they 

are the least studied. What the present study attempts to find out, therefore, is the extent of 

students' o ri entations and mot ivation for learning English. The study is conducted on Admas 

Co ll ege freshman students. 

1.2. Purpose of the Study 

The main purpose of the study is to investigate the orientations and motivations in the learning 

of Engli sh as a forei gn language among Admas College freshman students . The study will 

spec ifically attempt to answer the ensu ing questions: 

I. What orientations and moti vations do these students have in learning English? 

2. To what extent is their motivational intensity to learn the language? 

3. What factors are invo lved in their orientati ons/motivation to learn the language? 

Building up 011 the general object ive and the basic questions of the study, an attempt is made 

to fe lTet out the relations amongst the affective constructs in thi s contex t. The pedagogical 

implica tions o f the affective variab les invo lved to the ELT practi ces are suggested, too. 

4 

I 
) 



1.3. Significance of the Study 

The findi ngs of thi s research are hoped to have both theoreti ca l and practical implications for 

the EL T processes from various ang les. To begin with, the Institute of Curriculum 

Development and research is hoped to benefi t from the findings. The course designers wil l 

look into the students' needs befo re they wri le the textbooks. The findin gs are hoped to help 

these course writers give due attention to the ori entations and motivations of the learners in the 

sy\1abus. 

Likewise, the findings are purpol1ed to give feedback to the course developers and instructors 

in the Depar1ment of Foreign Languages and Literature in relation with the progress of the 

teach ing of Engl ish using the Co \1 ege Engl ish books. These professional s wi\1 be ab le to 

assess the students' Engl ish needs for their future careers and social/private aspects of life. 

Moreover, Engli sh instructors/teachers wi\1 benefi t fi'om the findings of the research. In the 

first place, the research outcomes may help them develop support teaching material s in line 

with their students goals. Secondly, the results may help instructors/teachers plan courses by 

building motivationa l strategies into their plans to motivate their students to learn. Besides, the 

outcomes could help teachersli nstructors manage their classrooms in ways that encourage their 

students to engage in activities. 

The study is also believed to help students gain more insights into the possibi lity of learnin g 

Engli sh for vari ous reasons. T hey wi\1 be able to perceive that there are real purposes and 

benefi ts to be procured fro m learnin g Engli sh. This may make them invo lve in the learnin g 

process. Th is study is also hoped to help students who are exposed to a new language leal11ing 

situation recognize the needs and goals of leaming Engli sh. Thi s leads them to perceive and 

5 
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apprec iat e the relevance of the course to achieving these goa ls. As a result, they see the 

importance of learn ing English and the English classes to be more motivating. 

The study can also be of importance to priva te co ll eges. It may pinpoint their stude nts' needs 

of lea rning English. They may be helped to design Engli sh courses in concomitant with their 

students' goa ls to enhance thei r motivation to lea rn the language 

Last but not least is the possib le signifi cance of this study to serve as a stepping-stone fo r 

other researchers interes ted in thi s area under di fferent contexts. 

1.4. Scope of the Study 

Though there are other private colleges in the city, the study is confined to one co ll ege. Thi s 

research has been undertaken with two groups of subjects at Admas College. The fi rst group 

compri ses 150 students, a sample population of fi'eslmlan regu lar diploma students drawn 

from three campuses (Misrak, Olympia, and Meskel). These students are currently taking the 

College Engli sh course. The second group compli ses a ll Engli sh instructors offering the 

course in different campuses. 

1.5. Limitations of the Study 

The study has some important limitations that can affect its generalizeability. The present 

study used the samples from the same co llege in the same context so that comparisons are not 

made. It was moreover based on on ly 10 English instructors and 150 students. The absence of 

co-observer and the limited time meant for the observation sessions were also pitfall s. An 

assistant-observer-wa~::;lQt trained. Constraints of finance, time, and capacity have attributed/o 

these limi tations. Thus, cauti ons should be taken in generali zing the results to other samples 

and contexts. 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

In thi s pati , I have tri ed to make an intensive review of related literature. Al l issues revo lve 

around the two indissolubly linked constructs: orientat ions and motivations. As these terms are 

psychological in nature, I have started the section with basic motivational concepts in 

psychology. Issues that are ti ed to the two constructs in focus are treated as far as poss ible. All 

the issues are assessed from ieallling perspectives in general and from ELT perspectives in , 

particular. Their pedagogical implications to ELT are reviewed, too. 

2.1. Basic Motivational Concepts 

Good and Brophy (1996) ho ld that Psychologists traditi onally use moti vationa l concepts to 

explain the initi at ion , direc tion , intensity, and persistence of behaviour. Motives, goals, and 

strategies are related constructs for their exp lanation. Motives explain the initiation of 

behaviour. That is why people are doing what they are doing. Goals are the immediate 

objectives. Strategies are the methods used to achi eve goals and thus to satisfy or at least to 

respond to moti yes. 

From the above scholars' explanations, motivation to learn, goals to learn and strategies for 

accompli shing the leallling are lumped together. For instance, if students are motivated solely 

by grades, they adopt goal s and strategies that concentrate on achieving grades. The three 

constructs (mot ivat ion, goal, strategy) tend to occur together in leallling. 

Belmechri and Hummel (1997) used orientations for goals in ELT. In this thes is, orientations 

and goals are used synonymously. Goals in ELT are intimately linked to motivation. They 

usuall y tend to occur together. In thi s part of the paper, [ have tried to make conceptual 
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di st incl ions for the pllllJose of literature discussio n. In the data analysis seclion however, the 

IWO conslrucls will be lrea led in a combined manner as they are lumped together. 

2.2. Orientations in EL T 

Language Learning/leaching has goa ls thaI students can see as relevanl and achievab le. Cook 

( 1991) argues thaI fo reign language teachi ng ai ms at prod ucing mul ti - competent learners who 

can do fa r mo re than any monolingua l. Students have goals to learn a foreign language 

(Belmechri and Hummel, 1997). The goals of language teaching can be seen from the roles of 

the language in the syll abuses (Cook, 199 1and 200 1). 

2.2.1. Taxonomy of Goals in ELT 

Studcn ts have various goa ls in learn ing English as a fo reign language. Scholars see these goa ls 

of students from different angles. T hese goals can be seen from the learning situation. In this 

paper, I have used the class ification by Cook (1 99 1 & 200 1); Harmer (200 1); Holt and Meece 

( 1993); and Ga rdner (1985). 1 have tried to see these goals fro m the college Engli sh syll abus 

perspecti ves, moreover. 

2.2.1.1. Individual Goals 

Cook (199 1 &200 I) notes that these goals bene fi t students as ind iv iduals. These goals are 

multi -faceted . One facet is for understanding foreign cul tures . Regardl ess of the actual 

language being learnt, st udents profi t from understanding a foreign cu lture for its own sake. 

Students lVant to learn Engli sh to heighten an interest in culture and language, thus foste rin g 

international understanding. T his enab les them to come in contact wi th nati ve speakers in the 

same country or abroad by identifying wi th the experiences and perspect ives of these people. 
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The other facet of these goa ls is cnabling students to understand language it selr. This entail s 

language leall1 ing sk ill s and kno\d edge of language itse lf such as the ab il ity to understand and 

app ly patterns, rul es, and exceptions in language foml s and structure. 

Moreover, learning an FL provides students with general academic va lues. These include 

being responsible for one's learning. independent ability to think for oneself, etc. This is 

di splayed in the College English syl labus. In the College Engli sh courses, students are 

encouraged to develop their own abilities in language leaming through a mix of teacher- led 

whole class discussion, individual w~rk, and co-operati ve group-based work. Besides, they are 

meant to develop overall learning styles and think about their own best way of studyi ng other 

courses in Engli sh. (Atkins et al 1996). 

The other facet is learning English as an academic subject on the curriculum, another exam to 

be passed. In this facet, English teachers are seen complaining that they are in thrall to the 

exam system and cannot teach the English to their students (Cook, 200 1). This can also be true 

for students. Moreover, the very learning of a second/foreign language can be an important 

mark of an educated person. In some countries, to know another language is a sign of being 

educated. Engli sh has this kind of status in Ethiopia. 

English language teaching/learning can be seen as a vehic le of soc ial change (Cook, 1991). In 

language teaching, problem-posing and brainst01111ing dialogues make teachers and students 

aware of the issues in their lives. Thi s fact is implied in the College Engli sh syllabus. For 

instance, in College Engli sh One, students and instructors are supposed to di scuss issues on 

HIV/AIDS and bring about behavioral changes. In Co llege English two, they discuss views 
, 

and opinions about gender issues thereby proposing solutions to the improvement of poor 

women's lives. 
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The other facet of these goals is cogni tive training (fbid). One aspect of any modern language 

in thc curriculum is the beneficial effect of L2 learn ing on using the four ski ll s. The Co ll ege 

Engli sh syllabus is aimed at enab ling the students to read, wri te, speak and li sten Engli sh. 

Preparing students to improve their proficiency in the four sk ill s so that they are better 

equi pped to cope w it h the chall enges of higher academic work in Engli sh is at the center of the 

ClI ITicu lum (Atkins et ai, 1996). If st udents are defi cient at li stening lectures, writi ng papers, 

etc, the skil ls invo lved can be developed via Engli sh teaching. 

, 
In sum, students may be moti vated to learn Engli sh in line with the goal(s) they want to 

ach ieve. In this paper, I will attempt to ferret out which goals are important in learning English 

among Admas College students 

2.2.1.2. International Goals 

Cook (1991 & 200 I) also di scusses that language teaching/learning is directed towards 

international goa ls. These goals go beyond the society itself. They are related to ex temal 

relations. It is possib le to see these goals from the ro les of the language in the syllabuses. This 

author emphas izes that international goals foster foreign language learning for various 

purposes. 

To begin with, students want to learn a foreign language for careers that require another 

language. For instance, English is necessary for aircraft control lers, travel agent s, touri st 

gui des, etc. Bes ides, societi es will need individuals w ho can bridge the gap amongst countries 

for economic or political purposes. People also want to leam Engli sh to engage in local and 

intemational commerce and trade. The Ethiopian syllabus points to English as an international 

language with a growing use in certain imp0l1ant aspects of Ethiopian li fe (banking, 

commerce, industry, tourism, media, etc). Towards this end, students w ill need to attain 
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su ffi c ient mastery of the language to communi cate effect ively in English soc iall y and in the 

wo rk place wherever the use of Eng li sh is necessary (MOE, 1996). 

Studellls learn , moreover, Engli sh to get access to hi gher education. In many coun tries such as 

Et hi opia, access to higher educati on is via English . The same is true fo r access to scholarship 

in Engli sh speaki ng countries or countri es that use Engli sh as a med ium of instruction. In 

Ethiopia, tertiary and secondary leve l students learn Engli sh, as the impot1ance for the 

students is not on ly the language but also the informat ion gained through it fo r other courses. 

Access to information and research is another aspect of international goals of learning English. 

Student s may want to read different materia ls in Engli sh for information and enjoyment. 

Peop le need to use English to keep up-to-date and well infornled. Thi s is because English 

provides them an additional means of access to academic, professional, and recreationa l 

material s in their academic, profess ional (future career), and private/social lives. The Co ll ege 

Engl ish tri es to encourage students to make effective use of all the educational resources that 

are available to them. But, it hardly provides an additional means of access to professional and 

rec reational resources. 

The orientati on behind many students' Engli sh learning can be to travel abroad. The status of 

English makes thi s peculi ar in that travel in most places in the world is poss ible in Engli sh. 

In genera l, Cook (1 991 & 2001) contends that the international goals of leaming English 

revo lve around career prospects , higher education, information, research, and travel. 

2.2.1.3. Long-term and Short-term Goals 

Hanner (2001) has made a distinctio n between long-telm and short-ternl goals in learn ing 

English as a fo reign language. He states that long-term goals include the mastery of English, 
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the passing of an exam at the end of a year or semester, getting a better job in the future, etc. 

He also notes that such goals are c ru cial though they can often seem to be far away (dista l) . 

However, these goa ls can begi n to di sappear when Engli sh seems to be more difficu lt than the 

students ' ant icipation. 

Short-term goals, on the other hand , may include the learning of a specifi c language, the 

success ful writ ing of an essay, the abi li ty to participate in di scussions, the passing of a test at 

the end of a week etc. These goa ls are much proximate to the students' day-to-day real ity. 

Good and Brophy ( 1996) are in favour of these goa ls before the di stal goals. They hold that 

goa l setting becomes effect ive when the goa ls are proximal and specific . Hanner also holds 

that short-tenn goa ls lead to long-term ones in the learn ing of Engli sh. 

In the College English syll abus, students are encouraged to achieve the two goals. As long­

term goa ls, students are encouraged to takeaway improved language ski ll s that will enable 

them to pass exams at the end of each course and academic study skills (practices) that they 

wi II be ab le to use to enhance their leaming in other disciplines. As short-tenn goals, students 

are encouraged to take part in individual, instructor- led whole-class work, and co-operative 

group-based work. 

2.2.1.4. Achievement Goals 

Holt and Meece ( 1993) mention three goals of students ' academic learning. The first are ta sk­

mastery goals in which studen ts want to leam something new, to master a task, or to improve 

their competence. These goals value learning or mastery as an end. The second are ego-soc ial 

goa ls in wh ich students have a des ire to demonstrate high ab ility or to please the teacher. The 

third are work avoidance goals where by students seek to complete their work with a 

minimum effort . From my experience as a hi gh school Engli sh teacher, I observed the last two 
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goals highly reflected in my EFL classes. 1 experienced many ambitious studen ts who aimed 

at demonstrating hi gh abil it y to plcase me. I al so observed man y students tying to di splay th ei r 

ability by copying home-works fro m thei r peers. 

2.2.1.5. Integrative and Instrumental Goals 

Gardner (1985) identified these goals on the basis of the app li cations of learning Engli sh as an 

FLlL2. The in tegrat ive ori entati ons of learni ng English are skewed towards enabling students 

to interac t with English speakers and even become valued members of the group. The 

instrumenta l ori entations enable students to learn Engli sh fo r pragmat ic reasons such as 

getti ng a better job or a higher salary. 

Most of the goa ls (orientations) discussed so far can be catego ri zed either as integrative or 

instrumental. Student s who "'ant to identi fy with English speakers have integrative 

orientations. Students who need to learn Engli sh for educational or occupational purposes 

have instrumental o ri entations. 

However, the ex ten t and interaction of these two goals was liab le to controversies. Scholars 

such as Soh (1 987) viewed the integrat ive and the instrumental goals as opposite ends of a 

conti nuu m. Others, however, such as C lement and Smythe ( 1977) found that both goals are 

posit ively related . 

As to the place of these orientations, Domyei ( 1990a) argues that instrumenta l goals playa 

prominent part in the learning of Engli sh up to intenned iate level. However, learners with 

soc io-cultural and non-professional reasons of learning Engli sh w ish to master the language. 

They merely want to acqu ire a minimal working knowledge of Engli sh. This scholar argues 

that the instrumental orientations may acq uire a spec ial importance in si tuations where Engli sh 

is an academic matter. Yet, the integrati ve goals may be there. 
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Prompted by such controversies, Gardner ( 1980), Clement and Kru idenier ( 1983and 1986) , 

S,'anes ( 198 7), and others investi gated the endorsement o f reasons for leami ng foreign or 

second languages by various groups of learners in different contex ts, They found that foreign 

or second language leam ing breaks up into vari ous orientations dependi ng up on the contex t. 

In a second language contex t, Kruideni er & Clement ( 1986) investi gated the orientations of 

grade I I students in Quebec City towards learning Engli sh as a second language. In thi s stud y, 

students ' orientations were: fri endship, travel, prestige, and knowledge/respect. Their study 

was conducted with 93 students, aged 15 to 19. They used a Likert-type 6-point scale. 

Dwelling on these results, Belmechri and Hummel (1 997) conducted a similar study with a 

similar population in the same context using the same instrument with adaptations. They ran 

fac tor anal yses and a multiple regress ion analysis on the data. Results indicated that students' 

orientations were: travel, understandi ng, school (instrumental), friendship, understanding, and 

career (instrumental). 

In a foreign language contex t, Dornyei (1990a&b) studied the orientati ons of Hungari an 

students toward learning Engli sh. The students were adult leamers who had voluntarily 

registered and paid for English courses. The students were learning the language as an 

academic matter. In thi s context, he hypothesized the prominence of the instrumental 

orieillation. His reason for thi s hypothesis was little or absence of the L2 group member in the 

society. However, his results revea led that students had integrative ori entations as they 

portrayed a desire for contact with foreigners and Anglophone culture. His first study showed, 

of course, the prominence o f instrumental goals up to an intermediate level. 

Dornyei 's ( 1990 a&b) studies paved the way for other more intensive studies. Clement , 

Dornyei , and Noels (1 994) assessed the orientat ions o f students in the un i-cultural Hungari an 
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context. The participants \\·ere 301 grade II students drawn frolll di ffe rent parts o f Budapest. 

Questi onnaires of a 6-poi nt Likc rt type sca les were adm ini stered to the students and teachers. 

The result showed that students had instrumental , integrati ve, travel, know ledge, fr iendship , 

and soc io-cul tural orientations of leaming Engli sh. 

The research undertakings di scussed so far are conducted with hi gh schoo l students. 

Moreover, I am not aware of any research work on students' ori entations of learning Engli sh 

in the Ethiop ian contex t at an y leve l. 

However, the Co ll ege Engli sh sy ll abus capitali zes on students' instrumental o ri entations in the 

learning of Engli sh. It a ims at deve loping students ' academic study sk ill s required for 

successful learning in their future studies. Yet, the tertiary level students are adult learners 

who could have other ori entat ions. My attempt is to assess what other ori entations they have 

apart from the instrumenta l ones. 

2.2.2. Pedagogical Implications of Orientations in 

Learning/Teaching ESL/EFL 

Successful ESUEFL teaching necessitates goals to be reached. Thi s implies that orientations 

keep the leamers, teachers and course writers on the right track of the leaming or teaching 

process 

From learners' perspectives, goa ls (orientations) enable learners to succeed (Tremblay and 

Gardner, 1994). These scholars note that learners who set goals emphasize the importance of 

learning and mastery and use effortfu l and effective learning strategies. Cottrell (200 I) holds 

the same view. He underscored that higher education students with goals stud y more 

effecti vely to attain good grades. He adds that such students are more aware of how and what 
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they learn app li es to wider contex ts such as to other courses and to the world of work. The 

Co ll ege English Syl labus is designed to induce students how and what they learn app li es to 

o ther academ ic courses in their future studies. 

Rcscarch by Dweck & Elliott (1983) has estab li shed that students who set goals ex pend effort 

and persistence to achieve success. Bandura and Schunk 's (198 1) research al so indicates that 

setting goals and making commitment to reach these goa ls foster perf0I111ance. 1n general, 

instructional theorists have shown that leal11ers retain more infonnation and succeed when 

their learning is goal oriented (Brophy and Good, 1996). 

Ori entations, moreover, for language teachi ng in different contexts and for different 

indiv idua ls are important in teach ing (Cook , 199 1). This affects the Engli sh classroom via the 

act ual content of the English lessons or tex tbook, which dwell on the entire educational setting 

(Ibid). 

Orientations help Engli sh instructors see what foundat ions EFL has for their individual 

students and the society (Cook, 1991). English teachers w ill a lso be able to assess the depth 

and range of the values in their teaching (Ibid) . This helps them in plarllling, executing, and 

evaluating every phase or act of the Engli sh teaching- learning process. 

2.3. Motivation in learning/teaching EFL/ESL 

Scholars define moti vation in terms of goa ls to do something. Harmer (2001), and Wi lli ams 

and Burden (1997) define it as a state of cogniti ve arousal (internal drive) pushing learners to 

do things to achieve goals. The latter scholars point out that moti vation provokes a ' decision 

act" in the learner to sustain intellec tual effort skewed towards goal attainment. These scholars 

defi ned motivation as a general trait. 
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Brophy (1983) and Gottfried ( 1985 ) define moti vation from general and spec ific perspect ives. 

As a general trait. it is a studcnts· tendency to value learning (knowledge and skill) and 

approach its process with effort and th ought. Specifica ll y, it is s tudents ' tendency to engage 

purposefully in an activity and tryi ng to leam the concepts or master the skill s. 

Thi s definition treats learnin g and perf0 I111 anCe distinctl y. Learning refers to the infornlati on 

processing, sense making, and advances in comprehension or mastery whi le acqui ring 

knowledge or sk ill . It includes attending to lessons, reading for understand ing, putting things 

into ones words, etc. Performanc~ refers to the demonstration of the acquired skill or 

know ledge in tests, assignments, etc . Student moti vation to leam requires, in the first place, 

the infol111ati on process acti vities involved in learning content and then to performance 

(Weinstein and Mayer, 1986) . 

The definiti ons provided thus far refer to all discip li nes in general. However, as Domyei, 

( 1994) noted motivation to leam an FUSL was at the center of much debate and research. Thi s 

is because motivation to learn an L2/FL entai ls many affecti ve variab les (components).IAfter 

studyi ng the components, moti vat ion in second language leaming, Gardner (1985: I 0) defi ned 

motivati on as: "The combinat ion of effort plus des ire to achi eve the goa l of learn ing the language plus 
-~ 

favou rable att itude toward lea rnin g the language." 

Therefore, motivation to learn Engli sh refl ects desire to attain th e goal reflected in the 

leaming, positive att itude towards leaming th e language, and effortful behavio ur. As Gardner 

( 1985) notes, the motivated s tudent has the desire to achieve a goa l, is prepared to extend 

effol1 to achieve th at goa l, and gains sati sfaction from the task. These components of 

mot ivation will be used in thi s paper to see the motivation o f the subj ects for leaming EFL. 
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2.3.1. Taxonomy of Motivations in Lea.rninglTeaching 

EFL/ESL 

As di scussed earl ier, orientations and motivations are inti mate ly linked. Thus, the taxonomy 

of student s' motivation to leam an FLlL2 rests on the goa ls they want to attain. The following 

are the major types of moti vat ion. 

2.3.1.1. Integrative and Instrumental Motivation 

The two types of moti vation have been introduced by Gardner and Lambert (1972) and 

Gardner (1985). The integrati ve motivation refers to the learners' drive to learn the language 

in order to facilitate communication in the language (Cook, 199 1 & 2001). It reflects whether 

the student identifi es with the target cu ltures and people in some sense or rejects them. Cook 

states that the more the student appreciates the target culture, people, and language; the more 

he/she reads its literature, and looks for opportunities to practise the language. However, 

instrumenta l motivation means Icaming the language for an ulterior motive unrelated to its use 

by native speakers to pass exams, to get ajob, etc (Ibid). 

2.3.1.2. Intrinsic and Extrinsic Motivations 

Intrinsic motivation comes with in the individual by the enjoyment of the learning process 

itself: by a desire to make him/her self-feel better (Hamler 2001). It is especiall y important for 

encouraging success. Thi s is because students find the whole learning process and the 

academ ic tasks inherently enjoyable and interesting so that they engage intrinsically. 

By contrast, ex trinsic motivation is caused by outside factors such as the need to pass an 

exam., the hope of reward, the fear of punishment, etc (Harnler, 200 I). The original reason for 

taking up the course is ex trinsic (extemal). The chances of success, however, escalate if the 

student enjoys the learning process (Ibid). 
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2.3.2 . Levels of Motivation in Learning/Teaching ESL/EFL 

As Cook (2001) fou nd out the relati ve importance of the integrative and instrumental 

Illot i\'ations vary from one part of the world to another. This disti nction has been used as a 

po in t of reference by ma ny researchers. Dornyei ( 1990) tested the motivat ion of learners of 

English in Hungary. He found that an instrumen tal motivation concerned with fut ure careers 

was velY powerful. An integrati ve motivation was also revea led, but it was not related to 

actual contact with native speakers. It was related to attitudes. It became more im portant as the 

leamers advanced in the language. He identified two classroom learn ing related factors: one 

factor was the need for achi evement (se lf improvement and pass ing an exam). The other was 

attribution to past fa ilu res. [n the Phi lippines, English leam ers tended to be motivated 

instru mental ly (Gardner, 1985). 

However, Coleman ( 1996) cited in Cook (200 I) found the ten most popular motivations in UK 

students studying modem second languages. The result showed that some students wanted to 

leam an L2 with an integrative motivation or with an instrumental, or indeed with both or with 

other motivations. He also found that students did better w ith an integrative motivation than 

with instrumenta l. 

In research stud ies with L2 lealllers in Belgium, Poland , Singapore, and Taiwan, Cook (200 I) 

found that the integrative mot ivation came out more important than the instrumenta l in all 

countri es. From this, he general ly concluded that everywhere in the wo rld people want to learn 

a language for integrative purposes than instrumenta l reasons. 

However, Cook's conclusion wo uld seem to oppose the findin gs o f the scholars cited above 

and many others. He, moreover, seemed not to consider the foreign language situat ion. 

Samimy and Tabuse's (J 992); and Kruidenier and Clement's (J 986) ideas contrast with 
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Cook's . They noted the prevalence of instrumental moti vat ion in fo reign language contexts . 

Thi s leads to the idea that there is al so the need for an integrati ve moti vati on. Gardner, et al 

(1992) and Ga rdner and Lysynchuk( 1990) have confirmed thi s. 

The leve l of int rinsic and ex tri nsic motivations in learning shou ld be taken care of. Good and 

Brophy ( 1996) emphasize that learn ing any subject (cou rse) should be as enjoyable as it can 

be. This is to say that too much in tri nsic mot ivat ion does not guarantee the accompli shment of 

the learning goals. Students may enj oy the acti vities but fa il to learn the intended knowledge 

or skill. Moreover, these scholars a,'gue that intrinsic motivation res ides in students. It is not 

built into topics or activities . Students learn or study something for their own sake; not fo r its 

sake. In other words, students learn academic sk ill s or knowledge to gain stimul ation or 

sati sfaction. 

Extrinsic motivation enables students to meet their own cutTent needs (Good and Brophy, 

1996). It prepares them for occupational or other success. It provides them with a 'ticket' to 

socia l advancement (Ibid) . This wi ll be effected if students see academic acti vities as enabling 

opportuniti es to be valued. Flink et al (1996) state that the mo re students perceive themselves 

to be engaged in learning, the higher the qua li ty of task engagement and of ul timate 

achievement. However, extrinsic moti vation to learn can be disastrous when student s see 

learni ng acti vities as unwelcome imposit ions (Good and Brophy, 1996). This di strac ts 

students' attention from the academic goa ls of the acti vities. Their intrinsic motivation to 

engage in academic activities wanes. So does their ultimate achievement. 

In sum, when students have their own reasons (goals) to learn Engli sh, they foc us on the 

academic goa ls of the a7 vit ies. The quality of task engagement and of ultimate achi evement 
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esca lates. Thi s implies that learners will be intrinsically moti vated when thcy have goa ls to 

atlain in lealll in g the language. 

The college Engli sh Sy ll abus is mainly meant for academic purposes. It focuses on the 

instrumental Illoti"ati on o f learners in leaming Engl ish. However, students could have other 

motivati ons to learn thc language. My attempt is to assess thi s. 

2.3.3. Pedagogical Implications of Motivations in EL T 

Cottrel l (2001) and Cook (200 1) propound that mot ivation has the power to success In 

learn ing/teaching. This section looks at the pedagogica l implications of motivation from the 

perspecti ves of students, teachers, and material writers in ELT 

Moti vation to learn an FU L2 dwell s on students' efforts in and outside classrooms. Cook 

(1 99 1 & 2001) asserts that better motivated students seek opportunities to practice the 
" 

language and become successfu l. They are also the most recepti ve ones in the class (All wright 

and Bailey, 199 1) . A study in Canada by Gardner, et al (1 976) revealed that learners with 

various types of motivation disp layed various pattems of interaction in the language classroom 

and different study habits outside. In this study, strongJ~t:l10t ivated students tended to spend 

more time outside the classroom studying, doing home works, etc. Bes ides, leamers with an 

integrative motivation were found to be more acti ve than the instrumentall y motivated ones. 

As a whol e, motivation cnab les leamers to set a goal , extend e ffort to achieve that goa l, and 

gain sati sfaction from the tasks they do. 

Moreove r, teachers' awa reness of their students' mot ivations help them smooth over problems 

that they may face (Cook, 2001). Teachers can manage their ELT classes. They also will be 

able to make their lesson plans fl exib le by asking questions abou t the content or skills 

involved in their lessons. Towards this end, however, teachers should aware the reservations 
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ane! preconcep tio ns of their students: what they think of the teacher, the course, and L2 users 

(Cook, 200 I). 

The choice of teachi ng materials and the contents of the lessons shou ld be in line with the 

1110ti\'at ion of students at va rio us levels (Cook, 200 1). This implies that students' mot ivation 

hc lp course wri ters deve lop English cou rse books in accordance with learners' levels and 

needs dwell ing on the ed ucational pri o rities in countries. 

Al11 e's ( 1992) TARGET model can sum up the pedagogical implications of moti vation . The , 

model has six facets: tasks, authority, recognition, group ing, evaluati on, and time. Thi s model 

focuses on the intrinsic value of learn ing. According to the model, TASKS are selected with 

opti mal levels of diffi culty and students' needs (interests). Motivated students participate in 

the learning process with thei r meta-cognitive strategies fo r se lf- regulation (AUTHORITY). 

Such students exert efforts in learni ng acti vities and progress in goal achievement seeking 

recognition (RECOGNITION) . They also contribute to pair or group works (GROUPING) 

mini mizing interpersonal competition and social comparison . The evaluation facets call for 

teachers' assessment of their students' progress using multiple criteri a. The last facet 

(TIMfNG} refers to students' t ime management to do learnin g tasks and attain goals. 

In sum, motivati on encapables students, teachers, and materi al writers to recogni ze the vari ety 

and nature of mot ivati ons and work with these in the classroom, in materials and content. As 

one of its objecti ves, thi s study focuses on the moti vati onal intensity of Admas Co ll ege 

Freshman students in learning Engli sh. Thi s is coupled with the students ' evaluation of their 

Engli sh instructors and the Coll ege Engli sh Syll ab us. 
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2.3.4. Expectancy X Value Theory 

This theory of motivation was developed by Feather (1982). Most approaches to motivation in 

learni ng/teaching in any discipline reside in thi s theo ry. This theory holds that effort 

investment in learning is viewed as the product of ex pectancy and value factors. The effort 

st uel ents are wi lling to expend on a certain leaming is a product o f the degree to which they 

ex pec t to be able to perfol1n the learning successful ly if they app ly themselves and thus to get 

whatever rewards success ful leal11ing perf0l111anCe wi ll bring anel the degree to which they 

value these rewards. 

This in tum is bound up wi th students' appreciations of the value of the leal11ing itse lf, the 

learnin g process, the cou rse, the teacher, the environment, they themse lves, and other things 

related to the learning situation. 

I raised thi s theory of motivation because the next moti vational issues rest on it. Besides, the 

whole issue of students' orientations and motivations in leaming Engli sh (and other courses) is 

built into this theory one way or the other. 

2.3.5. Components of Motivation in Foreign Language 

Learning/Teaching 

All the motivational Components in learning Engli sh as an FUSL fi t into the expectancy X 

va lue theory discussed in the preceding section. All the components are intimately linked to 

the students' orientation/moti vations in the Ieaming of an FL 

Motivation in a foreign language setting is usually composed of a number of components. 

Dornyei (1994) and Clement et al (1994) overview the moti vational components from a 

language level, leamer level, and leal11ing situation level perspectives. 
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2.3.5 .1. Language Level Components 

The foreign language behaviour and competence for various pU'lJoses is the fi rst component o f 

mot ivat ion in an FL learning si tuation . Thi s is ti ed to students' motivation to learn Engli sh for 

various reasons vis-a'-v is their co rresponding skill leve l and chal lenge. Bes ides, the atti tude of 

lealllers towards the language and the target cultures are crucia l components. 

2.3.5.2. Leamer level components 

2.3.5.2.1. Volition 

It is a motivational component in which learning depends upon focusing behavioural energy 

on academ ic goals and e ffi cient use of ti me (Olllstein, 1995). This scholar defines thi s 

component as a di sposition to learn in line with one 's own effol1 and resources. It involves the 

judicious application of strategies or skill s to so lve complex tasks to achieve an academic 

goal. 

Domyei (1 994) states that learners assess their ab ility to deal with the tasks involved in 

leallling the language. Some students exhibit a high degree of persistence, conscientiousness 

and task orientation while others lack these. They easily become dissail ed and di sp lay minimal 

concentrations to perfonn tasks. 

Volition is related to self-esteem, which for students is regul ated by thei r success or fai lure 

experience in learning the language. Self-esteem invo lves the students ' estimation that an 

outcome is achi evable because he/she has the ability (control) to achieve it (Ibid). Thi s is 

call ed causa l attribution (Weiner, 1986). Attributions of success to abi lity or effort are seen to 

be moti vating where as attributions to lack or other extended events would not be. Dri ven by 

low self-esteem, some students lack attentiveness, di rection, and confidence in learning 

English as a forei gn language. 
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2.3.5.2.2. Self-Regulation 

Thi s component dea ls primarily with strategies used to manage resources for the pUIlJose of 

goa l attainment (Ornstein 1995). 

Se lf-regulated leal11 ers display various behavirous in leal11ing Engli sh in and out of their 

classrooms. They are usual ly sel f-s tarters, persistent, and organized in their language leal11i ng 

approaches . They are usually controlled while studying and engaging in leal11 ing activities . 

They use many strategies to achi eve their learning goa ls and monitor the effectiveness of these 

strateg ies and react to th is feedback changing their self-perceptions about the task or altering 

the strategy. 

2.3.5.2.3. Self-Efficacy 

This construct is primarily concerned with students' confidence (their personal view of their 

ab il iti es) and their tendency to attribute success to active engagement in learning (Ornstein, 

1995). 

Con fidence and control are essential aspects of self-efficacy enab ling the language student to 

succeed in most endeavors. Expectations of success breeds success as it may be the ultimate 

source of students' moti vation and formula for academic ach ievement (Ibid). Tremblay and 

Gardner ( 1994) also be lieve that moti vation to leal11 a second or a fore ign language becomes 

hi gher when the student has a high expectancy that he/she can achieve a pa11icular goa l or 

standard of perf0 l111anCe in learning the language. 

In summary, self-efficacy dea ls with an attitude about success, a belief in one's own 

capabilities, and only marginally deals wi th actual cognit ive skill s. It is an influential process 

accommodated by factors such as perceived ability, expended effort, task difficulty, teacher 
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assist ancc and attitude, and patterns of success and failure (Ornstein , 1995). Thus, co ll ege 

stud ent learn Eng li sh efficac ious ly if they attach importance to the language in their academ ic, 

future career, and soc ial/pri vate Ii fe apart from scoring good grades in the course. 

2.3.5.3.Learning Situation Level Motivational 

Components 

At the foreign language learning situation level there are course-Specific, teacher - spec ific 

and group-speci fic moti vati ona l con;ponents. 

2.3.5.3.1. Course Specific Components 

Domyei (1994) c laims that course-specifi c components include elements such as interest, 

va lence, reve lance, expectancy, and satisfaction. Interest relates to how the elements of the 

course such as novelty, fam iliarity, and pleasantness affect the student' s curiosity and des ire to 

Ieam the language. Revelance invo lves the relationship of course specific components to the 

students' goals, needs, and values. Valence relates to the attractiveness of the task (s) for 

students. It refers to the student's abili ty to cope successfull y with the language learning tas ks. 

Sati s faction concem s the rewards (Praise, grades, enjoyment, pride) that are created by the 

acti vities in the course (Ib id). 

2.3.5.3.2. Teacher-Specific Components 

Dorn yei (1 994) c lai ms that teacher-spec ific motivational components of an FL learning 

include affi li ative drive, authority type, and direct socialization of motivation (modeli ng, task 

presentation, feedback). According to him these components involve the students' desire to 

please the teacher and the teacher' s particular style as an authority of language teaching or 
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learning. These components, moreover, relate to how the teacher provides feedback, 

correcti on, and direc tion to fos ter in th e st udent in terest, exc it ement, and validat ion ([bid). 

2.3.5.3.3. Group-Specific Motivational Components 

These component s at the fore ign/second language- learning s ituation level involve elements 

such as goa l-ori ented ness , group cohesion and classroom goa l stru cture. These components 

concern the dynamics of the learners as a social unit or group. 

, 
Current language teaching methodologies anTI at developing the s tudents ' communicative 

competence by promoting interaction between students as they participateli nteract in 

commu nicat ive event s (Brown, 1988). The quality and qu antity of such interaction is, to a 

grea ter ex tent , a function of th e socia l stru cture and mili eu or soc ial sUITo unding of th e class 

(Prabhu , 1992). Group dynamics of the language classroom plays an important motivational 

role towards thi s end . Group cohes ion , the strength of the relationship linki ng the members to 

one another and to the gro up itself, is at the center of it (Shaw, 198 1) . It is closely related to 

th e eva luat ion of the leaming environment and to lower anxi ety and higher confidence. It 

contributes to students ' language proficiency in an interacti ve model of language 

teaching/leaming. On the o ne hand, good classroom atmosphere promotes student 

involvement and activity. On the other hand, the students bring to the classroom a level of 

confidence and anxiety re lated to extra cun·icu lar ex peri ences w ith th e language. Accordi ngly, 

being acti ve in the c lassroom means be li eving th at one is ab le to use the language (English) 

outside the classroom. 

In general, motivation to leam English as a forei gn language demands many things from the 

learners, teachers, and materi al designers. This is so because motivation is a broad concept 
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dea ling with componcnts such as altitudes, aspirat ions, interes ts, and effol1 in learni ng Engli sh 

ins idc and outside of the classroom. 

2.3.6. Factors Affecting Students' Motivation 

In Foreign/Second Language Learning 

All the motivational components discussed above come in to play affecti ng the moti vation of 

students learning a fo reign or second language. The components are seen from positi ve angles 

(perspecti ves). That is as components promoting students ' natural propensities to learn 

language. But here the overwhelming issue is abo ut factors buffering students' natural 

propensit ies to learn . These factors are discussed from the social environment, student, 

teacher, and course perspectives. 

2.3.6.1. Social Environment Factors 

The over arching context in which learning takes place has a profound impact up on language 

learning. This may be the immed iate classroo m situation or the wider context out of classroom 

situation. In the c lassroom (School) context , students have needs to be met (Connell and 

Wel lborn, 1991). These needs include the needs to be competent, autonomous and related to 

other students. If students fail to meet these needs in the classroom by the teacher, they 

become demotivated to learn. Thus, ri gid, coercive, and neglected classroom instructional 

pract ices inhibit students' natural propensity to learn (Cottrell , 2001; Skinner and Belmont, 

1993). Cottrel l also adds that the availability of peer supp0l1, the fee ling of being exc luded by 

the language and context of the course, physica l condi tion of the classroom, and the way 

teachers manage lea rning environment affect students' motivation to learn in the classroom. 
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Moreover, outside any classroom there are attitudes to the Engli sh language learn ing affecting 

students' attitude to the language and hi s/her motivation in the classroom. These views revo lve 

around the importance of learning English in the society, the preference of students to learn 

English; and the positive or negati ve cultural images associated with English (Harmer 2001). 

2.3.6.2. Student Factors 

Attitudes of students towards the learning and the approaches they employ affect their 

motivation to leam (Cottrell, 200 I); The following are issues under this category. 

2.3.6.2.1. The Self-belief 

The learning self has a significant impact on students' motivation to learn (Cottrell, 200 I). The 

more students believe they are capable of success in learning English, the more their attitude is 

likely to be, including their general w illingness to engage with their own leaming. Those 

lacking self-belief tend to be unwi lling to take risks and to expose what they believe is their 

ignorance or lack of skill. 

2.3.6.2.2. Vagueness about the Objectives 

of Learning 

If foreign language study (learning) is associated with higher purpose, the student is likely to 

be well moti vated to persever through more di [ficult times. Cottrell (200 I) makes it clear that 

structures, goals (purposes) and significance of leaming may not be evident to them as they 

may not see the relevance of academic conventions either to the course or to life more 

generally. Students taking English as a foreign language may not have a clear idea of rol e they 

are purported to play in the leaming process. They, moreover, may not be clear with what they 
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want from the course except fina l outcomes such as a qualificat ion or a beller job. T hus, they 

lack a framework for ass igning sign ificance to what they learn and the motivati on to learn. 

2.3.6.2.3. Capability and past experience 

of learning 

Past ex peri ences of learning playa vital ro le in determin ing how far a student may regard a 

course as worthwhile to invest time and to take ri sks on it (Cottrell , 200 1). May students who 

enter col lege may lack the cun'ent Engl ish language capability or skills to perform at their best 

in learning the language. They may not have had the 0ppoltuni ty to develop practiced, 

consistent, automatic, habitual skill s they can perform at will. Lack of recent or previous good 

language educati onal success mea ns that they are ill equipped to get motivated and know how 

to progress in the language learni ng (Ibid). 

2.3.6.2.4. Inefficient Learning Strategies 

When coming to co llege, such students often try to reproduce the language learning styles, that 

they were introduced at school even if these were not very successful for them. When they fa il 

agai n, thi s can reinforce demotivation , negative self-image and produce withdrawal. Cook 

(200 I) states that poor students depend on the teacher and are ab le to fend themselves. Such 

students may not read or think enough around the subj ect, nor spend time talking through 

ideas with others. This may be a question of pri oriti es or a lack of induct ion to Engli sh 

learning (not rea li zing what students are expected to do in the course). Ramsden (1 992) claims 

that such leal11ers fee l the (language) leal11ing is extel11ally imposed on them. Thi s 

reinforces demot ivation to leal11 English as a foreign language at the co llege level. 
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2.3.6.2.5. Attitudes 

Cook (200 I) con tends that the roots of moti vation res ide deep within the students' minds. 

Attitudes of student s towards themselves , the foreign language, the learning context , the 

course, and the potential outcomes have a deep impact up on thei r motivation to learn the 

language. Negative attitude towa rds these produce very demoti vated students (Dilts, et al 

1990). Students who hardly fee l rearning Engli sh adds some thing new to their skills and 

experi ence are unlikely to be motivated and succeed. 

2.3.6.2.6. Anxiety 

Horwi tz, et al (1986) speculate that anxiety In the FL classroom is intimately linked to 

classroom process. This leads to the idea that classroom activities that expose the learners to 

negati ve evaluations by teachers or by peers may promote language learning anx iety. It is also 

related to teacher-recognized symptoms of motivation and engagement, quality of homework, 

activity, and status in the classroom (Crooks and Schmidt, 1991 ). 

Many students may be fragile when they enter higher education to take courses such as 

Engli sh as they carry the scars of the negative evaluat ion by their instructors or peers. Such 

students often speak abo ut the ir fear of other people rea li zing that they experience difficulty in 

expressing themselves in their English classes (Cottrell , 200 I). 

2.3.6.3. Course Material Factors 

The course material and the opportunities for students to interact with the material can 

motivate/demotivate students to learn (Gibbs, 1992). In the first place, if students' gender, 
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ethnic ity, age group or social class are not referred to, Of are treated as problems in the course, 

they may reel exc luded from the course as a result of which their moti vation to learn surfcrs 

(Di lts et al 1990). If the course material contains too difficult workload, ali en vocabulary, 

diffic ult tasks, vague instructions , irrelevant examples, etc. it can have an impact on students' 

leal11ing the course (in thi s case Engl ish). 

Motivation wanes as a long English course progresses. Students' motivation can dimini sh 

when study becomes difficult and if life outside the course presents additional diffi culti es. 

Infofmation in the course has to be presented in manageab le and bite sizes. Tasks need to be 

progress ive. Otherwise, students' attention wanders and their interest wanes. 

2.3.6.4. Teacher Factors 

Harmer (200 I) makes it clear that the major factor in the continuance of students' moti vation 

is the teacher. His/her attitude to the language and the task of learning will be vital as an 

obvious enthusiasm for Engli sh and Engli sh ieal11ing wo uld seem to be a prerequi site for a 

positive classroom atmosphere. Dilts et al (1990) also state that students' motivation to learn 

can be influenced by the way teachers (instructors) manage the learn ing environment. 

Moreover, both the teacher (instructor) and students have some confidence in the way 

teachi ng/learning takes p lace. When either loses thi s confidence, motivat ion can be 

disastrously arfected (Harmer, 200 I) . If lessons of the Eng li sh courses are presented in ways 

which do not seem rel evant to students~ lives, interests, or circumstances, the learners may 

find it very diffi cult to focus their attention for long. Vague feedback that points out fa ilure 

without gu idance on how to improve their work may add to their demoti vation and frustration. 
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2.4. Roles of The English Inst ructors in Initiating and Sustaining 

Orientations and Motivations in an FL Learning/Teaching 

St udents have a range of orientati ons and moti vation at a vari ance degree of proporti on to 

learn English as a fo re ign language (Harmer, 200 1). However, a students' initial orientation 

and mot ivati on need not stay constant for ever (Roger, 1996). Teachers (instructors) can 

increase and direct students' orientation and moti vation. Their behav iour in the fo llowing 

areas can directl y influence their students' participation. , 

2.4.1. Goals and Goal Setting 

Students may not have clear and rea li stic goals while learni ng Engli sh except achieving 

grades . Different scholars suggest that the Engli sh instructors can help students set reasonable 

goals (o ri entations). Hamler (2001) argues that long-term goals may begin to dw.indle when 

English seems to be more difficult than students had anti cipated. If thi s happens, the teacher 

can help students in the achievement o f short-tenn goals that w ill have a vital effect on their 

moti vation . Ornstein (1 995) and Cottrell (2001) argue that teachers can do thi s by encouraging 

students to set reali stic and short-term goals through di cussing the need for planning, practice 

and persistence about their language learning. Engli sh instructors ought to help their students 

feel that Engli sh learning goals are worth the e ffort, too. 

2.4.2. Learning Environment 

The English instructor ' s rapport with the students is critica l to creating the ri ght conditions for 

moti vated leaming. That is why they have to be careful about how they respond to students 

33 



and create a supportive and co-operati ve learning environment to suit the learner types 

(Harmer, 200 I). 

Cottrell (220 I) and Ornstein (1995) notes that the teacher can help the learner feel comfortable 

in the classroom in different ways. He/she should : 

• Make sure the classroom is comfortab le, orderly, and pleasant. 

• Give extra time, support, or help when they seem to be unmotivated 

• Work around their weakness through support and encouragement. 

• Get students to participate and work together to help teach other 

• Discuss with them about their expectations, responsibilities and behaviours. 

• Create opportunities for students to feel that they are pal1 of support network by 

developing group dynamics early on. 

• Help students take appropriate responsibility for their learning. 

The way teachers (instructors) respond to students, especially in the giving of feedback and 

cotTection is a lso important. Instructors can increase students' motivation to learn by 

providing constructive feedback. Hallller (200 1), Cottrell (2001), and Ornstein (1 995) provide 

the following roles of inst ructors in this aspect: 

• Give praise where it is due so that students feel they can succeed. 

• Help students to feel they are getting some where with thei r work 
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• Give proper comments abo ut students ' performa nces and on how to improve 

the ir performance so that they can make corrections, avoid bad habits , and 

beller understand the lessons. 

2.4.3. Interesting Classes 

I r student s are to continue to be motivated , they clearly need to be interested both in the 

subj ect (English) and in the activiti es and topics they are prov ide with (Hanner, 2001). Engli sh 

instructors need to provide a vari ety of subj ects and exercises to keep them engaged (Ibid). 

The choice of materi als and the ways in which they are used in the lessons are vital in thi s 

situation. 

Cottrell (2001) and Oll1stein (1995) elaborate the fol lowing ro les of teachers (instructors) in 

th is respect: 

• Make subject matter relevant to students' li ves by exploring with the students 

the re levance of the course to personal life contex ts. 

• Link students' leaming to their personal, professional and academic skill s. 

• Use varied approaches, teaching styles, and ways o f breaking up the time. 

• Set varied assignments and on-course tasks wh ich are rel evant to students' 

needs, capacity, interests, and goals . 

• Organize lessons and tasks into short, clear and manageable sessions. 

• Use concrete and relevant examples. 
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• Use nove l and illleracti ve teaching methods to get students interested and then 

to think. 

In sum, Engli sh teachers' (instructors') ro les to initiate and sustain students' ori entat ions and 

moti vat ion are abso lutely criti ca l to their students' learning success. Rogers ( 1996) writes that 

(orient ations) and motivation , dependi ng on the attitudes of the teacher and student s, are 

matters of concern for bo th the teacher (i nstructor) and the students. Students' engagement in 

learning English as a foreign language is optimized when the classroom contex t meets 

students' needs to be competent,' autonomous, and related to their instructors and peers. 

Students ' need for competences is fostered when the Engli sh instructor experi ences hi s 

classroom as optima l in structure (the amount of information about how to effectively achieve 

desi red outcomes). Engli sh instructors (teachers) can give thi s by clearly communi cating their 

expectations and adjusting their teaching strategies to students' level. Moreover, they can 

support students' need for autonomy by allowing students' latitude (freedom) in their learning 

acti vities and providing connections between lessons activiti es and students'. Students ' need 

for involvement (interpersonal relationship with teachers and peers) in English classes is 

fostered when teachers (instructors) are involved with their students and students with their 

peers in all classroom activiti es . 

Green (J 993) notes that the general assu mption or belief is that students start an Engli sh 

language learn ing process moti vated to leam or they do not. Instructors could respond to 

students who are relatively less moti vated by increasing involvement, structure, or autonomy 

support the dut y of the modem (to day) teacher of Engli sh (or any discipline) is to act ively, 

create and build intrinsic moti vation in their leamers, to empower them with the aGility and 

confidence to leam how to leam, to develop a sense of responsibly fo r their own development , 

and to regard peers as possib le sources of language learn ing as well. 
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HO\\'cvcr, e nglish teachers (i nstructors) cannot bc responsible for all of their students' 

motivation. "You can lead a horse to water. but yo u can' t make it drink". Teachers encounter a 

probl em bui ll into th is fami li ar proverb. Admittedl y, appropriate Engli sh curri cu la and good 

teaching are necessary. But. these are not adequate by themselves for warranting students' 

accompl ishment of language leaI11ing goals. All wright (1977) clai ms that it is, in the end, up to 

them. The degree to which they invest attent ion and effort depends on their wil lingness to 

engage in the language leaI11ing process and their reasons for doing so. Besides, a probleI11 

teachers face is that motivations for second or foreign language learning are deep-rooted in the 
, 

students' minds and in their cultural backgrounds (Cook, 199 1). Whatever, the teacher does 

may be powerless agai nst the many other influences on the students. In the Ethiopian 

secondary and tertiary level institutions, students are most ly reluctant to speak in front of their 

peers, do not use Engli sh in group works, etc whatever the English instructor does to moti vate 

them to speak in English. 

To conclude, there is wealth of detai ls about psychological and social antecedents of 

motivation in learning Engl ish. Students' orientations for learning language are one of such 

antecedents. Thoughts about the goals for which students are stri ving determine students' 

moti vati on. In tandem with orientations, a wide array of fac tors should be effective in 

promoting students' motivation. 

The present study is nested within Gardner' s ( I ~ Social-Educational Model and Feather's 

(1982) Expectancy X value theory of motivation. These models have as their CO I11er stone the 

not ion that ori entations are sources of motivation to learn, so that when students have goals, 

their motivation will flouri sh among other things. Thus, the various goals that combine to 

influence Admas College freshman students' motivation to learn EFL is at the center of thi s 

stud y. 
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CHAPTER THREE 

METHODOLOGY 

3.1. Sources of Data 

The study was conducted at Admas Co ll ege. The sources of data for thi s study included all 

regul ar freshman diploma students (N=752) in three campuses of the co llege and all Engli sh 

instructors (N= I 0). 

3.2. Samples 

3.2.1. Selection of the College 

The co llege was selected using a lottery method . I li sted all the private co llege in Add is Ababa 

that got recognition or accredit ation from the Ministry of Education. I wrote the names of all 

co lleges on identical pieces of paper. All these papers were coi led and mixed up in a bowl. 

Admas College got the chance to be selected . . 

3.2.2. Selection of Campuses 

The Co llege has 6 campuses: Meske l, Misrak, Olompia, Beherawi, Lem and Gottera. Of these 

campuses, the first three were selected ·purposely. As the study was conducted on regular 

students, it was compulsOlY to select campuses where the regular students go to. The last three 

campuses accommodate only the ex tension students . Thus, Meskel, Misrak, and Olompia 

campuses are my purposive samples. 
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3.2.3. Selection of the Sections 

The number of sections in the threc campuses was obta ined from the Co ll ege's Registrar 

Office. In Meskel there are six sections meant for regular students (RM I - RM6) ; In Misrak, 

eight (RM 1 - RMS); and in Olompia, Six (RO I - R06) . One section was selected from each 

campus. Three sect ions were se lected from the three campuses based on the highest number of 

stuci ents they hold and the mi xed nature of the students from different departments. This 

helped me get a representative sample of students and administer the questionnaire eas il y. 

Besides, the selection of these sections served my purpose of getting 150 students for the 

study. 

Accord ingly, RMJ with 54 students was selected from Misrak Campus. RM6 with 40 students 

was selected from Meskel Campus; and R06 with 56 students from Olompia Campus. III the 

th ree sections, students from Accounting, Marketing Management, General Management, 

Secretaria l Science, Illlport-Export and Computer science departments were obtained. 

3.2.4. Selection of Participants 

The study was conducted with two groups of subjects. The first group comprised 150 students 

selected from 752 regular diploma freshman students. The second group comprised all Engli sh 

instructors who have been offering the College English course. As there were few Engli sh 

inst ructors, a ll were taken (non-random sampling). For the interview, 7 students were selected 

systemati cally. [ took 3 students from Meskel Campus and the other 4 from Olompia. Every 

tenth student was selected from the attendance. The three instructors teach ing in the 3 sections 

were interv iewed. 
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3.3. Data Collection Instruments 

To elicit the necessary data from the subjects, the fo llowing types of instruments were 

emp loyed . 

3.3.1. Questionnaire 

1 used questionnaire as a principal tool of co ll ecting data from the participants for two reasons. 

In the first place, [ thought thi s tool would allow me the collection of information on a variety 

of issues in a relatively shol1 time, Secondly, I thought questionnaire would allow me 

compan sons among respondents. However, responses may not truly represent what the 

respqndents do in actual situations. 

Two simil ar types of questionnai res were adm in istered to the students and the instructors. The 

questionnaires have many parts to glean adequate inforn1ation. The questionnaires were 

adapted from different sources. 

The first part of the questionnaires was about whether students have goa ls or reasons for 

learning Engli sh. The second part of the questionnaires was about the reasons for leal11i ng 

English. This part was adapted from Gardner's (1985) AMTB and Cook (2001 ). Th is scale 

was used to dec ide the students' orientati ons and motivations to learn English for va rious 

purposes . This sca le had 12 items ranging from strongly agree to strongly di sagree. S ix of the 

items were abo ut instrumental orientations and the remaining six were about integrat ive 

orientations. 

The third scale was adapted from Chan (2001). This scale was used to assess the students' 

needs of learning English in thei r academic, future career, and social (Private) life. The scale 
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had 12 it ems ra nging from very im pO J1ant to not very importa nt. In connection to thi s, the 

same scale was used to determi ne the students ' ab ili ty of English in the four skill s. The sca le 

has 4 it ems rang ing from very good to very poor. 

The Ii ft h part was adapted from Gardner' s ( 1985) AMTB. Thi s part was used to measure the 

students' mo ti vational intensity of leaming Engli sh and the eva luati on of the course materi a l. 

In part , des ire to leam Engli sh, attitude towards Engli sh nati ve speakers scales were al so 

inc luded. Ln these scal es, both negatively and pos iti vely coded items were provided to 

crosscheck responses. These scales'ranged from strongly agree to strongly di sagree anchors. 

The sixth part was adapted from Gardner 's (J 985) AMTB evaluation of the teacher scale and 

Mu lugeta's ( 1997) MA Thes is questi onnaires . The scale has 8 pos iti vely worded items .. 

To solici t necessaty information from the respondents, open-ended items were added to all the 

sca les . 

3.3.2. Interview 

To be able to validate the information so li c ited via questionnaires, I employed thi s tool. I used 

interviews because I hoped it could yield me more respondent infonnation than would the 

other too ls I used. Bes ides, J though it could allow me fl ex ibility to probe my respondents' 

responses more deeply. 

Two types of interviews were designed. The first one was meant for students. This interview 

was sli ghtly adapted from Gardner 's (1985) AMTB questi onnaire . It was used to assess the 

students ' des ire to leam Engli sh. It had J 4 questions . It was set in a semi-structured way to 

a ll eviate the prob lem of compari son among students' responses and guide students to their 

proper responses . 
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The second was meant for instructors . Most of thi s interv iew was sli ghtl y adap ted from Good 

anel Brophy"s ( 1996) Mot ivational Strategies Form 6.2. It was used to assess the degree to 

which the instructo rs' approaches to instruction support students ' moti vation to lea rn Engli sh. 

Some questi ons used in the students' interview were a lso used in the instructors' interview. It 

was to counter check what students said. 

3.3.3. Classroom Observation Scale (COS) 

To strengthen the data obtai ned bY,the above tools, observation was conducted in each section 

for three hours. A total of 9 hours observation was made. The classroom observation scales 

(COS) were sli ghtl y adapted from Gooel and Brophy's ( 1996) Observati on Forms 3.1 , 3.3, and 

3.4. The sca les were used to assess the moti vational behaviours of instructors while teaching 

and the moti vational behaviours of students in the classroom. However, my failure to train a 

co-observer may to some length affect the record of appropriate classroom behaviours of both 

groups. 

In sum, the rational behind preferTing the above instmments is ti ed to the subj ective nature of 

motivations (orientations) in learning as Good and Brophy (1996:209) quote: "Motivation is 

subj ective experience that cannot be observed directly. Instead , it must be inferTed from 

student s' self-reports and class room behav iour". Moreover, the rationa l behind aski ng Engli sh 

instructors about students ' orientations/motivations is to see students tlu'ough the eyes of 

instructors as instructors are held accountable to know their students as individuals to their 

level best (Ibid). 
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3.4. Development of the Instruments 

As a pre liminary step in the evaluati on of various problems related to the method010gical 

pitfalls, a pilot study of the quest ionnaires was conducted on 25 students and 5 English 

instructors. The objective of the pilot study was to assess the content, logica l !laws, clarity of 

the questions, and other issues. After the respondents had completed the questionnaires, they 

commented on the des ign, content, wording and layout. The respondents suggested that the 

items be reduced as much as possible. Besides, the students commented on the preparation of 

the question naire meant for them to be in Amhari c. 

Their comments were fed into the preparation of the final questionnaires. The questionnaires 

were prepared first in English. Col leagues saw them. Then, the students' questionnaire 

prepared in Engli sh was translated to Amharic. Again, the Amharic version was seen by 

colleagues from the Department of Ethiopian Languages and Li terature. 

The interviews and c lassroom observation scale were not piloted first due to financial and time 

constraints. They were piloted later on. The interview was piloted on 3 students and two 

instructors. The classroom observation scale was also tested in two-hour Engl ish classes at 

Meskel Campus. The students who took part in the interv iew pilot study suggested that the 

interview be conducted in Amharic. The two instructors also commented on the reduction of 

interv iew items. 

Dwelling on the feedback obtained fi'om the pi lot study, the two instruments were prepared 

once aga1l1. They were seen by colleagues. Finally, my thesis advisor meticu lously went 

through all the tools. The tool s were amended in line w ith the advisor's comments. 
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The questionn ai res and interviews inc luded issues such as eva luat ion of students , instructors 

the course books. Thus, keeping their names anonymous ensured the confi denti alit y o f the 

responses of bo th groups. 

3.5. Data Collection Procedures 

In order to co ll ect data for th e study, I first got the necessary permiss ion from the Dean of the 

college. Afterwards, I obtained the necessary pel111ission for cooperation from the Engli sh 

instructors one week prior to the fldministrat ion of the instruments. I myself ex pla ined the 

objecti ves of the stud y to both groups and asked their wi llingness to take paI1 in the study. No 

students and instructors refu sed to participate. We assigned one period hour for the 

questionnaire fillin g in each campus. In accordance with the aITangement, the instructors let 

me use their peri ods and get the questiOlUl aires filled in. The administration of the 

questionna ire took place in the students ' class under my supervision. It took an hour. 

Furthermore, I distributed the questionnaires to the Engli sh instructors making the necessary 

aITangements about the time they should retum the questionnaires . Some returned on the same 

day. Others, however, somehow needed more time. In such instances, I made aITangements 

with individual instructors to co llect the questiorll1aires. Two instructors did not retulll the 

questiOlUlaires though 1 to i led much to get them. 

As far as the interviews were concerned , lmade necessary alTangements with the students and 

instructors on separate days. All were avail ab le on the an'anged days. The interv iews were 

tape-recorded. The classroom observation was also conducted by making the necessary 

an'angements with the three instructors. The students were very much familiar with me as they 

encountered me durin g the questionnaire filling and interview sessions. They hardly revea led 

any reactivity in the class during the observation. 
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3.6. Data Analysis 

3.6.1. Quantitative Analysis 

The desc ripti ve stat ist ics has been employed in th is stud y fo r a proper analysis of the 

quantitat ive data . Fi rst, the quantitat ive data gathered has been class ified and converted in to 

frequency distribution and percentage. This process of condensation is hoped to reduce their 

bulk and give prominence to the underl ying stru cture of the data. Frequencies and percentages, 

moreover, are helpful to compare responses to items. Testing every item of responses is tended 
, 

to give the exact average response. The mean (M) has been used as it properly reveal s and 

compares responses. It is a compact description of responses to an item or items. [( presents 

data evo lving a few descripti ve stati sti cs, which describes the essentials nature o f the 

frequency di stribution and the percentage. Since it, represents the entire responses to an ite m 

or items, it facilitates comparison of responses. As the mean locates the di stribution of 

responses, the standard deviation measures the scatler of items about that mean. 

Like the mean (M), the 95% Confidence Interval (95% Cl) is used to present the questionnai re 

data evo lving a few descripti ve stati stics which describes the essential nature of the mean. [( is 

a range o f values about the mean in which the interval li es. 

The 95% CI shows the leve l o f agreement between and within in the two groups of 

respondents. It helps to test whether the average score for each group is above, below, or 

equi valent to an ideal average value. The ideal average value is 3 when the scale is a 5-point-

Likert type. If the 95% CI for the mean of a group contains 3, then the average score is 

medium. This implies the group agrees with an item moderately. If it is above 3, the average 

score is high implying the grou p is infavour of an item to the max. If it is below 3, the mean 

score is low with the implication that the group as a whole is not in favour of an item. 
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The one-way ANOV A test has been used in the study for two reasons. First, when the 

ANOV A test is computed the above descriptive stat istics parts come to the scene. It is used to 

present data in a condensed manner, by comparing and contrasting responses of groups. 

Moreover, One-way ANOVA Test was used to see significant relations and differences of 

responses wi th in and between groups. The F- probability value shows the di ffe rences or 

similarities in responses between or within groups. The F-prob is either < 0.05 or > 0.05. In 

the former case, there is a significant difference. If this is so, an asterisks (*l is put on the F-

ratio. In the latter case, there is no difference. Thus, the ANOV A Test clearly compares the 

responses of the groups. In conjunct ion with the 95% cr, it facilitates comparison and contrast 

of responses within or between groups. 

To test the students' attitude towards English native speakers, a one-sample T-value test was 

employed. It shows students ' levels of agreement or disagreement towards the responses. If 

the two tailed probability value is found <0.05, then:, is a difference of agreement. An asterisks 

(*l is put on t-value. If it is greater than 0.05, there is no significant difference of agreement. 

Looking at the mean, one can also tell this using 3 as the average score value. 

3.6.2. Qualitative Analysis 

Qualitative analysi s has been can'ied out to analyze the data gathered via the open-ended items 

of the questionnaire, interviews, and observation. In the questionnaires, there are open-ended 

items meant fo r the respondents' additional comments or ideas. These were collected and 

treated qualitati vely. The responses obtained from the interviews have been transcribed. A 

qualitative analysis of them has been made. The observation .reslonses have been analyzed 

qualitat ively in line with the behavioural categories observed. Moreover, frequencies of 

responses have been used in these PaIts 
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CHAPTER FOUR 

PRESENTATION, ANALYSIS AND DISCUSSION OF DATA 

In this Chapter an attempt is made to offer a detailed presentation and discussion of the data 

co ll ected. This wil l be preceded by a brief description o f the samples and methods of cIata 

col lecti on and anal ys is used. 

Out of the six campuses of Admas College, three were chosen for th is study. A sample of 150 
, 

regular diploma fres lUllan students currently tak ing the Co ll ege Engli sh course was taken. All 

inst ructors of English teaching in the co llege (n= 1 0) were also included. 

Questionnaires comprising mainly closed-ended items on a five-point type Likert scale and 

open-ended add itional items were designed and administered to students and English 

instructors. All of the 150 questiOlmaires distributed to students were completed and retumed. 

Out of the ten questionnaires distributed to English instructors, 8 were returned. The 

quest ionnaire survey was followed up by a classroom observation and intervi ews with seven 

selected students and 3 Engli sh instructors. The presentation and analysis of the data co llected 

is given here below. The data collected are presented below under the sub-headings indicated. 

In each sub-sec tion, an attempt has been made to present the data first and to offer the 

interpretat ion followed by a general di scuss ion of the results at last. 

4.1. Questionnaire Data 

The questiolmaire survey was analyzed using descriptive stati stics (frequencies, percentage, 

mean, stancIard deviation, and 95% CI) in the majority of the cases to detennine which 

responses are important. The 95%CI was used to detel111ine the degree of agreement or 

di sagreement within the same groups or between the two .groups for the items (responses). 
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Then the one-way ANOVA test is lI sed to show the significant difference or simila rity of 

responses by the respondents to the items. 

T a ble 4.1.1. S tudents' and In structors' R es pon ses to S tudents' Reasons for Learnin g 

E ng lish 

Res Responses 1\ 1('1111 S il l' 95'Y.. A~'OVA T EST 

IT E,\ ! (HL\SO:\S) 
CI 

po. SA A U D SD F-rallo F-Prob 

I Future Career Sl. 122 
,. -, 5 4.780 .490 4.701-

and Fu rther 81.3% IS.]!'/" 3.3% 4.859 2A6 0. 119 

Educatioll [nst. 4 4 · 4.500 .535 4 .053· 

50% 50% 4,947 

2 Be More Sl. 107 36 4 3 4.647 636 4.544-

Knowledgeable 71.3% 24% 2.7% 2% 4.749 42.120" .000 

Inst. I 3 I I 2 3.000 1.512 1.7 36· 

12.5% 37.5% 12.5% [2.5% 25% 4.264 

3 Gel a Good Job Sl. 63 42 26 12 7 3.940 1.177 3.750· 

42% 28% 17.3% 8% 4.6% 4.130 1.066 .304 

[nSI 4 3 , I · 4.375 .744 3.753· 

50% 37.5% 12 .5% 4.997 

4 Gel Respect 51. 6 7 28 40 69 1.940 1.094 1.763· 

4% 4.7% 18.7% 26.7% 46% 2.117 5.358· .022 

Ins! 2 2 2 2 2.875 1.458 1.656· 

25% 25% 25% 25% 4.094 

5 Succeed in Sl. 114 28 5 I 2 4.750 .700 4.560· 

olher Courses 76% 18.7% 3.3% 0.7% 1.3% 4.786 094 .760 

Insl 6 2 · 4.750 ,463 4.368· 

75% 25% 5.00 

6 Pass EX:1llls ard Sl. 49 65 16 13 7 3.907 1.095 3.730· .742 

Graduate fro" 32.7% 4}.J% 10.7% 8.7% 4.7% 4.083 .390 

Colleges In 51 5 I I I 4.250 1.165 3.276· 

62.5% 12.5% 12.5% 12.5% 5.223 

7 Be More at Sl. 121 29 . · 4.807 .396 4.743· 

Ease with 80.7% 19.3% 4871 1.06 1* .003 

English InSL 5 2 I - 4.375 1.061 3.988· 

Speakers 62.5% 25% 12 .5% 5.000 

8 Meet aod Sl. 40 55 20 14 21 3.660 1.181 3.470-

Converse with 26.7% 36.7% 13 .3% 9.3% 41 % 3.851 .691 .425 

Varied People Inst 2 5 I · 4.000 .926 3.226· 

25% 62.5% 12.5% 4.774 

9 BeHer Sl. 82 43 16 5 4 4.293 .973 4.136· 

Understand & 54 .7% 28.1% 10.7% 3.3% 2.6% 4.450 6.181* .014 

Appreciate Insl 3 2 I 2 3.375 1.768 1.847· 

English ,n & 37.5% 25% 12.5% 25% 4.853 

Literature 

10 Participate in Sl. 98 )9 8 2 3 4.513 .825 4.380· 

Activities 65.3% 26% 5.3% 1.3% 2% 4.647 .002 .964 

Requiring 1nsl 4 4 4.500 .535 4.053· 

English 50% 50% 4.947 

" Travel Abroad 51. 13 33 36 46 22 2.793 1.195 2.601· 

8.1% 22% 24% 30.7% 14.7% 2.986 1.093 .298 

Ins 1 2 I 3 I I 3.250 1.389 2.089· 

25% 12.5% 37.5% 12 .5% 12.5% 4.4 11 

12 Know Various 51. 55 50 23 18 4 3.893 1.112 3.714· 

Cultures and 36.7% 33.3"/0 15.3% 12% 2.7% 4.073 .002 .964 

Peop le 
Inst 3 2 2 I 3.875 1.126 2.438· 

37.5% 25% 25% 12.5% 4.8 16 

Average Mean Sl. · · 3.987 1.263 3.784· 
4.191 .017 .896 

Inst . · 3.927 1.312 2.831· 
5.000 

Key: SA ~ Strongly Agree A ~ Agree U ~ Undecided D ~ DISagree SD~Strongly Disagree 

S.Dv-Standard D ev iat ion • Significant al< 0.05 on the F·Prob 
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As can be seen from the table, 145 (96.67%) ( lUden ts and all the instructo rs (100%) responded 

that leal11 ing Engli sh is important for future career and fUl1her education. Though there is 

slight difference, the 95% Cl shows that the two groups strongly agreed with thi s idea. It 

wo ul d appear from the F-Prob that there is cons istency o f response amongst students and 

between the students and Engli sh instructors. From the responses to thi s item, it seems that 

students ' reasons to learn Engli sh to succeed in a future career and education (instrumental 

o ri entation) is very high. 

In response to item 2, 143 (95 .30/0) students and 4 (50%) instructors replied that leal1ling 

Engli sh is concel11ed with being more knowledgeable. Seeing the F-Prob, there is some 

divergence o f response between the groups. The 95% C[ shows that students mostly strongly 

agreed with thi s reason, but the instructors' leve l of agreement is moderate i. e. 1. 736-4 .264 

contai ning the average 3. This suggests that being more educated and knowledgeable is related 

to success in work and future stud ies. This would imply that students leal11 English for 

knowledge ori entation (instrumental ). 

To item 3, 105(70%) students and 7 (87.5%) instructors responded that students' reason for 

leal1li ng EFL is concel1led with getting a better job. This again is a career orientation that is 

instrumental. The F-Prob exhibits that there is some consistency of response between the two 

groups. Seei ng the 95% CJ, the students and inst ru ctors level of agreement is hi gh, but, the ' 

interva l and the mean show that Engli sh instructors wo uld seem to favor thi s orientation more 

than the students. However, students' responses to thi s item slightl y contradi cted to what they 

responded to item I. [n the first item, the students associated leal11ing English with finding a 

job in the future but not with its enjoyable aspect. Their responses should have been greater 

than the thi rd item. Thi s impl ies that fu rther education brings about good knowledge of 
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Engli sh and the chance of getti ng a better job. I say thi s if the variation is due to the 

incolvoration offurther education to the first item. 

109 (72.7%) of the students didn't associate learning Engli sh with getting respec t. 28 were 

undec ided, onl y 13 sUPP0l1ed thi s item. However, 4 (50%) of the instructors favored this item. 

Two were undecided, and the remaining 2 stron gly di sagreed to thi s item. The F-Prob also 

shows the two groups differed in their responses to the item. The 95% CI shows that the 

students ' leve l of agreement to this item is less, but the instructors' is moderate . Students 

didn ' t assoc iate learning Engli sh witll getting respect, but instructo rs did. 

Item five was positi vely responded by 142 (94.7%) students and 8 (100%) instructors. The F­

Prob indicates that the two groups did not di ffer with the pragmatic reason for leallling 

English, i.e. to succeed in other courses. The 95% CI would reveal both groups' agreement to 

this item is strong. 

In a similar vein , the respondents seem to hold similar view for the pragmatic reason of 

leallling Engli sh to pass exams and graduate from co llege. Both groups strongly agreed with 

the ori entation as the 95% CI shows. 11 4 (76%) students and 6 (75%) instnrctors either agreed 

or strongly agreed with this reason of learning English. The 95% cr, demonstrates the 

instructors' degree of agree ment is more than the students'. 

To item 7, all of the students and 7 (87.5%) of the instructors responded by saying that 

student s are motivated to learn Engli sh to be at ease with native English speakers . This item 

rece ived the highest loading. As the F- Prob indicates, the two groups supported thi s reason. 

The 95% CI wo uld show that the extent of agreement amongst students and between the two 

groups is very high. It would appear fro m the responses to thi s item that the most important 

reason for learning Engl ish for these students relates to making friendship with nati ve Engl ish 
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speakers. Thi s reason , therefore, corresponds to a friend ship orientation similar to th at 

reported by Clement and Kruidennie r (1983) In Quebec C ity among grade II st uden ts 

leam ingESL. 

Item 8 is similar to item 7. To this item, 95 (63.3%) students and 7 (87.5%) instructors replied 

that students ' motivation to learn EFL is re lated to meeting and conversing with more var ied 

people. The F-Prob shows that there is no sign ificant difference between the two groups and 

within the groups in responding to the item. From the 95% cr, it can be seen that the degree of 

agreement with in and between groups is not as high as that of item 7 .. 

In response to item 9, the F-Prob revea ls the two groups differed. 125 (83.4%) students and 5 

(67.5%) instructors reported that students' mot ivati on to learn EFL is tied to better 

understanding and appreciat ing Engli sh art and li terature . This item corresponds to an 

understand ing ori entation similar to that reported by Belmechri and Hummel (1997). The 95% 

CI portrays that students' endorsement of this reasun is very high, while the instructors' is 

moderate. Responses to this item would imply that students are motivated to learn Engli sh for 

understanding and appreciation purposes. 

The F-Prob indicates that the two groups didn't di verge in responding to item 10. 137 (91.3%) 

students and 8 (100%) instructors supported students' reason of learning the language attached 

to partic ipating in act ivities demanding Engli sh. The 95% CI shows the respondents st rongly 

agreed with th is item. It would appear from the responses that students wanted to learn English 

for comm unicati ve reasons. 

Only 46 (30.7%) students and 3 (37.5%) instructors accepted the idea that learning EFL is 

important to travel. The 95% CI ind icates that most students totally di sagreed with the travel 

orientation to leam Engli sh. The F-Prob also asserts the two groups held the same idea. Thi s 
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wou ld seem to suggest that students are not moti vated to leam Engl ish for travel purposes. 

However, the instructors to some ex tent are in favor of thi s reason. 

To the last it em, 105 (70%) students and 5 (67.5%) instructors accepted the importance of 

leaming English to know vari ous cultures and people. The 95% CI revea ls that students' 

agreement with this reason is high, but the instructors' is moderate. However, the F-Prob 

indica tes the two groups are in favor of thi s orientation. From the responses to thi s item, it 

seems that students' moti vation to leam Engli sh is connected to their knowledge orientation. 

The average res ul t shows the degree of students' moti vation to Icam for various reasons. The 

F-Prob indicates that students and instructors show some consistency in responses to the given 

reasons. However, the 95% CI would suggest that students' agreement to their motivation to 

leal1l EFL for various goals is high. But, the instructors ' agreement remains moderate. 

To find out whether students' orientations are mainly instrumental or integrative, the 12 

reasons for learning Engli sh were split into two. The first SIX reasons were taken as 

instrumental and the next six as integrative. These items were tested via descriptive stati stics 

and one-way ANOV A. 

Table 4.1.2. Test Result of Reasons in Learning EFL for Instrumental or 

Integrative Goa ls 

Reasons Respondents Mean SDv 95%CI F- ratio F- prob 

1-6 SI 3-98t 1.335 3.766-4. 147 

(I nSI ru men ta 1) InSI 3.958 1.327 2.489-5.00 .002 .963 

7- 12 SI 3.993 1.1 86 3.802-4. 185 

( Integrat ive) Ins! 3.896 1.295 2.775-5.013 .05 I .822 

The fi gures the table suggest that students are motivated for both instrumental and integrative 

orientat ions_ But , their integrative orientations are slightly hi gher than the instrumental ones. 

Instructors, however, reported a slightly different op inion. Their responses wou ld indicate 
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student s ' motivat ion to learn EFL for instrumental purposes is slight ly more than the 

integrative ones. Though the f -Prob indicates some consistency of responses to the reasons, 

the mean and the 95 CI sugges t thi s slight difference of responses. Thus, students' integrative 

orientations are a lit bit higher than the instrumental ones in thi s context. 

The last issue with regard to students' orientat ions to learn EFL is connected to the test result 

of the specific orientation types. To thi s end, the 12 reasons were reduced to seven using 

Clement and Kruidenier's (1986) classilication. Reasonsl , 3, 5 and 6 in table 4.1.1, were 

grouped as career or co ll ege (ins(rumental) orientation; reasons 2 and 12 as knowledge 

orientation; reason 4 as respect orientation; reason 7 as friendship orientation; reason 9 as 

understanding ori entation; reasons 8 and 10 as integrative orientation; and reason 11 as travel 

orientation (group 7). Then, the mean, standard deviation and 95% CI were calculated for 

these groups. 

Table 4.1.3. Test Result of Students' and Instructors' Responses to their Levels of 

Agreement up on the Students' Orientations for Learning EFL 

Orientation Mean SDv 95% CI 
SI lnst SI Insl St Inst 

I Career/Co lle~e 4. 325 4.832 .996 A99 4 .164-4A86 4.627-5.057 

2 Knowledge (general) 4.270 3A38 .982 IAI 3 4.1 11-4A28 2.257-4.619 

3 Self-respect (Self-unders tanding) 1.940 2.875 1.094 t A58 1.763-2.1 16 1.656-4 .094 

4 Friendship 4.807* 4.375 .396 1.061 4.743-4.87 1 3A88-5.262 

5 Understanding 4.293 3.375 .973 1.769 4.136-4A50 1.897-4.853 

6 Integrative 4.087 4.250 1.109 .801 8 3.908-4.265 3.580-4.920 

7 Travel 2.793 3.250 1.195 1.389 2.60 1-2.986 20089-4AI t 

The results in the above table show a very strong endorsement of orientations except two for 

students and one for instructors. The friendship (M=4.807), Career/College (M=4.325), 

Understanding (M=4.293), Knowledge (M=4.270) and Integrati ve (4.087) Orientations are 

very strongly endorsed by students; where as travel (2.793) and respect (Self-Understanding) 

(M= I .940) receive minimal suppot1. For the instructors, the Career/College (4.832), friendship 
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(M =4.375), integrative (4.250) orientati ons are very strongly endorsed; where as knowledge 

(M =3.438), understanding (M=3.375), and trave l (M =3.250) are strongly endorsed 

orien tatio ns. Pres ti ge (se lf-understand ing) as a goa l for learning English is rej ected here. 

From thi s resu lt, it can be concluded that the most important orientations for Admas Co ll ege 

fresh man regul ar diploma students are: Friendship , Career/Co ll ege, integrati ve, understanding, 

and know ledge. 

The resul ts could imply that these students have positive attitude towards English speakers. 
, 

They want to be at ease with them. They do want to meet and converse with them. They want 

to learn the la nguage for integrative purposes. The career /coll ege orientation was defined by 

the reasons to get a career, pursue fUl1her education , pass exams and graduate from co llege. 

These are assoc iated with instrumental reasons for learn ing English. 

The understanding orientation suggests that the students ' di rect reason for learning English 

was to understand English ali and Literature. The know ledge orientation refl ected the 

students' wish to learn English to know various cu ltures and peoples . The understanding and 

knowledge orientations are very much related. The fornler orientation would suggest that 

students learn Engli sh to understand Engli sh art and literature initiated by the desire to be 

more know ledgeable. The latter orientati on also refl ected students' wish to learn Engli sh to 

understand the li ves of English speakers and thei r cu lture. Thi s re lationship is li kely to recur in 

the enti re data. Thi s is because pragmatic reasons for learn ing Engli sh, for example, tend to 

stress an interest in one's improvement of education and knowledge. The wish to prepare for a 

bright future career is related to gaining higher qualifications, and thus obtaining know ledge. 

Like wise, integrative reasons for learning Engli sh, on the other hand, tend to stress an interest 

in the language group , culture, art, and literature. 
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In sum, the resu lts suggest integrative and instrumental ori entati ons are displayed in reasons 

for lea llling EFL among Admas Co ll ege Freshman Students. The relations amongst the 

o ri entati ons are found to be signi fi cant in most cases. items comprising each orientati on are 

also signifi cant. Fi ve o f the six items compri sing the integrative orientati ons were vital except 

the trave l orientation . The fri endship orientation emerged as the most important reason for 

students. Like wise, five of the six items compri sing the instrumental orientations came out 

signifi cant. Students didn't show an instrumental orientation for learning EFL to gain respect, 

Moreo ver, the results posit students' EFL learning ori entations as predictors (precursors) of 

their motivation. The integrati ve ori entati ons accounted for integrative or intrinsic motivati ons 

o f students to be at ease with Engli sh speakers, meet and converse with more vari ed people in 

English, pat1icipate in issues requiring Engli sh, know various cultures and people. The 

instrumental ori entations invo lved the students' instrumental or extrinsic moti vations to get 

careers, succeed in academic life, and to become more educated. The pedagogical implication 

of these results is that knowing students ' orientations of EFL learning helps Engli sh 

instructors and course designers understand their students' motivations. 
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Tab le -1.1..1. Studcnts' and Instructors' Responses to the Importa ncc of Lca rning 

E ngli sh 

ITE.\ IS i{('s po Responses ~ l ca ll Sih 95':;', Ai\'OVA TEST 
1I<1(,lIl s VI I DK NI NV I CI F-ralio F· 

SA A Prob 
Academically St. 11 6 29 19.3% 3 2 .638 4.610· 

77.)% 16% 1.3% 4.713 4.8 16 1.605 .207 
In5 1. 8 - .000 5.000-

~ 
100% 5.00 5.000 

Pro fessionally St. 90 44 7 3 6 4 .393 .969 4 .237-
60% 29.3% 4.7% 2 4% 4 .530 3.1 19 .079 

~ 
Ins!. 8 - - - .000 5.000-

100% 5.00 5.000 
~ $oci;Jlly St. 84 40 12 5 9 033 1.126 4.052-

56% 26.7% 8% 3.3% 6% 4.41 5 .002 .%7 
111 5t. 3 4 I - 4 .250 .707 3.659-

37.5% 50% 12.5% 4.84 1 
Academically St. 113 27 4 5 2 .753 4 .519- 1.816 . 180 

75.3% 78% 2.7% 3.3% 1.3% 4 .640 4.762 
In 51. 8 - - - .000 5.000-

.~ 
100% 5.000 5.000 

Professionally St. 89 42 10 2 7 4 .360 t.001 4. 198-
59.3% 28% 6.7% 1.3% 4 .7% 4 .522 3.223 .075 

-l!! insl. 8 - .000 5.000-

.~ 100% 5.000 5.000 

~ Social ly St. 70 60 6 6 8 4. 187 1.058 4.016-
46.7% 40% 4% 4% 5.3% 4.357 .689 .408 

Insl. 4 4 - 4.500 .535 4 .053-
50% 50% 4 .947 

Academically St. 121 20 4 2 2 ( .706 4.606-
80.7% 13.3% 2.7% 2.7% 2.7% 4.720 4.834 .379 .539 

~ 
[n st. 7 1(12.5%) - 4 .875 .354 4.579-

87.5% 5.17 1 
Profess ionally St. 103 30 7 3 7 1.014 4.294-

! 68.7% 20% 4.7 2% 4.7% 4.460 4.624 1..324 .252 
Ins l. 7 I - 4.875 .354 4.579-

~ 87.5% 12.5% 5. 171 
Socially St. 77 49 7 9 8 4 .187 1.120 4.006-

51.3% 32.7% 4.7% 6% 5.3% 4.367 .220 .639 
)nst. 4 3 I 4 .375 .744 3.753-

50% 37.5% 12 .5% 4.997 
Academical ly St. 11 8 19 5 4 4 4.573 .958 4.419-

78.7% 12.7% 3.3% 2.7% 2.7% 4.728 1.578 .211 
Ins t. 8 - .000 5.000-

100% 5.000 5.000 

~ 
Profess ionally SL 107 27 8 2 6 .961 4.358-

7 1.3% 18% 53'Vo 1.3% 4% 4 .513 4 .668 2041 . 155 
.~ Inst. 8 .000 5.000· 

t£ 100% 5.000 5.000 
Socially SL 80 48 6 7 9 4 .220 1.123 4 .031-

53.3% 32% 4% 4 .7% 6% 4 .401 .006 .941 
Inst. 4 2 2 4.250 .886 3.509-

50% 25% 25% 4.991 

Key: VI = Very Important I = Important OK = Do not know NI= Not Important NVI=Not very important 

S .Dv-Standard Deviation • Significant at< 0.05 on the F-Prob 

The above tab le shows how imp0l1ant the four language skill s are to students academically, 

professionally and personally. The items are intended to elicit apprai sals related to students' 
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goa ls/needs suggesting what students need to ac hi eve in relation to their desired goa ls and the 

con trol aspect of thei r moti vation . 

An inspecti on of the table indicates the 4 skills are important for students' academ ic, future 

career, and personal (social ) life. The ANOYA test (>0.05 F-Prob) and the descriptive 

stati sti cs disp lay thi s. Students need to learn Engli sh to be able to read, listen, speak and write 

in their academic, professional and soc ial life. 

However, the mean shows that students' moti vation to learn English to read in their academic , 

life (M=4.71 3) is by far the greatest of all. Thi s is followed by their need to read 

professionally (M=4.393) and personall y (M=4.233). There is a significant difference amongst 

the three. The instructors would appear to ho ld the same conj ecture. The mean of their 

responses are 5.000, 5.000, and 4.250. From these responses, it can be seen that students are 

more motivated to learn Engli sh to read academ ically though they need it for the two facets of 

thei r life. But, the instructors favored both the academic and professional needs. Thi s result 

wo uld lend support to their high instrumental orientations reported earlier. 

Like WIse, the students were likely to learn Engl ish more for listening academically 

(M=4.640) than professionally (M=4.360) and socially (4.187). The instructors' mean scores 

are 5.000, 5.000, and 4.500 respectively. The conclusion is similar to the one made for the 

reading skill. Comparing the students' mean scores of the two ski ll s, the students need the 

reading skill more than the li stening skill in their academic life. Their responses imply that 

being able to read more is an important component of being more knowledgeable and 

educated which in tum is related to success in college studies and future career. This is al so 

attested by the instructors' responses. 
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From the students' responses. it appears that students need Engli sh more for speak ing 

acaciem ica ll y (M =4.720) than professiona lly (M =4.460) and sociall y (M=4. 187). The mean 

scores of the instructo rs ' responses arc 4.875, 4 .875, and 4.375 respectively. The resu lts could 

suggest that students are more mot ivated to learn Engli sh for the purpose of speaking in class 

di scuss ions, with instructors, in tutorial s, at presentations, etc. in their academi c Ii fe. Besides, 

their motivat ion to leall1 Engli sh could be for the purpose of speaking at vari ous occasions in 

their future profess ion. The two needs suggest the instrumental orientations of students in 

learning Engli sh. Their need for speaking in their social life could entail speak ing with Engli sh , 

speaking fri ends, fo reigner-strangers, on the telephone, etc. This al so would suggest their 

integrative or fri end-ship orientations. 

Moreover, students need leall1ing English more to write academicall y (M=4.573) than to write 

profess ionally (4.513) and socially (M=4.220). The mean scores of the instructors ' responses 

are 5.000, 5.000, and 4.250 respectively. The resu lts would show that students' success in their 

college studies is more related to their capacity of writing. Their capacity to write well in 

Engli sh enables them to write notes, papers, exam answers, and reports in their academic li fe. 

Their high motivation to learn Engli sh to attain this goal can correspond to their instrumental 

ori entations. Besides, they could need Engli sh to write letters, minutes, noti ces, etc. in their 

future profession. Simi larly, thei r motivation could be to write personal issues in their 

social/pri vate life. All these wou ld cOtTespond to their instrumental orientations. 

Table 4.1.5. Summation of Table 4.1.4. 

i\'I ea n Sih 95'1., C I ANOVA T EST 

ITEM (REASONS) F-ra lio F- I'rob 

Academica1k 4.662 .175 4.537· 4.787 
Students' Professionally 4.432 .989 4.272- 4.541 8.303' .003 
Responses Soc ially 4.207 1.107 4.028· 4.385 

Academica lly 4.971 .177 4.830· 5.113 
Instructors Professionall Y 4.969 .186 4.813· 5.124 5.448· .0 12 
Responses Socially 4 ,)44 .737 3.724· 4.960 

The sum of the participants ' responses would indicate that the students' needs of the four 

language skills could imply their entire motivation to learn English. From the aggregate mean, 
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it can be seen that student s need the four skill s more in their academic li fe (M =4.662). Th is 

mean almost co rrelates to students' ori entation to learn Eng li sh to succeed in other courses 

(M =4.673) in tabl e 4.1. 1. Thi s is follo wed by their need of the four ski ll s in their future 

profess ion (M=4.432). This agai n relates to their career orientation (M=4.325) in table 4.1.3 . 

A similar relation can be seen in the inst ructors' responses (4.972 to 4 .750 and 4.969 to 

4.832). The students' and instructors' mean scores for the need of the four skills In 

soc ial/private life of students are 4.207 and 4.344 respectively. 

, 
These resu lts would suggest many things. Though there are significant differences between the 

aggregate mean of the ski ll s, students' motivations are predicted by their orientations. Here, 

the students' career and academic orientations would seem to predict their instrumental and 

extrinsic motivation. These orientations involve ex trinsic motivation relating to success in 

other courses, pass exams, graduate Ii'om college, and gain a job. 

Another important finding is that the more distal the orientations, the lesser the motivations to 

some extent. This was reflected in this study. The friendship orientations emerged most 

important, but the students' motivation for their social life was reported to be less than the 

goa l by the students (4.807 to 4.207) but the instructors' responses were related (4 .375 to 

4.344). 

This leads to consolidate the previous conc lusion that the prediction of students' motivations 

to leam EFL is possible by their orientations; though there could be variances, which are 

attributed to other components such as attitudes. Thus, knowing students' orientations in 

leaming EFL is useful since it could help English teachers (instructors) and course writers to 

understand their English language needs and act up on in line wi th these needs, Besides, from 

thi s result, it can be argued that students' motivation to learn EFL at this level is assessed to be 
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sign ificant as they were repo rted to have important expectanc ies (goa ls) to achieve in their 

academic, profess ional, and social lives. 

Table 4.1.6. Students' and Instructors' Responses to the English Ability of Students in 

the four skills 

Hcspo Rl'spon scs Mean SD\' 9S'}, .. ANOVA TEST 
S kill n d ClII S VG G F P V P CI F-ratio f·Prob 

1 Reading s1. 68 55 22 2 2 4.247 .851 4109· 
45.3% J6SlIo 14 .7% 1.3% 1.3% 4.38-' 1).460· .000 

Ins!. 2 5 1 . 3.125 .64\ 2.589· 
25% 62.5% 12.5% 3.66 1 

2 Lisl~ning SI. 33 77 33 5 2 3.893 .829 3.760· 
22% 5[,)'% )2% 3.3% 1.3% 4.02 7 1.373 .243 

Inst. 4 3 1 4.250 1.035 3.385-
50% 37.5% 12.5% 5.115 

3 Speaking sl. II 40 62 28 9 3. 107 .991 2.947· 
7.3% 26.7% 41.5% \8.7% 6.90% 3.267 2.941 .088 

Ins\. 4 4 2.500 .535 2.053· 
55% 55% 2.947 

4 Writing S1. 35 55 43 13 4 3.693 1.010 3.530· 
23.3% 36.7% 28.7% 8.7% 2.7% 3.856 6.699* .011 

Insl. 2 2 4 2.750 .886 2.009· 
25% 25% 50% 3.491 

A vcrage 51. 147 2.27 160 48 17 3.735 1.012 3.572· 
36.8% 56.8% 40% [2% 4.3% 3898 2.468 .1 18 

InsL 4 7 II 10 . 3.156 1.073 2.260· 
1% 1.8% 2.8% 2.5% 4.053 , , , .. Key.- VG·Very Good G-Good F-Falr P-I oor VI -VCly I 001 -slglllficanl al < 0.05 on the F-Pob 

The above table shows the students' Engli sh language ability. The figures suggest students' 

self-reports of the Engli sh language ability in the four skills were mixed. Most students 

(N=68+56) reported their very good and good ability of the reading skill. It was fol lowed by 

the listening and writing skills reported by 110 and 90 students respect ively. A small number 

of students (N=5 1) reported their high ability of speaking in Engli sh. The rest responded fair 

(N=62), poor (N=28), and velY poor (N=9). 

Instructors' ratings of the students' ab ili ty revealed that students have higher abi lity in 

li stening than the other skill s. Most instructors reported their students' abiliti es in the other 

skills to be fair, poor, or very poor. The fi gures in this table show that a significant number of 

students reported their abilities in the four skill s to be fair. So did instructors. 
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Thc F-Prob for th e reading and writing sk ill s shows the two groups differed in their ratings. ln 

line with thi s, th e 95% Cl specifically portrays that studen ts rep0l1ed the ir hi gher ability of 

reading in English , whereas instructors rated this to be moderate. Moreover, student s rated 

their writi ng abil ity to be almost hi gh, but instructors rated thi s to be almost low. However, the 

F-Prob shows the two groups did not differ in rating the li stening and speaki ng ab ili ty of 

students. The 95% Cl shows that both groups respectively rated the higher li stening and low 

speak ing abi li ty o f students. 

From the overall resu lt, it can be argued that the use of the four English language sk ill s is 

associated with o ri entations that emphasize the importance of learning English for their 

academic purpose and future career. The instrumental orientations are assoc iated with reading, 

listening, and wri ting skill s. However, though the students' integrati ve ori entations came out 

most imp0l1ant, the find ings of the above tab le would seem to suggest that these goals are not 

associated with the students' good speaking abili ty. Th is would in turn imply that these goals 

are assoc iated with the students' awareness of knowing the importance of learning Engli sh for 

different purposes . The insufficiency of native Engli sh speakers, moreover, from the 

immediate environment coupled wi th their new experience to the academic nature of the 

co llege Engli sh course might affect students' speaking ab ili ty and sustain instrumental 

orientations. 
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Tablr ·U. 7. Stud ents' Attitud es towards the English Na tive Speakers 

ITEM " E S P 0 !\ S F. S 

SA A U D SD Mea n S ih T · Va luc " -Va lue I J cnj()y meeting and 87 '.1 5 8 3 4.267 1. 162 J 3.35 .. .000 Jls to.:n;ng 10 English 58% 28.7 3.3% 5.3% 2% 
speakers. 

2 Mos! o rmy 1:11'01"; 10.: actOrs. 3.1 31 29 28 29 3.073 1.434 .63 .532 mU SIC ians. wn ters, etc a rc 22% 20.7 19.3 18.7% 19.3% 
En glish speakers 

3. I h;lve a favor3 blc atlitudc 63 '9 18 10 10 3.967 1.190 9.95 .. .000 towards the native English 42u/u 32.75 12% 6.7% 6 .7% 
sneakers 

A vcrage Mean 3.769 1.366 6.89 · .000 Key: SA ~ Strongly Agree A ~ Agree U ~ Undecided D ~ Disagree SD~Strong l y Disagree 
S.Dv-Standard Deviation • Signifi cant at < 0.05 on the F-prob 

The above tab le contai ns scales th ~t eli cit an assessment of the intended or desired behaviors 

that reflect students' positi ve appraisal of English speakers . Three positively wo rded items that 

expressed opinions about Engli sh speakers were presented . 

From the fi gures in the tab le, it seems that 130 (86.7%) of the students replied they wou ld 

enj oy meeting and li stening to Engli sh speakers. 11 2 (74.7%) of them reported their favorab le 

attitude towards the nat ive Engli sh speakers. However, 64 (42.7%) replied positively to the 

second item. The mean (3.769) and the high ratings of students' responses refl ect their positi ve 

attitude towards the English speakers. 

It can be seet; from the overa ll results of the tab le that Admas College freshman regular 

diploma students' orientati ons to learn EFL were related to their positive attitude towards the 

Engli sh speakers . Their integrati ve orientation in learning EFL is re fl ected here . This implies ---that these students are willing and interested to interact in Engli sh with nati ve speakers though 

Engl ish speakers may be absent from their immediate environment. (Their integrati ve 

orientation/motivation in leaming EFL is verified by their posi ti ve attitude towards the nati ve 

English speakers. This is, because integrativeness encompasses integrative orientation, attitude 

towards the native speakers, and interest in learning English. 
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Tablc 4.1.8. Students' and Inst ructors' Rcsponses to the Motivational Intensity of 

Students in Learning Engl ish 

Responses i\1 C'!l 11 SO\' 95'Y" ANOVA TEST ITE;\ l s .. \ A 
( iood Al[cn d :ln~e Sl. 93 " ~ I 62% 28% 

Ins\. I 7 
12.5% 87.5% 

Thinking How 10 51. 93 41 
2 Leam Engli sh 62% 28% 

Best Ins!. 4 
50% 

Desire 10 Lcal11 51. 101 27 
3 More Eng li sh 67 .3% 18'%' 

Now than before [nsl. 4 4 
50% 50% 

Desire 10 Leam Sl. 53 44 
4 More Engli sh in 35.5% 29.) 

the Future Insl . 2 
25% 

Bes l Effort 10 St, 97 43 
5 Leam English 64.7% 28.7% 

Ins\. . 4 
50% 

Willin gness 10 51. 84 49 
6 Work in Groups 56% 32 7% 

AClively Insl. I 6 
12.5% 75% 

Emban'ass l11cn t 10 51. 18 40 
7 Volun tcer answers 12% 26, 7% 

In st. I 2 
12.5% 25% 

Fear of bcing 51. 20 3 I 
8 laughed at while 13.3% 20.7% 

trying to speak In s\. I 5 
12.5% 62 .5% 

Poor pcrfonnance St. 28 45 
9 on Exams despite 18.7% 30% 

their thought of Ins!. I 5 
being able to learn 12.5% 62 .5% 
English best 
Fail ure 10 try 10 St. 9 28 

10 understand 6% 18.7% 
something dirticult Ins\. I . 

12.5% 
Poor St. 10 17 

II Concentration in 6.7% 11 .3% 
Engli sh Classes In s\. I 

12.5% 

KEY: SA ~ Sh·ongly Agree A ~ Agree 
S.Dv-Standard Deviation 

U D SO CI 
10 2 3 4.467 .841 4.33 I · 
6.7% 1.3"/0 2% 4.602 

4 . 125 .354 3.829· 
4.421 

7 6 2 4.453 .864 4.314-
4.7% 4% 1.3% 4 .593 
3 I · 3.375 .744 2.753 · 
37.5% 12.5% 3.997 
12 8 2 4.447 .945 4.294 -
8'Yo 5.3% 1.3% 4.599 

4 .500 535 4.053· 
4.947 

4 1 8 4 3.893 1.037 3.724· 
27 .3% 5.3% 2.7% 4 .061 
4 2 · 3.00 .756 2.368· 
50% 25%. 3.632 
3 2 5 4.500 .881 4.358· 
2% 1.3% 3.3% 4 .642 
2 2 · 3.250 .886 2.509· 
25% 25% 3.991 
to 2 5 4 .367 .923 4.218· 
6.7% 1.3% 3.3% 4.516 
I 3. 125 .835 2.4n 
12. 5% 3.823 
18 29 45 2.71 3 1.439 2.481· 
12% 19_3% 30%, 2.946 
2 3 · 3.125 1.1 25 2.184· 
25% 37.5% 4.066 
14 35 50 2.573 1.463 2.337· 
9.3% 23.3% 33.3% 2.809 
I I 3.750 .886 3.009· 
12.5% 12.5% 4.491 
26 33 20 3.173 1.))0 2.959· 
17.3% 22% 13.3% 3.388 
2 · 3.875 .641 3.339· 
25% 4.4 11 

25 93 35 2.487 1.208 2.292· 
16.7% 62% 23.3% 2.682 
I 5 I 2 .375 1.1 88 1.382· 
12.5% 62.5% 12.5% 3.368 
16 53 54 2.173 1.225 1.976· 
10.7% 353% 36% 2.371 
I 6 · 2.500 1.069 1.606· 
12.5% 75% 3.394 

U = Undecided D = Disagree SD=St"rongly DIsagree 
• Significanl al < 0.05 on Ille f·Prob 

F-rat io r -Pr0h 

1.302 .256 

11.975 · .00 1 

.025 .875 

5.755 · .018 

15.200· .000 

13.869· .000 

.632 .428 

5.060 ,026· 

2.1900 . 141 

.065 .799 

.543 .461 

Eleven items, six positively and five negatively worded , were used to elicit actual, intended or 

desired behaviors that reflect the effort the students exerted or wou ld like to exert when 

leaming EFL. 
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From the responses to it em I, it seems that 135 (90%) student s and 8 (100%) instructors 

agreed with stude nts ' good attendance in Engli sh classes . The same number of students repli ed 

that they would thin k how to leam Engli sh best (item2). However, 4 (50%) instructors 

responded that thei r students wo uld do so. The F-Prob shows the two groups di verged in thei r 

degree of agreement. The 95%would indicate that students' agreement is strong, wh ile the 

instructors' is moderate . 

In response to item 3, 128 (85.3%) students and all the instructors would seem to accept 

students' desire to learn more Engli sh now at college than before. The F-Prob wo uld indicate 

consistency of responses between and within groups. The respondents' agreement to thi s item 

is strong. To item 4, 97 (64.7%) students replied that they are fervent to leam more English in 

the future . The instructors' response to thi s item was not positive . 2 (25%) agreed; 4 (50%) 

were undec ided; and another 2 (25%) disagreed. The F-Prob shows the presence of some sort 

of divergence between the two groups in responding to the item. The 95% CI wou ld show that 

students des ire to learn more English is high. By comparing and contrasting the responses to 

items 3 and 4, it can be seen that students' desire to learn Engli sh in the present time is greater 

than their des ire in the future. 

From the responses to it em 5, 140 (93.3%) students rep0l1ed their best effol1 to learn English. 

4 (50%) of the instructors agreed with thi s idea. The F-Prob would reveal some di sc repancy of 

responses to thi s item between the two groups. Looking at the 95% CI, the students' 

agreement to the ir effort in learning English is mostly strong; whereas the instructo rs' is 

moderate. 

Responding to item 6, 133 (88.7%) students' rep0l1ed their willingness to work in groups 

actively in their Engl ish class. So did 7 (87.5%) instructors. The F-Prob indicates some sort of 
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va riation in the degree of agreement. From the 95% Ct, the studcnls ' al most strongly agreed 

with thi s idea. but the instructors' mostl y agreed to the item . 

Responding to item 7, 58 (38.7%) students reported their embarrassment to vo lunteer answers 

in the Eng li sh classes; 18 ( 12%) were undecided; and 74 (59.3%) di sagreed. 3 (77.5%) 

instructors also claimed th is to be so; 2 were undec ided; and 3 disagreed. The 95% CI shows 

that the students' agreement to thi s item is a lmost low. However, some sort of thi s behavior is 

revea led. The instructors' agreement runs from low to moderate i. e. they would claim their 

students' tim id ness to vo lunteer al~swers. A similar response is given to item 8. 5 1 (34%) 

students responded their fear of being laughed at by their Engli sh instructors and/or peers 

wh ile speaking in class. t4 (9.3%) students couldn 't dec ide; and the remaining 85 (55.6%) 

students replied by saying they never feared being laughed at. However, 6 (75%) instructors 

reported thei r students' fea r of being laughed at 

The F-Prob indicates the two groups varied in responding to thi s item. From the 95% CI. 

freq uency, distribution , and percentage it can be seen that more than half of the students 

replied that they hardly feared being mocked at; while, the instructors strongly agreed with 

this behav ior of students. 

From the responses to item 9, 73 (48.7%) students accepted their poor perfonnance on exams 

though they thought they were aware of their capability to learn Engli sh best. 26 (17. 3%) 

neither agreed nor di sagreed with thi s idea ; 53 (35.3%) did not accept thi s idea. 6 (75%) 

instructors were in favor of this idea; 2 (25%) were undecided. From the F-Prob the two 

groups had a slightly similar degree of agreement. But, the 95% CI, portrays that the students' 

agreement to thi s item runs from low to moderate, whereas the instructors' from moderate to 

hi gh. This would imply that students show a sense of poor perfonnance on exams. 
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Responding to item 10, 128 (85.3%) student s and 6 (75%) instructors responded against the 

failure to try to understand something difficult in students' learning of EFL. 25 student s and 

onl y I instructor were undec ided. 37 students and I instructor reported in fa vor of the it em. 

From the F-Prob and the 95% C I, it seems that students try hard to understand things difficult 

to them. Thi s support s the best effo rt they reported in item 5. III a parall el vein , 108 (71.3%) 

students and 6 (75%) instructors responded against item 1 I. 16 (10.7%) students and I 

instructor were undec ided ; 27 (28%) students and I (12.5%) instructor did not accept thi s idea. 

From the ANOV A test and the 95°(0 CI, it would appear that both groups asserted students' 

good concentration in the English c lasses. 

From the overall results, it can be argued that responses of both respondents indicate a 

sign i ficant motivational intens ity of the students in leaming EFL. Thi s implies that the 

students ' integrative and instrumental orientations to learn EFL are ti ed to thei r moti vational 

intensity. The students would seem to be motivated by the desire to succeed in their integrative 

and instrumental goa ls in their academic and future career life. They were motivated by the 

desire to improve their abili ty to communicate in English and thus perfol111allce at co llege 

and/or work. Thus, it would seem that these students' motivation to learn EFL has been found 

high due to their effo11 to ach ieve integrative alld instrumental orientations. 

An examination of the tab le indicates that these students' motivation to learn EFL is attested 

by the effort they expend ; desire to learn the language, and attitudes towards learning English. 

The students with EFL learni ng orientat ions are attentive, think how to leam best, are more 

interested to leam the language, are willi ng to participate actively in class, and expend much 

effort. However, though not much, slight number of students claimed their fear or 

emban'assment to volunteer answers and , to speak, and their poor perfonnance on exams. 

These students repo11ed their anxiety when speaking in Engli sh and doing exams. This, 
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however, has not affected their mOlivation to the language though they repOrled their Engli sh 

compe tence (ability) re lative ly weak to speak in class or do we ll on ex ams. 

The results imply that students' mot iva tional intensity, desire to learn the English language, 

and attitudes towards learning Engli sh were found to be usefu l constructs in describing 

students ' motivati on and the or ientations. Such results attest to the impOrlance of these facto rs 

in students' EFL learning. 

Table 4,1.9, S tudents' a nd Instructors' Res ponses to the Attitude (Interests) 

Of Students towa rd s Lea rning E nglish 

ITEM Rcs po Res }Qnses Mean SDv 95'1., Ai\'OVA T EST 
uden l s SA A [ I Il SO CI F-I"(l\io F-Prob 

1 Enjoyment of SL 92 41 9 4 4 4.447 .879 4.305, 
LC.1ming 61.31 27.3 6% 2.7 2.7 4.589 8.917- .003 
English Inst. 5 2 I 3.500 .756 2.868· 

62.5 25 12 .5 4.132 
2 Awareness or SL 45 50 38 9 8 3.767 1.108 3.588, 

the Objects of )0% )3.3% 25.3% 6% 5.3% 3.445 .456 .50 1 
Lca01ing Inst. 4 4 3.500 .535 3.053· 
English 50% 50% 3.447 

3 Failure to enjoy SL 5 6 47 92 1.567 .944 1.4 14· 
leaming 3.3% 4% 31.3% 61.3% 1.71 9 11.822· 00 1 
En glis h despite [nsi. . 2 3 2 1 2.750 1.035 1.885, 
knowing its 25% 37.5% 25% 12.5% 3.615 
importance 

4 Preference to SL 20 41 23 27 39 2.840 1.419 2.611, 
spend time 0" 13.3% 27.3% 15.]% 18% 26% 3.069 1.087 .299 
courses other Jns!. 2 2 1 3 3.375 1.303 2.286· 
than English 25% 25% 12.5 37.5% 2.464 

5 Considering the SL 10 5 6 36 93 1.687 1.142 1.502, 8.07r 0.005 
lea ming of 6.7 3.3% 4% 24% 62% 1.871 
Englis h " , lnsl. 1 2 1 3 1 2.875 1.352 1.741, 
waste oftil1lc 12.5% 25% 12.5% 37.5%. 12.5% 4.00 . ' ,,-

Key: SA ~ Strongly Agree A ~ Agree U ~ Undecided D ~ Disagree SD~Strongly Disagr @'-
S.Dv-Standard Dev iat ion * Significant at < 0.05 on the F-prob <t: IL 

S Ltth1IiHr 

Five items, two pos itive ly and three negat ively worded, \vere used to assess t 1 . ;l0.etfis ' 
~ 

interest o r affective reaction toward learn ing EFL The items in the table reveal students' 

d irect and intended or des ired behaviors involved in learn ing Engli sh. 

Item I e li cits students' di rect appraisa l of learning Engli sh. Responding to this item, 133 

(88.7%) students repOrled their enjoyment of leam ing Engli sh. So did 5 (62.5%) instructors. 
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The F-prob sugges ts the presence of some degree of inconsistency of responses to thi s item 

between the two gro ups. Looking at the 95% CI , students ' agreement to thi s item is strong; 

whereas instructors ' is moderate. 

Item 2 al so elicit s students' direc t apprai sal of learning Engli sh. To this item, 38 (2 5.3%) 

students and 4 (50%) instructors were undecided. The F-Prob ind icates consistcncy of 

responses to the item. The descriptive statistics part would di sp lay students' awareness of the 

objectives of learning English. The 95% CI would suggest the two groups' agreement to the 

item is more than average. 

From the responses to item 3, the F-prob would indicate the discrepancy of responses between 

the two groups. The students' responses to the item remained consistent to their responses to 

item I. That is they disagreed (N=47) and strongly disagreed (N=92) to the item. They 

responded that they enjoyed learning English. However, the instructors' responses to the item 

contrad icted to their responses to item I. This is because they reported some agreement of 

students' failure to enjoy learn ing Engli sh. (See the 95% CI). Thus, the students responses 

wou ld be taken for granted. 

Though 61 (40.7%) students prefetTed to spend more time on other courses than English, a 

greater number of students (N=GG) replied against thi s. Here, 23 (15 .3%) students neither 

agreed nor di sagreed with thi s item. 4 (50%) instructors seemed to accept this idea; 3 (37.5%) 

did not accept the idea. The 95% CI indicates that the two groups' agreement to the item is 

moderate implying students' preference to spend much time on courses other than English. 

Responding to the last item, the F-prob indicates that the two groups sli ghtly differed in their 

agreement. Seeing the 95% CI, the students' agreement to the item is low. This wo uld imply 
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that the students hard ly considered the learni ng of Engl ish as a waste of time. However, 

instructors s li ght ly considered thi s to be so. 

As can be seen from th e fi gures in the tabl e, the students reported their hi gh interest in 

leami ng Engli sh. Their responses to items 1,2,3 and 5 wou ld imply thei r strong motivat ion to 

learn Engli sh though thei r preference to devote much ti me to Engli sh is not as such significant. 

The strong integra tive and instrumental ori en tations to learn Eng li sh, di scussed earli er, would 

seem to be re lated to their strong interest to leam the language. Besides, their interest re fl ected 

in this table suggests their intrinsic motivati on. Most students experienced learning English as 

enj oyab le. The results suggest that the students' interest in learn ing English and the positi ve , 
alti tu de towards the English speakers a long with their o ri entations to leam the language 

cons tituted their motivation to leam it with good intensity. 

Tablc 4.1.10. Students' and Instl'Uctors' Responses to their Evaluation of the 
Motivational Roles of the College English Course 

ITEM Hcs po R('SIlOIISCS M ea n SD" 9S'Y" ANOV .-\ TEST 
ndcnls SA A II Il Sl) CI F-ratio F·Prob 

1 Appropriacy Sl. 51 58 21 9 11 3.860 1.170 3.671-
:I\\racll \'cness, 34% 38.7% 14% 6% 7.3% 4049 4.172 .043 
usefulness In5t. 3 2 3 - 3.000 .926 2.226-

375% 25% 37.5% 3.774 

2 The relevance of S1. 81 46 12 3 8 4.260 1.058 4.089-
\:l sks 10 enhance 54 30.7 8% 2% 5.3% 4.431 11.139 .001 
13nguagcs skills II1St. - I 6 1 - 3.00 .535 2.553- • 
and other 12.5% 75% 12.5% 3.447 
academic prac tices 

3 '111C enjoyable S1. 46 70 17 13 4 3.940 1.005 3.778-
nature o f the brain 30.7% 46.7% 11.3% 8.7% 2.7% 4. 102 .274 .601 
storming sessions Ins!. 1 5 1 1 - 3.750 .886 3.009-

12.5 62.5 12.5 12.5 4.491 
4 Difficult and long S1. 10 17 22 55 46 2.267 1.202 2.073-

nature of the texts 6.7% 11.3% 14 .7% 36.7 31.3 2.461 6.521* .0 12 
Insl. 1 3 2 2 3.375 1.06 1 2.488-

12.5 37.5 1 25% 25% 4.262 

5 Mismatch between S1. 9 16 42 49 34 2.447 1.132 2.264-
th e studen ts' and (6%0 (10.7% (28%) 32.7 22.7 2.629 12.593 .001 
the conten ts of the ) • 
p:lss:lges/\cx\S [nsl. - 7 1 - 3.875 .354 3.579-

87.5 12 .5 4.171 

6 Challenging and Sl. 6 9 22 56 57 2.007 1.065 1.835-
less attractive 4% 6% [4 .7% 37.3 38% 2. 179 12.543 .001 
nature of the [nsl. 1 3 2 2 3.375 1.06 1 2.488 • 
course 4.263 

Key: SA ~ Strongly Agree A ~ Agree U ~ Undecided D ~ Disagree SD~StTong l y Disagree 
S.Dv-Standard Dev iat ion * Significant at < 0.05 on the F-prob 

The above table shows the participants' atti tude towards the College Engli sh course. Six 

items, 3 positi vely worded and 3 negati vely worded, were presented to both groups to assess 

the mot ivational components o f the course. 
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Thc F-prob \Vould show that the t\Vo groups varied in their evaluation of the motivational ro le 

of thc co llege English course to all items except item 3. As the 95% CI revea ls, students ' 

agreement to the items is almost high (strong); while the instructors' seem low. However, both 

groups' agreement to item three is high. 

Similarly, the students ' agreement to items 4, 5 and 6 would seem low implying the hi gh 

motivational roles of these specific components of the course. However, the instructors' 

agreement to items 4,5, and 6 seems moderate, high, and moderate respectively. 

This result would suggest that students attached their high motivation to leal11 EFL to the 

several course-spec ific motivational ingredients. As can be seen from their responses to item 

3, the brain storming sess ions of the course contributed to thei r curiosity and desire to learn 

the language. The contents of the passages/texts were in line with their needs. The tasks of the 

course seem relevant to their language needs entai ling the four skills and instrumental 

(academic) goals. It seems that most students found the course to meet their orientations, 

needs, and values. However, the instructors' evaluation of the motivational role of the course 

was found low in most cases. From thei r responses, it would appear that the course-specific 

components are not adequately related to their students' goals and needs. Emphatically, they 

pinpointed that the contents of the passages are not re lated to the students' needs, goals and 

experiences. 
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Table 4. 1.11 . Students ' and Instructors' Responses to the Motivational Roles of English 

Instructors 

Hcs po Respo ll s{'S Mtan S Ih' 95':10, A ~\O\' A TEST 
ITE.\ ] ndcnts 5 4 J 2 I CI f-ralio F-l'rob 

I Suppol'! and Sl. 71 50 17 8 4 4 .173 1.008 4 .0 11· 
Encouragement of 47.3 33.3% 11 .)"/(1 5.3% 2.7% 4 .336 1.556 .214 

St uden ts' Learning Insl. 6 I I 4.625 .744 4.003-
Efforts 7S% 12.5% 12.5'1., 5.247 

2 Assignment or sl. 51 66 21 9 3 4.029 .952 3.867-
Appropriate Tasks 34% 44% 14 %" 6% 2°;', 4. 174 459 499 

[n sl. 2 6 4 .250 463 3.863-
25% 75% 4 .637 

3 Enough lillll: and Sl. 83 JJ 20 9 5 4 .200 1.093 4.024-
Efron devotion 55.3% 22% 13.3% 6% 5.3% 4.376 .016 .899 
Group Works \nsl. 3 4 112 .5% 4.250 .707 3.659-

37 .5% 50% 4.84 \ 
4 Goal setting, self- Sl. 72 48 10 15 5 4 ." 3 !.lI S 3.434-

eva luation. self 48% 32% 6.7% 10% 5.3% 4. 293 .081 .776 
reinforcemen t Inst. I 6 I 4.000 .535 3.553-
skills assistan t 12 .5% 75% 12.5% 4 .447 

5 Assis tance and Sl. 55 56 22 13 4 3.967 1.052 3.797-
En courage ment of 35.7% 37.3 17.7% 8.7 2.7% 4.136 2.020 . 157 
Students ability to ln st. 4 4 4.500 .535 4.053-
attain goals "a 50% 50% 4.947 
effons 

6 Performance Sl. 73 39 22 " 5 4. 147 1.052 3.977-
con trol and 48 .7% 26% 14.7% 7.3 3.3% 4 .316 .003 .954 
feedback provision Ins!. 2 5 I - 4 .125 .641 3.589-

25% 62.S% 12.S% 4.661 
7 Student Sl. 50 55 22 10 13 3.927 1.063 3.755- . 132 

Motivation via 33.3% 36.7% 14.7% 6.7 8.7 4.098 2.288 
various teach ing Ins \. 4 4 - 4.500 .543 4.053· 
techniques 50% SO% 4.497 

8 Due atten ti on to Sl. 39 45 )) 23 10 3.533 1.219 3.337-
individual 26% 30% 22% IS.3 6.7 1.:no .006 .940 
differences ln st. 2 2 2 2 - 3.500 1.195 2.501-

25% 2S% 2S% 2S% 4.499 
Key: 5-always 4-most of the tIme 3-somctlmes 2-rarely I-never 

The above table depicts the evaluation of instructor-specific motivational components. It 

assesses the degree to which the English instructors ' general approach to teaching supports 

students' motivation to leam English. 

Items 1, 2, 3, and 7 were about the basi c precondit ions the Engli sh instructors set to motivate 

thei r students. The F-prob to these items is > 0.05 suggest ing the consistency of responses to 

these items between the two groups. The frequency di stribution and especially the 95% Cl 

demonstrate the two groups replied pos itively to these items. From the figures , it can be seen 

that the instructors would seem to support and encourage their students' ieaming efforts. They 

tried to maintain a supportive leaming enviroIUllent in which students were not criti cized or 
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embarrassed. Moreo\'er, student s were given tasks of appropriate di fficu lty in which they were 

c lea r enough abou t what and how to do so that they cou ld achieve success with reasonable 

eff0l1 without worrying. Besides , the instructors devoted enough time and effort to enhance 

the ir students' motivation to learn co-operatively. This would imply students' invo lvement and 

relatio nsh ip in the classroom act ivi ti es by avo iding time pressures. Last ly, the instructors' 

employment of various teaching methods served as a moti vating factor. 

Items 4, 5, 6, and 8 were used to assess how the Engli sh instructors tried to motivate their 

, 
students by main taining success expectati ons. The F-prob to these items (>0.05) shows the 

two groups remained sim ilar in their responses to the items. However, their agreement to the 

first three items is high, but their degree of agreement to the last item is moderate. Th is 

vari ation can be seen from the 95% CI and the frequencies. 

The results would suggest that the students were mostly helped to set goals, to commit 

themselves to these goals, and , to appraise their levels of success, and then to reinforce to 

themselves for the success they achieved. Moreover, instructors would seem to help their 

students to recognize the link between effort and goal attainment through perfom1ance contro l, 

and feedback. However, the instructors' attempt towards thi s role via doing remedial work by 

paying due attention to the students' individual differences was not as signifi cant as the others. 

From the results in the above two tab les, it can be concluded that the leaming situation (the 

course book and the instructors) was found to contribute to students' motivat ion to learn EFL. 

Students' positive att itude towards the learning situation predicted students' motivation to 

learn the language. The learners' effort and behav iours were likely associated with their 

positive eva luation of the course. However, the English instructors seemed to have 

reservations about the motivational roles of the course book. Besides, the due emphas is they 
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give to indiv idual differences was likely to be ins ignifi cant from the responses of the 

instructors themselves because 4(50%) responded that they did thi s sometimes or rarely. 

4.2. Interview - Data 

4.2.1. Student-I nterview 

Gardner (1985) sees that motivated students have the desire to attain a goal, ex eli effort to 

achieve that goa l, and sati sfaction from it. On the basis of thi s notion, I adapted the two scales 

of the AMTB in the students' interView to measure these ideas. The two scales are: desire to 

learn English and motivational intensity of studen ts to learn English. Students ' responses are 

condensed and presented in frequency fornls to analyze the data eas il y in line with the free 

responses they made during the interview. 

Table 4.2 .1.1. Students' Intel'vicw Responses towards Their desire to learn English 

ITEM Students' Responses Frequency 
I Conlmunication Preference III a. As much English as Possible 6 

English Classes 

a. Half English and hal f Amharic 1 

2 Speaking Engli sh out of class a. Most of the time 6 

b. Occasionally 1 
3 Speaking English with native a. As much as possible 6 

Speakers in the neighborhood b. To some extent I 

4 Appraisa l of the Engl ish Course a. Most of all 6 
In Compari son to the other 
courses b. Like the other courses I 

5 Decision whether to take a. I would take 7 
English or not 

6 Watching/Listening to TV, a. Often 6 
Video I 

b. Occasionally 
7 Read ing Sholi stories, a. Often 4 

newspapers Novels, etc. 3 
b. Sometimes 
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An inspect ion of the above table indicates the students' desire to learn Engli sh that is a 

component of moti vation in Gardne r's Socio-Educati onal Mode l. The students' responses 

from the above tabl e would suggest that their interest to leam Engli sh is very high. Thei r 

responses confirmed what they said in the questionnaire. In their interview, almost all of the 

interviewees ad mitted that they wou ld prefer the medium o f communication to be Engli sh in 

their c lasses. They also repo rted that they like the Engli sh course more than the other courses, 

and would dec ide to take English even if it were not compUlsory. Moreover, their actual , , 

intended, or desired behav iors resulted from positive apprai sal of activiti es wou ld appear to be 

associated with their motivation to learn Engli sh. These activities include students' desire and 

eff0l1 to speak in Engli sh out of class , watch English TV, and li sten to English rad io. Besides, 

though it is not as significant as the others, four of the student interv iewees reported their high 

motivation to read short stori es, newspapers, novels, etc. in Engli sh to improve their English. 

However, three of thern responded they do these sometimes. 

The student-interviewees attached their desire to leam EFL to their goals (orientations). They 

suggested that they wan ted to improve their communicative capacity; to succeed in other 

courses; to improve their vocab ulary capacity by writing words of poems, songs, films , etc . In 

general , their responses suggest that they wanted to learn Engli sh for integrati ve and pragmatic 

reasons in their academic, and soc ial/private life. 

From the responses, it can be suggested students' orientations would influence thei r desire to 

learn the language. Sustained by their goals the students reported that they wanted to leam 

Engli sh for vari ous purposes. Th is wou ld lead to the idea that students' motivation to learn 

EFL is likely to be heightened by their various goal profiles. In this interview, the students 
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seemed to be hi ghl y motivated as they were inte rested , persistent , enthusiastic, and curious to 

iea111 EFL. 

Ta ble 4.2.1.2. Students' Interv iew Responses towards t hei r Motivatio nal Intens ity to 

lea rn Eng li s h 

ITEMS Students ' Responses Freque 
lIey 

I Thinking about Engli sh lessons in a. Very freq uentl y as far as possible 6 
the pas t 

b. Hardly ever I 

2 Effort to understand something 
, 

Asking the instructor 3 a. 
difficu lt in Engli sh classes. 

b. Asking the instructor + classmates I 

c. Asking the ins tructor + reference 2 

d . Asking the instl1lctor + ask friend s I 
+ reference 

3 Effort to do English home a. Work very carefully making sure 1 4 
works understand everything 

b. Put some effort , but not as much 2 
as I could 

c. Skim over and do them by guess I 

4 Desire to do extra ass ignments a. Very voluntary to do 4 

b. I will be voluntary to do 3 

5 Reaction to returned a. Correcting mistakes bymy self 5 
assignment b. Look over the mistakes but do not I 

bother about correcting mistakes 
if the mark is sat isfactory 

c, Correct mistakes via the instructor's I 
encouragement 

6 Effort to learn English if it were a. Would try to obtain English I 
not offered at co llege lessons from other areas or pick it 

up from the other courses 

b. Would learn it from language 4 
schools 

c. Would pick English in every day I 
situations 

d. Would do my best to learn it I 
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The above table tri es to summari ze the student-interviewees' actual , intended or des ired 

behaviors that di sp lay the effort they make or would make to leal11 Engli sh . As can be seen 

from the table, 6 of the interviewees actively thought about what they leal11 t in class. They did 

thi s by practicing (retelling) the lessons with their fri ends, referring to sources, and di scuss ing 

with friends. One responded she/he did this occasionally as s/he felt English is a course not to 

be thought over or studied. In general their effort outside class is li kely to be significant. 

They also reported a significant effort to understand things they fail to understand in the class 

by asking their instructors, classmates and consulting sources. They also expended efforts to 

do their Eng lish homework/assignments in most cases. The four students responded that they 

usually did their homework by disc ussing wi th their friends or consulting sources. Two 

respondents sa id that they happened to do ass ignments by pulling a minimal effort as they 

expected to get the answers from their instructors. One of these two students said that he did 

ass ignments with good effort if they would account marks. The other student admitted that he 

did these in class in a hurry simply by guess. 

In connection to these, they reported a significant desire to do extra ass ignments, as these 

wou ld benefit them to improve their Engli sh knowledge. Two students claimed that they 

wo uld do if they had ample time, however. Moreover, their effo11 to leal11 from their 

instructors' feedback was found to be important. 5 of them said that they corrected their 

mistakes ei ther by themselves or by asking their instructors . One responded hi s being careless 

for learn ing from hi s mistakes. He onl y wanted to see the marks awarded. The other repo11ed 

he con-ected mistakes on ly if the instructor told him to do so. 
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The last item elicited their intended motivational strength. All of them reported thei r vehement 

effort exert io n to leam the la nguage from language schoo ls, other courses, every day 

situations, or any poss ible source if Engli sh were not taught at co ll ege. 

To va lidate the students' responses to their desire and motivational intensity to learn EFL, 

some similar questi ons were forwarded to the 3 English instructors. The instructors repo rted 

that most of the students wanted to leaI11 Engli sh as Illuch as possible in their Engli sh classes 

under effective regulat ion and friendly atlllosphere. The saI11e responses were obtai ned 

regarding students' desire to speak' in Engli sh in pair/group work sessions. Bes ides, they 

suggested that their students also tried to understand things di fficult in their ELT classes by 

asking their instructors or classmates. Th is wo uld be so if they were encouraged. 

When com ing to assignments, the instructors reported different things. The fi rst instructor 

suggested that his students had problems with do ing ass igrun ents/homework. He presented 

reasons such as the scarcity of tex tbooks, the boring nature of the tasks in the tex t, the 

d iffic ulty of instructions in the text, and the open- ended nature of the questions. As a resu lt, 

some students do assignments by copying from fri ends or used books. The second instructor 

also held the same response. He suggested that they wo uld do homework if the exercises are 

attract ive. The third instructor rep0!1ed her students' gradual enjoyment of 

ass ignments/homework tlu'ough time. The reason she gave was her serious control and check 

up. 

With regard to the students ' willingness to do extra assignments, the fi rst instructor reported 

hi s students' willi ngness to do so if the tasks are related to speaking and gram mar, and less 

chall enging. The second instructor also forwarded a simi lar reaction. He said that hi s students 

were willi ng to do extra ass ignments if the activities are beyond the textbook. The third 
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instructo r al so reponed hcr student s' hi gh interest to do extra assignments/homework 

especiall y related to speaking (impromptu speech acti vities). 

The interview responses of these part icipants suggest the impli cations of various goa ls and 

moti vat ion of students for learning EFL. The sample students were reported to have various 

orientat ions the integration of which wo ul d enhance the use of effortful lea rnin g. This would 

a lso suggest the flexibilit y of students to perform as effectively as poss ible across a range o f 

learning situations. These students seemed to seek fo r means and oPPol1unities to lealll 

English. They tended to use language schools, different references, etc as educat ional 

opportunities to foster their English ab ility. They also sought supp0l1 guidance and feedback 

from thei r peers and instructors. Thus , students' orientations for learning EFL would seem to 

influence their motivation , motivational intensity and strategy use. 

4.2.2. Instructor-Interview 

The post-questiorU1aire interview with three English instructors tried to assess the degree to 

which the instructors ' general approach to instruction suppol1ed their students' motivation to 

lealll EFL. The analysis fall s under three head ings given below. 

4.2.2.1. Inst ructors' Essential Preconditions to their students' Motiva tion 

The three instructors reported to undertake the following essen ti a l preconditions to motivate 

their students in lealll ing EFL. 

4.2.2.1.1. Main ta ining Suppo r tive Enviro nment 

The first instructor reported th at he made clear why and how to do each task of the course to 

make his students concentrate on leallling the language without worrying about failure to do 
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the ta sks . Bes ides, hc taught hi s students how they would appl y what they are leam ing to their 

academi c and fu ture profession endeavours. He also replied hi s encouragement o f the students 

to ask any problem free ly. The second instructor repli ed that he usual ly greeted hi s students to 

have their ful l attention. The three inst ructors adm itted their revision o f th e previous lessons 

befo re introdu cing the upcoming lessons. The third instructor reported a different 

' mot ivational strategy overused. This instructor usually tried to remind a code of conduct held 

with the students. This was a kind of 'puni shment' to motivate students to speak in Engli sh. 

According to this punishment, any student who was found speaking in Amharic wo uld be , 

made to 'speak, joke, or dance in Engli sh ' . This instructor held the op inion that thi s strategy 

wo ul d motivate the students to speak in English. 

4.2.2.1.2. Maintaining Students' Success Expectations 

The three Engli sh instructors would seem to employ similar approaches to maintaining their 

students ' success expectations in leaming EFL. All of them responded that they usually to ld 

their students the objectives of learning the College Engl ish course and the importance of 

learning EFL in their academic, professional and personal life. These approaches suggest that 

the instmctors needed to encourage their students to learn EFL with good percepti ons and 

ex pectations. They tried to encourage students to be good language learners by trying hard no 

matter how long they could fail to cO I11municate in Eng li sh or pass exams. They accounted for 

learning Engli sh is made poss ible for the students via pract icing the language. Thus, students 

would succeed in learning the language if they invested effort to their leaming. 

4.2.2.1.3. Stimulating Students' Motivation 

The instructor-interviewees rep li ed the employment of various strategies to stimulate their 

students' motivation to leam EFL. The instructors stimulated their students' moti vati on to 
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lea rn Engli sh by encouragi ng them to va lue learning Engli sh as an important, self-actual izing 

act ivit y that would enrich their academic, profess ional, and soc ial life. They encouraged the 

students saying that English is an intern ational language. The students were also encouraged to 

ask questions, watch fi lms/movi es, do ex tra in teresting ass ignmen ts, practi se English outside 

the class, express their ideas in Engli sh in any way they cou ld , fee l comfortab le (free) in the 

class, perform the tasks, see the importance of Engli sh to their Ii fe, etc. by their Engli sh 

instructors. This was according to the instructors ' responses. 

4.3. Participants' Comments and Suggestions 

Finally, both respondents were asked in the questionnaires and interviews to add 

suggestions/comments regarding the students' reasons (goals), interest, effort in learni ng EFL 

and the roles of the leaming situation Their comments are incorporated as fol lows: 

4.3.1. Reasons For Learning EFL 

The respondents accounted for the ensuing reasons for leaming Engli sh as a fo rcign languagc: 

• To communicate with foreigners 

• To understand other courses (medium of instruction) 

• It's key to everything 

• It is an intemationallanguage (or widely spoken) 

• It is imp0I1ant in work places for improving interpersonal skills 

• To work in NGOS 

• To improve the four language ski ll s 

• To commun icate with world peop le 

• It increases understanding capacity 

• To talk with friends in Engli sh 

• To gain more knowledge 

• To understand Engli sh books, films, music, etc. 

• To read and understand manuals 
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• To commun icate with the other nations 

• T o know th e English language 

• To know about foreign world 

• To understand Engli sh art and literature 

• To do things that require Engli sh properly 

• To know world events 

• To know how to use the fruits of science and technology 

• To read and understand about civilization 

• To be a good writer, translator or literary critique 

• To know additional ,information about my future career 

• To gain a good academic rank 

• To pass written and oral exams fo r jobs (compete for jobs) 

• It is a profess ional language 

• To continue educati on 

• To know various cu ltures and intel11ational facts 

• To get special jobs 

• Knowing English is taken as great (be an intel11ationallanguage speaker) 

• To get pleasure 

• Liking to speak Engli sh 

• To communicate with the educated 

• To express ideas and feelings more freely (more expressive language) 

• To change the attitude of friends towards leal11ing/education 

• To deal with customers in business 

• To communicate with instructors and classmates in English 

• To get information from the internet 

• To cope with political, spec ial, and economic changes in the world 

• To li sten to lectures; read books, notebooks, etc; write tenn papers, reports, etc 

in academic li fe 
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4 .3 .2 . Interest and Effort to Learn t he Language 

Both responde nts suggested the high interest of students to learn the language. Thus , students' 

efforts o f the fo llowing were co llected. 

• Li stening to English media 

• Readi ng vario Lis materi als in English 

• Speak ing w ith fri ends outside the class 

• Writi ng many thi ngs in Engli sh 

• Going to language schools to learn additional Engli sh 

4.3.3 Evaluation of t-,e Learning Situation 

Students eva luated the motivational value of the course to be good in meeti ng the learners' 

general academi c prac ti ces of learning in most cases. The students commented that the course 

motivated them as it heavi ly foc uses on soc ial issues. Moreover, the fo llowing motivational 

roles o f the Engli sh instructors were commented on 

• Creating free atmosphere in the c lassroom 

• Motivating students to see the pivotal roles of leaming English in their 

academic, and future career 

• Motivating students to expend significant effort in learning EFL 

• Considering students preferences and getting them invo lved in varied 

acti vities 

• Using other tasks out of the text to motivate students (sometimes) 

• Moti vati ng students to relate what they learn to the real world 

From the comments o f both groups it can be seen that sample students seemed to have many 

orientat ions (reasons) in learn ing EFL. Some of the reasons refl ected an instrumental 

motivation whil e others suggested an integrative motivation. Some of the reasons refl ected an 

intrinsic moti vation wh ile others purported an ex trinsic moti vation to learn the language. The 

comments lend suppOl1 to the emergence of various olientations of learning Engli sh at thi s 

level. These in turn predicted students' motivations. Besides , the students' interest and effol1 

to learn the language was significant. The motivational rol e of the course was almost good by 

the students, but not sign ificant by the instmctors. 
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4.3.4. Problems and Misconceptions Identified 

However, the comments enta il ed problems that constrained the students' learning of English. 

The problem s could be identi fied in the following areas: 

4.3.4.1. General Learning Preferences 

Fossilized learning habi ts from the previous language learning system were a problem. Some 

students held the idea that language learning is something onl y to be stud ied accompanied by 

grammar and vocabulary no tes. They also wanted to be most ly 'taught ' these language items, 

as was the case in the preceding levels of education. So, they had little experiences of 

involving in the li stening, speaking, and writing skill s . When they were made to do these 

act ivities by themselves, they wou ld fee l that they were not being helped. This usually wo uld 

happen in the beginning of the course. Besides, they are mostly alien to the language 

practices. Such problems demotivated the students to learn EFL towards the start of the course 

though they graduall y faded away. 

4.3.4.2. Confidence in Using the Language 

Students seemed to be afraid of making mistakes in front of their peers and/or instructors so 

that they found hard to speak or volunteer answers confidently for fear they would be laughed 

at. Students in the beginning of the course exhibited such problems 

4.3.4.3. Total Learning Environment (Situation) 

The participants suggested that the course failed to cater for the students' orientations and 

motivation to leal11 the language for their future career and soc ial purpose as it heavi ly focuses 

on academic practi ces. It hardly meets the communicative needs of students. The tasks were 
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commented to be boring and mostly opcn-ended . It lacked varicty of tasks and contents to 

motivate the learners. The instructors serious ly claimed the course to be demodulating. 

Besides, the instructors in some cases were reported not to moni tor their students' works and 

provide feedback as periodically as poss ible. They, moreover, rarely paid due attention to 

individual differences . They also didn ' t supplement the lessons as much as possible due to the 

need for covering the course. 

4.4. Observation Data 

The observation sca le tried to so li cit the English instructors' attempts to motivate their 

students and the motivational intensity of the students. The analysis is made via frequencies of 

behavioral categories observed. 

Table 4.4.1. The Motivational behaviors of Instructors when Introducing Lessons, 

Activities or Assignments 

Events Observed 
Behavioral Categories Instructor One Instructor Two Instructor Three 

(CODES) 1 sl 2" 3" 1" 2"' 3'" 1" 2nd 3" 
dav day day dav day day day day day 

I Gushy build up I 1 1 I I I I I I 
2 Enioyment of activities 3 3 3 3 3 3 3 3 3 
3 Information ISkill 4 6 2 2 3 3 3 3 2 
4 Apolooies 6 4 4 4 4 4 5 4 4 
5 Warns of a test - - - - - - 4 6 6 
6 Threatens to punish - - - - - - 6 5 5 

In the table the codes (numbers) show the English instructors ' attempts to buildup interest or 

motivate students to work carefully on the lessons or activiti es. The three instructors di sp layed 

almost similar motivational behaviors with slight variations. The observed lessons were tasks 

9-11 of College Engli sh two. 
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The first code entered (I) shows that the three instructo rs began their lessons by revi sing the 

past lessons. The three instructors were seen to have begun their lessons with gushy build- ups 

to motivate their studen ts. During the observat ion ti me, the instructors were seen to rev ise the 

last lessons on th e use o f contex t c lues to wo rk out (guess) the meanings of wo rds; how to read 

to get ma in ideas in a tex t, and how to draw conclusions. They did thi s by referrin g to the 

ideas in Co ll ege Eng li sh One. The instructors also encouraged the students to enjoy guess ing 

th e meanings o f words from contex t clues as thi s technique is timesaving and helps to get the 

ri ght meani ngs of words. Moreovel;, they encouraged the students to see the value of referring 

to the readi ng text to provide supporti ve evidence for any answer students make to the reading 

comprehension questi ons. The instructors also introduced the skill s of guessing meanings of 

words from contex t clues and , locating ev idence for answering questi ons, and interpreting 

data. 

Besides, the three instructors were observed to apologize or express sympathy. Their 

ex pressions were similar in most cases. The three instructors were seen to express their 

sympathy saying, "please, you have to tell me the type of context clue'. T hi s was made when 

students onl y answered the meanings of words. Like wise, they said, "Please don' t forget to 

give yo ur evidence ." This was expressed when students only provided the true or fal se 

answers. However, the first instructor di splayed a different behavior. Thi s instructor 

apologized to receive a telephone-call. Thi s happened twice. 

One ins tructor was observed waming students about a mid-test. He did thi s to make his 

students pay due attention to the tasks. But, the expressions he made were very frightening; 

"The dooms day is approaching, so you will face these types of questi ons then." Two 

instructors were al so seen to threaten their students for punishment. The first instructor 

wam ed students not to forget the usual punishment when assigning group/pair work. The 
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punishment was joking, dancing, or te lling-story in English w hen some one was found to 

speak in Amharic in th e discussions. The olher instructors' threaten for puni shment was 

ambi guous; " If you don't do the home work , we will get into a quarrel l " He also used thi s 

ex press ion when the students were doing group works. The fu nny thing is that th e two 

instructors held the motivational val ue o f such techniques. 

Table 4.4.2 . Instructors ' Behaviors of Praise and C riticism 

£nstrllctor Instructor Instructor 
Behavioral Category 

, 
One Two Three Total 
RM3 RM6 R06 

1 st 2 nd 3'" 1" 2"" 3'" 1" 2"" 3'" 
day day day day day day day day day 

1 Specific praise 6 8 7 10 9 12 5 4 8 66 
2 General prai se 1 1 10 14 13 12 16 9 13 10 108 
3 Specific criticism 6 5 7 4 5 3 5 7 10 52 
4 General Cri ticism 5 8 6 5 7 9 6 10 8 64 

The table shows the instructors' feedback behavior towards their students' learning endeavors. 

There appeared to be little difference amongst the three instructors in tenTIS of praising or 

criticizing the students. The second instmctor ranked first fo llowed by the first and third 

instructors in praising students. The converse is true for ranking these instmctors with regard 

to critic izing their students. 

Most of the instructors ' specifi c praises were related to the students' right answers. Their 

specific praises inc luded two forms: repetition I ex planation + praise or praise + repetition I 

explanation of responses. The latter was seen to be more dominant. The general praises of 

instructors were most dominantly seen. These included simple affinnation (yes, ok, good, 

excellent, nice, etc) of the students' effort, right answers , good trial s, careful work, etc. 

The instructors were also seen to indicate weaknesses of students in specific ten11S. These 

were seen when students were unable to workout the meanings of words using contexts, and 

locate ev idences to suppOl1 their responses. The general critici sms were related to students' 
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lack of effo rt , fa ilure to give ri ght answers, wild guess , carelessness, inattentiveness, etc. The 

followin g are genera l critic ism ex press ions direct ly quoted: 

• Take care these types of answers'. 

• ' Your friends told me that yo u were inattenti ve in the group'. 

• ' You have written it , but not done it '. 

• ' You put your memory home'. 

• 'YO ll canle to see me '. 

• ' Most oryou don' t do home works, but write them ' . 

• ' When yo u read it, don' t do it in a bird's-eye view'. 

• ' I understand from your face that you aren' t with me ' . , 

• ' Your face looks li ke the residents of Baghdad ' . 

• ' You are bending down '. 

• ' What I observed today is you are tryi ng to answer questi ons before thinking' 

Tab le 4.4.3. S tudents ' Motivational Behaviors in the C lassl'oom. 

FREQUENCY OF BEBA VIO URS BY STUDENTS 
RM 3 (T- 54) RM 6 (T- 40) RO 6 (T-56) 

Behavior Type 1" 211(1 3'" day 1" 2"' 3'" 1" 2"' 3'" 
day day N~45 day day day day day day 
N=48 N=49 N~38 N=36 N~37 N~52 N~50 N~49 

1 Answer Questions 17 18 21 15 17 13 12 17 21 
2 Ask quest ions 4 7 5 5 4 6 6 8 3 
3 Make Comments 3 2 4 2 I 2 4 2 I 
4 Seeks Direc tion 4 3 5 3 5 4 4 6 3 
5 Informa ti on about being on 6 4 8 7 3 2 4 3 4 

the right track 
6 Advice from the Instl1lctor 2 2 4 3 I I 3 2 5 
7 Justification what was done 4 6 3 6 3 4 5 3 6 

and why 

The above tab le portrays how the students interacted with their Engli sh instructors during the 

observation days. The data suggest that the students mainl y interacted with their instructors by 

answering questions or trying to answer quest ions. Th is result is relatively in line with the 

fi nding about the instructors' praise devoted to the students' responses. The data for items 2-7 

suggest that the students were more likely to fai l to interact in each item. However, the total 

interaction behav ior of students wou ld suggest a signifi cant motivation o f students to learn the 

language. 
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The results of the classroom obseryati on suggest that the Engli sh instructors motivat ional ro les 

lVere good . The ir att empts to mot ivate students by rev ising the prev ious lessons, info rm ing the 

skillli nfo nnation, and emphasizing the importance o f the lesson or acti vity lVere good . 

However, most striking was the tendency to emphasize that the task! acti vity was impol1ant 

because it would prepare students to succeed in the mid-test. Besides, what one instructor 

communicated to students regardi ng pun ishment would seem to haml their moti va tion. The 

apology one instructor expressed to receive telephone-calls was di sturbing. When the 

instructor went out of the class, the students were di sturbing. , 

The instructors were likely to do a fair job of motivating students by praising In thi s findi ng, 

the frequ ent nature o f praise accorded to students was interesting. It was seen to esca late the 

students ' interest to answer questions. However, the genera l nature of praise would suggest the 

instructors' likely fa ilure to provide the students with 0ppol1unity of conecting their mistakes. 

Thi s confirms the findings during the questionnaire i. e. instructors' failure to see ind ividual 

di fferences. 

Feedback in the form of criti cism has been observed as a behavior characterizing the 

instructors' treatment towards some students in fa ilure situations. A very striking thing here is 

that critici sm and threaten ing for puni shment were perceived to have moti vational va lues by 

instructors . 

The students ' moti vational intensity was found to be significant. They tried to interact with 

thei r instructors to their leve l best. Their invo lvement in the gro up works was seen to be 

imp0l1ant in most cases . 
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4.5 Discussion of Results 

Orientations of students improve their motivation and strategy use. These goals combine to 

innuence students' mot ivati on to learn the language. 

These students had integrative and instrumental goals in general. Their instrumental 

orientations for learning Engli sh were impol1ant in getting ajob, succeeding in other courses, 

graduating from co llege, passing exams, etc . These imply students' inst rumental moti vations. 

Students' integ rati ve orientations represented their integrative motivation to learn the 

language. However, as there are scanty English speakers around, an integrative orientation in 

thi s context is linked to students ' positive attitude toward the learn ing process, positive 

attitude towards the nati ve speakers, and a realizat ion of usefulness of knowing the language. 

Integrative moti vation might be surfaced as a single factor in these issues. However, their 

efforts for acquiring fluency in the classroom and outside would seem to correlate with their 

integrati ve mot ivati on. 

In learning the language students' specific orientations included academic, professional and 

personal goals. As their academic goals they wanted to pass exams, better understand other 

courses, progress towards higher qualifications etc. As their professiona l goals, they tended to 

prepare for future work. As their personal goals, they wanted to improve their Engli sh for 

vanous purposes. 

Students' orientations for learning the language combined to influence their motivation and 

strategy use. The result of the study, suggest the implication of various goal profiles for these 

students in learning the language . These goals would imply the relationship between students' 

moti vation and their effort s. The integration of these orientations wou ld seem to enhance the 
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use of effort fo r learning. This wo uld also incrcasc the fl cx ibility of students to perform as 

effectively as poss ible across a range of learning situat ions. These students seemed likely to 

seck for means and opportunities for learni ng the language towards their goa ls. They seemed 

to use language schools, for example, as educationa l opportuniti es to enhance their language. 

They tried to use different materia ls (resources) to leam more. They sought support, gu idance 

and feedback from their peers and instructors . 

The sample students had shown sustained behavioral invo lvement in leaming English. They 

tended to: do tasks at the boarde{ of their competencies; initi ate acti on when given the 

opportunity; exert effort and concentration; attend classes regularly; try hard and persist; learn 

more English; fee l better about themselves; conti nue their education; etc. 

This study has as its cornerstone the notion that orientat ions are the principal detenninants for 

students' motivation for leam ing English. Their motivation seemed to fl ourish as most 

students were sustained by their goals. Moreover, oU1er factors were invo lved. 

The pro fi le of students' beliefs and attitudes were fo und to be the other antecedents of 

moti vation in the study. They served as the prox imal predictors of student moti vation. The 

students' desire was fo und to be high. The learners wanted to lean the language, as they were 

aware o f its importance. Sustai ned by their goals, most students tended to show high interest 

and behaviora l invo lvement in the learning process . They posited their high desire to learn 

more Engli sh at co llege now and even in the future. 

The ex tent to which the majo ri ty of the students in thi s context were motivated to learn the 

language was refl ected in their perce ived ability. Except the speaking ski ll , most of the 

students wo uld seem to hold high perception of their competence in using the language. Th is 

perception wou ld tend to motivate them to leam the language by reading, writing, listening, 

90 



and spcaking more. Stanovick's (1986); Mathew Effec t; ' the ri ch gets richer' could help to 

explain thi s e ffect ofllloti vation. 

Besides, in thi s study most students seemed to hold pos itive att itude towards nati ve English 

speakers. Th is was also found to be a sign ificant proximal predictor of their in tegrative 

motivation. In thi s context native English speakers are scanty. However, students' in tegrative 

motivation was housed in thi s affective variable. 

The learning situation was another factor attributing to these students' orientations and 

motivation. In thi s context a wide array of the Engl ish instructors ' behavior were effective in 

most cases promoting the motivation of students. Thei r instructional practices and inter­

personal relati onships tended to SUppOl1 students' motivat ion . In the study, the instructors were 

reported to communicate students' expectations; adj ust varied teaching strategies; provide 

connections between English learning and the academic orientations of students; lead students 

to make use of their ab ilities and efforts; etc. Such behavior of instmctors would seem to relate 

to their students' motivational intensity and interest in learning the language. However, their 

attempt to pay due attention to individual differences, provide periodic feedback, threaten 

students for punishment, and their being unaware of the relevance of the course tasks or 

contents to their students were reported to be minimal. 

The College Eng li sh Course was another factor eva luated by the two groups who held 

different views. The students' eval uat ion of the course was positive. The students reported that 

they were intrinsically motivated in the course because it provides them with enjoyable 

stimulation or sat isfaction as it enhances the language skill s and other academic practices. 

Most students also commented that the course gives them the opportunity to discuss social 

issues and academic matters to foster their communicative capacity during group or paIr 
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activities. However, they cO lllmentcd on thc inco'lJorati on of language contents that can 

add ress their specific academic future career and social goal s. The insll'uctors, however, 

seemed uncomfortable with the course. They simply clai med the course to be demoti vating 

and beyond the capac ity o f their student s. They also added the di vergent (open ended) nature 

of the tasks to hamper the Illotivation of their students. However, 6(87.5%) the instructors 

were undec ided whether the tasks of the course were re levant to enhance their students ' 

language skills and other academi c practices. Thi s would lend sUppOJ1 to the inadequate heed 

(attenti on) instructors give to the learner-centered natu re of the course. Th is could imply the , 

instructor- fronted course preference o f the instructors . 

I would tend to share the students' vi ews. Though the course cannot be full y rewarding to all 

students, there are many elements of the course that moti vate them to: 

• Respond more acti vely than merel y li stening and reading 

• Pursue hi gh-level obj ectives and respond to divergent tasks that call for 

creati ve or chall enging application of the tasks. 

• Get feedback to their responses and improve with practices by interacting 

with their peers. 

Moreover, some instructors commented the course 'dead ' and the contents boring or aversive. 

However, motivation resides in students rather than in contents and acti vities. This is verified 

by 127 (91.1 %) students who rep lied that the course fosters their language skill s and academic 

practi ces. Students in thi s study were more likely motivated to attain their goals in their 

academic line. The students' pos iti ve responses would seem to give empirical grounding to a 

recent development in EFL methodology whereby group dynamic tasks are incorporated into 

the course to foster various aspects of group deve lopment and enhance group cohes ion with 

the purpose o f creating an EFL environment more conducive to learning. 

92 



Therefore, the instructors and the student s diverged in thcir evaluation of the moti vational 

values of the course. But the course, the instructors and the students are interdependent aspects 

of the EFL learning reality significantly affecti ng students ' learning. The students ' positive 

evaluation of the course would suggest their motivation to learn the language. 

As some students and all instructors pointed out, I wou ld like to argue that the EAP College 

English Course emphasizes general academic practices. This focus has hardly catered for a 

holistic approach to meet the various goals of students. In most cases, the entire course is 

tended to base on teaching the ski (Is for the comprehension of academic texts. So it tends to 

lack variety to some length to better motivate the students and the instructors. 

To wind up, the study has been nested within Gardner's (1985) Social Educational Model and 

Feather's (I982) Expectancy X Value theory of Motivation. On the bases of these models the 

study has as its cornerstone the notion that the principal source of motivation is tied to 

students' orientations. Thus, the students in this study are found to have genera l and specific 

orientations which are reflected in their: awareness of the importance oflearning English; their 

perceived ab ilities and competence; their motivational intensity; desire to learn the language; 

positive attitude towards English native speakers and the learning situation. The pedagogical 

implication of these results is that knowing students' orientations and other affective variables 

is cruc ial for Engli sh instructors and course des igners to understand the motivation of students 

at tertiary setting 
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

The present st udy permitted an in vestigation of Orientations and Moti vation in the Learning of 

English Amo ng Admas College Students. Ofpal1icul ar interest were: 

a) The emergence of students' orientati ons and motivations in learning , 

EFL to the context 

b) The motivational intensi ty of the students 

c) The ro les and nature of affective factors involved 

The study tri ed to see the relationship among the various orientat ion items. The relationship 

between orientations and motivations was seen. The study also tried to demonstrates the ro les 

of affective pred ispos itions and learning situation in learn ing EFL. 

The participants were 150 freslunan regular diploma students and 10 English instructors. 

Special care was taken to select a mixture of students in terms of both department and campus. 

The participating students were drawn from three campuses of the Co ll ege and six 

depa rt ments: Accounting, Genera l Management, Marketing Management, ImpoI1-Export, 

Secretari al Science, and Computer Science. All the students were enroll ed for the College 

Engli sh Course. The rationa l behind involving the instructors as pal1icipants in the study was 

to see student s in the eyes of instructors. 
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In order to fulfill the stated objecti ves of th is st ud y ques tionnaires, interviews, and classroom 

obse rvation scal es were used. A questionnaire addressed to the student s and a questionnaire 

addressed to the instructors included almost the same items: Orientations, Motivat ions, affec ts, 

and mot ivationa l intensity. The measures were assessed through a 5-point Liken sca le. The 

sca les used in both questionnaires were adapted from scales used by Gardner (1985) , Chan 

(200 I) , and M ulugeta (1997) . Open-ended items were also included. The student questionnaire 

was translated into Amharic to guarantee adequate comprehension of the items and more 

spontaneous responses. 

The questionnaire survey was fol lowed up by interviews with both groups and c lassroom 

observation . The post-questionnaire semi-structu red interview with students assessed the 

desi re to learn EFL and the effort expended by students. They were designed in Amhari c. The 

items were adapted fro m Gardner's ( 1985) AMTB scales. The unstructured interview with the 

Engli sh instructors was employed to assess students' desire and motivational intensity to learn 

Engli sh plus the self-reports of instructors in motivating their students. The classroom 

observation scale was used to see the motivational behav iors of instructors and students in the 

classroom. Some items were taken from the interview meant for students. Most of the items, 

however, were adapted from Good and Brophy' s (1996) observation forms. 

The student-questi onnaire was compl eted under my supervis ion in students' class. Students 

were not allowed to communicate amongst themselves during the completion of the 

questionnaire. The questiormaires meant for instructors were distributed with an arrangement 

to return them. All the students completed the questionnaires. Two instructors didn ' t return the 

questionnaires. Thus, the response rate is 98.5%. The interviews and classroom observations 

were conducted by making arrangements. 
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The data g leaned via th e above tools was analyzed using both quantitative and qualitative 

me th ods. The questionnaire-data was anal yzed using descrip tive stati stics and the ANOVA 

test to see th e cons istency and confo rmit y of responses w ith in and between the group s. The 

inten ' iew and cl assroom observati on data were analyzed using frequenc ies and qualitative 

description of the responses or events. In li ght of the analyses made, the fo llowing summary, 

conclusions, and recommendations were made. 

5.1. Summary of the Findings 

5.1.1. Orientations 

Parti cipants were presented with 12 reasons, six instrumental and six in tegrative, for learning 

Engl ish. The mean o f the instrumental reasons ranged from 1.940 to 4.780. Except the respect 

reason item, the remaini ng fi ve emerged important. T he mean of the integrati ve reasons 

ranged from 2.973 (travel) to 4.807 (friendship) . 

Thus, friendship, career/co ll ege, integrative, understanding, and knowledge emerged as the 

most important orientat ions of learning English among Admas College fres hman regul ar 

diploma students . Items compri sing each ori entation were reasonably interna lly related in most 

cases . For instance, the 5 items (except respect reason) of the instrumental o ri ent ati on were 

related. The same is tru e for the fi ve items of the integrati ve ori entations. Moreover, the 

relations between the two sets of items (instrumental orientation item and integrati ve 

orientation items) were signi fican!. Thi s would imply that there is an overlap between them. 

Such results suggest that integrati ve and instrumental orientations were refl ected in the 

students' reasons fo r learni ng EFL. Both emerged important. But, the surpri sing find ing is that 

students' integrative orientations emerged slightly more impo l1ant than the instrumental 
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or ienlati ons. The parti cipants ' responses to the open ended items of the ques tion naires yie lded 

more infoll11ation. The post questi onnaire interview responses, moreover, would lend support 

to thi s findin g. The preponderance of the integrative orientations over the instrumental 

o ri entati ons in thi s study would seem consistent wi th Cook 's (200 1) conclusion i.e. in every 

part of the world , students learn Engli sh mainly for integrati ve reasons. 

Another unexpected res ult is the absence o f learn ing Engli sh for respect reasons. The students' 

didn ' t accept the ir learning of Engli sh for the sake of being respected though in many areas 

knowing English is taken as grea( Besides, learning Engli sh for travel purposes wasn' t vital 

for students though man y people are in need of go ing abroad. The travel and respect 

orientati ons didn ' t emerge important in thi s setting. 

5.1.2. Motivations 

The students' motivations to learn EFL can be determined by their goals or needs, desire to 

learn the language, motivational intensity, attitudes towards learn ing the language, attitudes 

towards the language members, and attitudes to wards the learning situation. 

Students ' reasons of learning Engli sh to be at ease with Engli sh speakers; meet and converse 

with more varied people in English; parti cipate in issues requ iring English; know various 

cultures and people refl ected their integrative or intrinsic moti vations. The students ' 

instrumental reasons reflected their ex trinsic or instl1Jmentai moti vations to learn Engli sh. The 

participants' hi gh perceptions of the need of Engli sh for the students ' academic, profess ional, 

and soc ial facets of life would buttress thi s. The participants' comments in the quest io lUlaires 

and interviews tended to verify the prevalence of these motivation types. 
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The ll1otivational intensit y of the students in leal11ing Engli sh was reported high. The 

parti cipants reportcd that students expended significant cffort to learn the language inside and 

outsid e the c lassroom. Thus, accord ing to expectancy x value theo ry of moti vati on, students 

would seem highl y motivated to leal11 the language as they tended to be aware of its 

ill1portance for various pU'lJoses. Their effol1s inside and outside the classroom would suggest 

their integrative/ instrumental or intrinsic motivations. Their future intensions to learn the 

language wo uld attest their soaring moti vati on. 

, 
The students ' attitude towards Engli sh speakers was found high in the questionna ire 

(M=3.769). [n a parallel vell1, their attitude towards learn ing Eng[ish was high, too. The 

students' positive attitude towards the English speakers and learning the language accounted 

for the ir intrinsic motivation to learn the language. 

The pat1icipants' evaluation of learning situations was also found to contribute to the students ' 

1l10t ivation of leal11ing the language. The students reported that the college English course 

contributed to their curiosity and desire to learn EFL. However, the Engl ish 'instructors' 

evaluation of the course was not positive. The students also had some reservations regarding 

the motivational roles of the text The instructors suggested that the majority of the course 

specific components of the syllabus fail to adequately add ress the students' needs and goals. 

However, these participants claimed the high motivation of the students. Moreover, the 

Engli sh instructors' roles of maintaining and sustaining their students' motivation to learn the 

language was likely to be very important. 

The pal1icipants diverged in the eva luation of the students' Engli sh language ability to the four 

skills. The students were li kely to feel competent in reading, writing and li stening. This would 

suggest their self-confidence, which is one component of their motivation in learning the 
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language. However, the instructors appeared to admit the ir students ' signifi cant self­

confidence in the listening sk ill. This result sign ifi es the students ' motivations to use the 

language for various purposes dwelling on the language ski ll s 

However, though the students' motivation to leam the language was rep0l1cd high, both 

participants posited some problems constraining the students' learning of English. These 

problems inc luded past leaming experience; lack of confidence to express themselves in 

English; the failure of the course to meet the needs of students to improve their English ability 

for future career and social /private'life purposes; the instructors' li ttle attempt to monitor their 

students ' works as promptly as possible, pay due attention to individual differences; and the 

instructors ' trials to make their students focus on lessons and tasks by employing extrinsic 

motivational strategies such as threatening for test or punishment. 

5.2 Conclusions 

In light of the entire data analysis and the summary, the following conclusions can be made. 

Though the college English syllabus mainly capitalized on the instrumental goals of learning 

English, the integrative goals emerged more important for learning Engli sh as a foreign 

language in this context . Partic ipants' responses from the open ended parts of the 

questionnaires and interviews yielded more information about the students· reasons of 

learning the language for both integrative and instrumental purposes. Moreover items 

comprising each orientation were related. Students' pragmatic reasons for leaming Engli sh 

tended to require improving their education and knowledge. Like wise, integrat ive reasons for 

learning the language suggested an interest of knowing the target group and their cu lture, art, 

and literature. Thus, there appeared an overlap between measures of each orientation. 
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The vari Ous orien tat ions o f studen ts fo r leaming English in this context predicted the ir 

moti vat ion to learn the language . In thi s study. students' integrati ve ori entati ons wo ul d exp lain 

their integrati ve or intrinsic motivations whil e their instrumental ori entations would predic t the 

instru menta l I ex trinsic moti va ti on they tended to have in leami ng the language. Thus, the 

find ings of thi s stud y pos ited EF L lea rning orientati ons as precursors (predi ctors) of students· 

moti vation to learn the language in thi s contex t. Thi s leads to the conclusion that knowing 

students' orientations in learnin g EFL plays a key role to understand their moti vati on, thi s is 

because moti vation is determined by orientations. 

The study tried to demonstrate that students' desire to learn English, moti vational intensity, 

attitude towards learning English, atti tude towards the Engli sh speakers, play signifi cant ro les 

in learn ing EFL. In this study, these constructs ( factors) are blended with the students' 

o ri entations and moti vations to leam EFL. The vari ous ori entati ons of these students coupled 

with interest in the Engli sh language and positive att itude towards the Engli sh speakers 

constituted their high moti vations to leam the language. As a result, as these students were 

goal-oriented in learning the language, their motivational intensity and desire to learn the 

language were reported high . 

Though the student s lacked good commun icative ability, they perceived themsel ves as hav ing 

some degree o f control over the fou r sk ill s of Engli sh. lt would appear from thi s result that 

they were likely to be intri nsically moti vated to engage in learning the language, which in turn 

cou ld have an impact on achieving their goa ls. 

However, the course book and the instructors were fo und to affect the students' moti vati onal 

behaviors to some length in learning EFL in this context. The difficult tasks and contents of 

the reading tex ts along with the absence of variety in these components of the course seemed 
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to scale do\\'n the students ' moti vati on to Ica rn thc language. The failu re of thc instructors to 

suppl ement the lessons, and the ex trinsic moti vational strategies they employed were also 

li ke ly to affect these students' moti vati on. Lastl y, the students' att itude towards be ing taught 

the language and th ei r diffidence to speak were problems identified towards the start of the 

course 

In the observat ion sessions, the instructors were seen to giving feedback to the students about 

the correctness of their responses. They, in most cases, responded in ways that made difficult 

for some students to know whether'responses were correct. They also rarely tri ed to encourage 

their students to ask questions, to evaluate responses of classmates and eva luate th ei r own 

thinkin g. Besides, they were observed asking factual questions devoted to the text exerci ses. 

The student s were rarely encouraged to give comments, ask for direction , and soon. 

5.3. Recommendations 

The findings are likely to sensiti ze curriculum deve lopers, English instructors, and institutions 

to new aven ues of motivating students through understanding their orientations thereby 

improvi ng their engagement in learning EFL to attain their goals. In the study, both integrati ve 

and instrumental ori entations have come out important. Thus, in light of the findin gs and the 

summary, the fo llowing recommendations can be suggested. 

It has been found out that student s have a range of press ing orientations in leal11ing EFL. 

However, the present College Engli sh Curriculum has been mainly structured around the four 

language ski ll s and general academ ic pract ices. Th is would seem to deprive students of the 

va luable experiences they could deri ve from the course. Thus, an emphasis on career and 

soc ial Engli sh language needs may be crucial. Because, students enter private co lleges with 

various experi ences and language proficiencies, an English cun·iculum that blends content-
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based instruct ion and d isc rete ski ll s instruction may be the Engli sh clllTicula language 

configurati on th at could best meet the complex needs (goa ls) of student s such as these in 

learning EFL. Therefore, although it sometimes may be diffi cult to implement change, 

restru cturing the college EAP Engli sh curri culum to prepare students for the Engl ish language 

demands of mainstream courses and the Engli sh language demands of career and soc ial life is 

worth the effort by course developers, Engli sh instructors, and college faculties. I.n the long 

run students, faculties , instructors and institu tes may benefit from the long over due change to 

the Engli sh cunicular focus. 

It can also be suggested that it is advisab le for Engli sh course designers to work hand - in-hand 

with Engli sh instructors and institutions to agree up on a time line and procedure for piloting, 

implementing, and evaluating the programme. These endeavours should be carried out as 

frequ ently as possible to reassess and determine which aspects of the current syllabus fit into 

the students' needs/goals and accommodate change. Build ing upon the reassessment 

experiences, it is recommendable to implement change or modification across the syll abus 

keeping the students' complex needs/goals in mind . 

It should al so be noted that the institutes should ponder over how English language 

programmes structure support courses in direct response to their students 'goa ls of learning 

EFL. It g ives institutes the flexibility to design a set of support courses that meet the goals of 

spec i fic student population so that students could get the 0ppol1unity to emoll in se lect 

modules that best fit their particular goals/needs of learning English. This can be attained by 

encouraging English instructors design supplemental modules and structure support classes. 

For instance, instructors can be encouraged to prepare intensive Engli sh programmes (rEPS) 

in which they can craft comprehensive English courses that can meet the students' English 

language demands for instrumental and integrative purposes . 
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Fu rthcrmorc, it was found that the sample students reported their speaki ng abilities and 

pcrformance on exams not to be as such. I would like to propose the urgency of Engli sh 

instructors intervening into these inadequacies. Instructors are advised to promote their 

students' speaking ability by supplementing their lessons to motivate students to speak with 

out fear. Instructors can design pair 1V0rkigrolip di scuss ion activ ities to help students develop 

prob lem-solving strategies for dealing with their academ ic, future career, and social li fe issues. 

Bes ides, a series of experiential cross-cultural and human relation training activities can be 

developed to improve students' speaking ability and intercultural sensitivities. Sporadical ly, , 

proficient Engli sh speakers can be invited or video classes can be arranged. 

In such ways, students can be encouraged to use Engli sh to leam something new about topics 

of interes t and improve their speaking abil ity. Besides, English instructors are recommended 

to help thei r students see the link between what occurs in the College English course and what 

they will encounter in their academic, future career, and social lives. Thus, the instructors need 

to explain the relevance of self-reli ance and engagement in leaming EFL and the importance 

of dai ly exposure to English outside of class for language improvement the combined effect of 

which will help students be successful on exams and in their academic, career and social lives. 

This study tried to demonstrate some implicati ons for ELT practices. It highlights the need of 

intervening into the nortllal patterns of student-teacher (instructor) interaction in ELT classes. , 
The instructors in this study tended to magnif·y their students ' initial level of engagement 

(motivation) with out paying due attention to individual differences. Besides, they tended to 

use punishment and test to motivate their students. For students whose initial moti vation is 

low, such experiences of teachers (instructors) may result in the further deterioration of 

students' motivation to learn EFL or engagement in the ELT classes. Hence, changing the 

instructors' behaviors from those that undermine to those that promote the engagement 
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APPENDIX A 

ADDIS ABABA UNIVERSITY 

INSTITUTE OF LANGUAGE STUDlES 

SCHOOL OF GRADUATE STUDIES 

A QUESTIONNAIR TO BE FILLED BY STUDENTS 

Dear Students: 

This questionnaire is des igned to gather relevant data [or a postgraduate study on Orientations , 
and Motivation in the leal1l ing of Engli sh as a fore ign Language Among Admas College 

student. The findings of the stud y are hoped to contribute to the motivation of learning English 

for various purposes. The truth fu lness of your responses wi ll make the requ isite contribution 

to validi ty of the stud y. You are, therefore, kindly requested to provide accurate information 

and to be honest in your responses. 

J wo uld like to let you know that any infOlmation you provide in thi s questionnaire will be 

kept strict ly confidentia ll y. It will be used onl y for th is study. 

Thanks you for sparing your valuab le time and effort to fi ll in the questiofUlairt:. 

Banti Meselu 

MA TEFL Student 

1. BACKGROUND INFORMATION 

I. Department ___________ Sex: MD FD Age: __ 

2. Program: ___________ Degree 0 DiplomaD 

Celiifi cateD RegularD ExtensionD 

3. Working Situation (ifany): EmployedD UnemployedD 

4. If employed write yo ur job: ____________ _ 

5. Any fo reign language (out of English) yo u learned and why you leamed 
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Instruction 1: Please, give your true responses to the following questions 

l. Do you have goals (reasons) in learning English as a foreign la nguage? 

a. Yes b. No 

2. If your answer to q ues tion 1 is yes, what a re Y OU!- goals? 

Instruction 2: Why do you' think is learning important to you? Please , 

indicate your responses according to the scales given. 

5; Strongly agree 4; Agree 3; Undecided 2; Disagree 1; Strongly disagree 

Learning English can be important to me because Respon se 

s 

1 I will need it for my future career a nd further education. 5 4 3 2 1 

2 It will m a ke me a more knowledgeable person. 5 4 3 2 1 

3 It will someday be u seful in getting a good job. 5 4 3 2 1 

4 Other people will respect me if I have knowledge of 5 4 3 2 1 

En glish . 

5 It helps me succeed in other courses. 5 4 3 2 1 

6 It h elps me pass exams; graduate from college . 5 4 3 2 1 

7 It a llows m e to be m ore a t ease with Englis h speakers. 5 4 3 2 1 

8 I t a llows me to met and converse with more varied peo ple. 5 4 3 2 1 

9 I t en a bles me to better understand and appreciate English 5 4 3 2 1 

a rt and literature. 

10 I t e nables me to participate in actives requiring Engli s h. 5 4 3 2 1 

11 I t h elps m e travel abroad (emigra te). 5 4 3 2 1 

12 It helps me know various cultures and peoples . 5 4 3 2 1 
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Instruction 3: Please, indicate your responses to the fo llowing items 

accord ing to the scales below. 

5 ;Very important 4 ; Important 3 ; Don 't know 2 =Not importan t 1 ;Not very importan; 

I need learning English Responses 

for Academically Professionally Socially 

1 Reading 5 4 3 2 1 5 4 3 2 I 5 4 3 2 1 

2 Li s tening 5 4 3 2 1 5 4 3 2 1 5 4 3 2 1 

3 S peaking 5 4 3 2 1 5 4 3 2 1 5 4 3 2 1 

4 Writing 5 4 3 2 1 5 4 3 2 1 5 4 3 2 1 

Instruction 4 : How would you rate your English ability of the four skills 

u s in g th e following scales. 

5 = very good 4 = good 3 = Fair 2= Poor 1 = very poor 

Skill 
Responses 

(your abilities) 

1 Reading 5 4 3 2 1 

2 Listening 5 4 3 2 1 

3 Speaking 5 4 3 2 1 

4 Writing 5 4 3 2 1 

• Please, I would appreciate any thm you would like to add regardmg the 

reasons, importance, and needs of lea rning English for you. 

Instruction 5: Read the followin g sentences and encircle your responses 

according to the scales given below. 

5; strongly agree 4; Agree 3 = Undecided 2 = Disagree 1; strongly disagree 

1 I I 



Items Responses 
1 My attendance in English classes is good 5 4 3 2 1 
2 I often think a bout how I can learn English best 5 4 3 2 1 
3 I real ly want to learn more English in college than I did 5 4 3 2 1 

before 
4 If the fees for the English courses were in creased , I wou ld 5 4 3 2 1 

still enroll , becau se learning English is important 
5 After I gr,aduate, I will tal<e other English courses 5 4 3 2 1 
6 I can h onestly say that I put m y best effort into trying to 5 4 3 2 I 

learn English 
7 In my Englis h classes, I feel happy to work with my group 5 4 3 2 1 

m embers actively , 
8 It embarrasses m e to volunteer answers 111 my English 5 4 3 2 1 

classes, 
9 I am afraid that my in structor and m y classmates will laugh 5 4 3 2 1 

at me when I speak, , 
10 I thank I can learn English well , but I don't perform well on 5 4 3 2 1 

exams 
I 1 I often give up trying wh en fai l to understand som ething 5 4 3 2 1 
12 I often have difficulty concentrating in my English classes. 5 4 3 2 1 
13 I enjoy learning English very much 5 4 3 2 1 
14 I am aware of the objects of learning English at college 5 4 3 2 1 
15 English should be an important part of the college 5 4 3 2 1 

curriculum 
16 I don't enioy learning English though I know its importance 5 4 3 2 1 
17 I would rath er spend my time on subjects other than English 5 4 3 2 1 
18 Learning English is a waste of time so I take the course for 5 4 3 2 1 

graduation 
19 I enjoy m eeting and listening to English speakers 5 4 3 2 1 
20 Most of my favorite actors, musicians, writers, etc. are either 5 4 3 2 1 

Americans or British (English speakers) 
21 I have a favorable a ttitude towards the native English 5 4 3 2 1 

speakers 
22 The college English course is appropriate, attractive, and 5 4 3 2 1 

useful to motivate m e to learn English 
23 The tasks in the course help me develop my language skills 5 4 3 2 1 

and other academic practices 
24 I enioy the brainstorming session of the course. 5 4 3 2 1 
25 The texts/passages are difficult and long to motivate me 5 4 3 2 1 
26 The contents of the texts/passages do not meet my interest 5 4 3 2 1 
27 The course is challenging and less interesting for me 5 4 3 2 1 
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Instruction 6: How regularly does your English instructor do th e following to 

motivate you in your English classes? Rate accordin g to th e scales below. 

5 = Always 4 = Most of the time 3 = Sometimes 2 = Rarely 1 = Never 

1 
2 

3 
4 

5 

6 

7 

8 

M y Englis h Ins tructor Responses 
Supports a nd encourages our learning efforts 5 4 3 2 1 
Assigns takes with meaningful learning objects and 5 4 3 2 1 
levels of difficul ty 
Devotes' enouj!h time a nd attention to aroup works 5 4 3 2 1 
Helps u s develop our skills for goal setting, self 5 4 3 2 1 
evaluation and self-reinforcement 
Help us see that we have ability and can reach goals if 5 4 3 2 1 
we put forth reasonable effor ts 
Focuses on mastery It;! monitoring performance and 5 4 3 2 1 
giving feedback 
Uses various teaching techniques to motivate us and 5 4 3 2 1 
do well in our English lessons 
Pays due attention to our individual differences . 5 4 3 2 1 

• Please, fe ll free to add your comments and suggestions regarding your 

motivation (interes t) to learning English, and the motivational roles of 

your college English course, and your English instructor, 
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APPENDIX B 
AMHARIC VERSION OF STUDENT-QUESTIONNAIRE 
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?Ofl;J'l\,!· OJn/ 1't'l0J-?0:: 

It rn :I' 1\ .e au L Po : 

I. P,,?, C"" (fD /} ----- ---------- ------- 2_ l-J?"?' fl ------------------------

Cl'H; rIOM­

h.9°. {,,,'I;<j:/,\ ,I-au. 

3. TC"'7(. -9" ------------------- ,"t.'?<'. 0 -"t.Tt'I"lT'1 0 nC-I-<j:lv)- O 
au.\'.nr,' 0 I'a~;:t-D 

4. I'P'(. . In.;:t- (f lt'l ) qM.u(,· 0 P'('. I't'I'~?O 0 
5. q t'I P' (,. h if' ) )lI n P' (,-v (Ii 9" / g.: 'I OJ -? ----------------------------------------------
6. h7,/'?1'\. 117 OJ'''!:'' t'I,l\ t'I.1\ I'OJ '(,J~_ ;:' j;: -j-?"LV/'\/'li/,\? }It'I MO/?-----------------------
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1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 

L ~,,},'ln,l'~'1 rd,O?Cit M"'7f1J"Y' Murti? 
V, l,fIJ n, rn'\9u 

2, n1' .1"1: l,'}.('; t7Dt\{lUl'li " l,fIJ" hrn 9u
' } Qllo'7f1J:Y' (9nnIY'.~+) M,urti 

/J'n'''':i,T'lA:JI';' ') "",,,/(: 1"' ) m,,''''J,;J'!1' ':''' '} g,()'I"Jr.. i 'tir..? f", r.. llI O :'ii ') 

n'''7)l'i'A ' :'' " "tl/U' !1":". """'(.:" i,)I·IH lfn.: : 

h ,}"lll. 'lin OD "'I C ,l'. ffi 'I' "'I 'i' A 9" 11 '} ,/'-I: 9" h"'l t- '"" '} 
MH',iV" Pt,(,u -"9"UC-" Aao"'ffiA Y"&'A7".'A: : 5 4 3 
I'OAm " '}.P,oJ-</' Y.I'.C7'i'A :: 5 4 3 
(JJg,&" -/' 1'<;- Pt, N"J'?'I'I' .em" 'uo>;' A: : 5 4 3 
i. T'lil. 11 >;' fl"? (JJ'I: U' fD:)' Yh·n<;-".'A:: 5 4 3 
t'\,Au:), -r?"uCY.·)''} / ilC"')''}/ i.·}~Ul Y"lI I".'A:: 5 4 3 
\,."tlY~ t" " Cj fD')',} A "'I A tt: Cj .f' "l l l >;' A :: ht·t'\,)l: A ao ao t. ;"9" Y'?IICjt\:: 5 4 3 
h" '} '? II. 1" >;' ." Cj ;:>&fD ';' ;:>C fl<I>"IA' i. '} '\': '? WI Y"') ' A~'t\:: 5 4 3 
h ,t-tlY~ ()fD .j ' ;:>C i. ') .<.':7 Cj", (i, ') ~ £Dm~:·) ~.'} ,I'." ?WI .f'''lMt\ 5 4 3 
\,~,,}'?A,'II~"} h.'I-1'n·n ~, Cj P 'I -'!. rh,'1: A go t..p, '/' Cj A "'1.1'.' 'I ;" .f''' ~" A",' t\ :: 5 4 3 
~, -},? A:n",' '} n"'l,/.,t\ 7' /'."0\, .. ), "I.e " -} .1'.' II -/' 'I: ,('1l'l 'A",' t\:: 5 4 3 
£D.I'. (D'4]' U'IC Auo,h..I'.' Y"111 ~' t\ :: 5 4 3 
(' .,- tlYP- qUA" '-l"}~' U 11 (l :'f '} " Vl(JJ' ;" .P'?IKt\ :: 5 4 3 

\ 
\ 

2 1 
2 1 
2 1 
2 1 
2 1 
2 1 
2 I 
2 1 
2 1 
2 1 
2 1 
2 1 .. , .. 

, -uouot~' c),,,) ' : ),)'7<'1:11';") fro'''le n"'1"UC" ': n(lJg,/..'" \' P I. · u,e, (j) " 'U 1,1 N , _ 

n"/tI u.e.OJ:,'uf'1i M"') ,e.m;"9nUt\ /i~t\? uutl,\ :hnl'ii') ""['1'1" n'/'Ill11 ";' ou tIId' 9''''1'' uu,,'l.:" 1,)I'fI·n/n,:: 
:>: 1I''1~U m:POTI 4 : mj'Oll. 3: ~, l\m·(,'Y ~ l: 1II .9>1.1'l. 1\ ~.\:"'fljr J: 11"19" 11I ~"~'1 ".e .~"?U 

h T'l H.. 1i'i' '} 00"'/ C n "'/ t-"'" ..,. 
r"'l.Y fl t.. t\7'\ n1'9"UC'''' u,emt np't- u ,em'/; WU\ u,em-/; 

1 n"'nn·n 5 4 3 2 1 5 4 3 2 J 5 4 3 2 I 
2 n "'7 ,", 0'0 l' 5 4 3 2 1 5 4 3 2 1 5 4 3 2 , 
3 At7DC;7 C 5 4 3 2 1 5 4 3 2 1 5 4 3 2 1 
4 nt7D'l lj: 5 4 3 2 1 5 4 3 2 1 5 4 J 2 1 

4: 1'';' 3: ,r,uCj 

n'}"}H..11"',} '.In'./: n'l.t\ n "'1 t-"'" -:;, ')' i'r' ;r~ 
J I f'"'nn·n 5 4 J 2 1 
2 I ra'] ,",t7D1' 5 4 3 2 1 
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". .' -. \.-:-<; 
" '"'''!" 
,". 

• ilT'lt\.l1~' nuo"']c ftl 'V/m'} 9"tn.(' ·y. :): (<}'I"'l ,9>:):) : m"""I,;J'<J M6..'I 'J:d· n','uotlh 'j' j't\lJ'}/7i, ', ·(,f,),"U. Ul'\,n ·n·'1-7 &\ l' &\ :~/ "l.'. &\~? 

-----==-=----- -- ------------------

UO tID!- j' ~,? .. tI ,} ·: V~J.h · i't'l .. )·') ",w:)'· /,')·II ·lI/n. i,'" v"tll'lu ') t li ') '/"!' t'! " n '1'1"1 m .. i, aot'llU'9':r- 1(7"0" 11 '19':)'·1 V Of);.·) ' i ,h.n·n/n, " 
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Nth, n "'l t-I?' "f-
1 Vi, T? 1'1: 11 ",- ) ,<j: A 7_11: ; n(r<~ (}-'/, ;)- hll;J"I-I')AIJ-: : 5 4 3 2 I 
2 1, ·i'?A.l/",-·; il'-i,~.'I · 0'1'<'1 1'1 I).'/.;J- (7u(Tl/C i, 'i .e. 9u .) . t.\ IJ'A_ Ml'1AI)-:: 5 4 3 2 I 
3 110/.,,/: OOArn I, T'lA.l/~:·) 0/11'1,:<>: .e.L:({ (TD"?C nrq9u 1,/'.t\;JAU-: : 5 4 3 2 1 
4 I, 'i'? 1'1_ T/",- CTno'I C rn'I""1. I1Aln ('hT'lA:II~- II CI1 ))<j:y n.(.f.l,9"C?" 5 4 J 2 1 

i, '-i~'-i 1,"'It.-AU-:: 
5 11'1 -{Tn t. 'I' /1 ':~ OJ.''?'' A_A,,--r (,/,·l'?tl.1K IIC(I·,-·I I,"'I ('- AU·: : 5 4 3 2 I 
6 1,'i''lA: II ",- n'1'~- (} -'/, ;J- A{fDlT'IC ("Ift'l'~ 'I't. ". U'A ' (, .l'.C ;J AU':: 5 4 3 2 I 
7 9"),<j:t\ (1) .11 ' I' 1l0·.l'.··) (,'1 1'1":': ,:JC t7D11('-'1' onl9" .l'. 11 .eA""t\ :: 5 4 3 2 I 
Ii 9" ))<j: t\ (1)·11 'I' {fDt\11 t7DlfOAIl ,f'tj <j:t. ",- t\ : : 5 4 3 2 1 
9 9"))<;::t\ (1),11 'I' I, 'Y? A:,K 11<;7C (flJ?U U t . c; 'I.l'."," 'I; .e11'1;·n",-t\ 'M, 5 4 3 2 I 

I ,b.('-AU-: : 
10 9"19" 1,1'J:) I, T'l 1'1:,,",- 0'1'<- 1)-'/,;)- h"'It-AU- ·Or., '111 ·M " ; &.-'-'1 5 4 3 2 I 

'1'<- (,t\(1(.-9":: 
1 I 0,1'1')1'1 ' yt\' I't.AY; 'nc At7Dt.A·!- -Oil, 'I't.·1- (Al'. C''l?'' : : 5 4 3 2 I 
12 9" I, T'lA.l/".' " .?UUC"- h<j:A 1JI..f'·'- ,MO.1 0 '011(1 At7D"'lC ·i-'?C 5 4 3 2 I 

(,A'O=>;: : 
13 1, 'I'? II.1/".- ') {fl'°'lC onw" l,oIAAU': : 5 4 J 2 1 
14 91.111th:e.: .~L:(f i,1'? I'\. TI",- (,{TnlT'IC ql')"'lJl'YI rn1'/" I: h(l)' :1'AU':: 5 4 3 2 1 
15 ('i. 'I'? A.l/",· '! '9"I)C'I- (,/11'1,;<>:' pC'H "-9"UC '/- (,') .l'.' £pr; (,'1t\ noV7

'} 5 4 3 2 I 
(,1'10'/-: : 

16 911 "}?ll i,1'.l:) rn:1''''D'/'') '1(1),<1' ; 1,1"11'\. 11 >;- {TD"'IC (,t\CD.l'.-9" 5 4 3 2 I 
17 11/,1'?A. 1/~· ,et\<I' MhA":,· ,' -9" U C·"·"f· (,OArn ?II, {fOil rn 'I- 1,t7Dcnlt'\U·: : 5 4 3 2 I 
18 1,1"11'1.11".' {fDo'lC 7,11, "'I'l l]'} '/CD' I1Ml.u 1'9"0? t. co· Aon{TOt.'I' '0;1' 11(11':: 5 4 3 2 1 
19 {, 'I'?II.7/",· '/S .:1 6 " ?'T ;"·<; 0.<;7<- "?11 "'J-/- 1,(Il,V,AU': : 5 4 3 2 I 
20 (,·0 Ig' Jl' :': (}?l) (0.0,;' -OJ- ( (''''1.l'.1:1' rOJ') 1"r')J"I ; (TO' lt ,,,<1" .)- O,h/',9J ·f 5 4 3 2 I 

aJ 11'1- (,"'1,6'1't? OJ.e'}?" I, '}'? 1'\.1J't? <;rOJ':: 
21 Ah,}'?tUg' ~I:l~: ' /-<; ;J 6 Jl' :)'- (native speakers )'1'<- (,11,/-f' (' :/- 5 4 3 2 I 

(,t'I'~: : 
22 ftl t'h ;<>:. (' 1,1 "1 I'\. 11 >;' +?"UC:,· (Course) 1-11\. ; tjl\. ("'l (.-h.) h<; rn:1''''l. 5 4 3 2 1 

Ilt'llf'l I, 'I "1 I'\. T/ >;' '} At7Dt7DC y '/tjtj>;'t\ :: 
23 (,I'Co ' ( :/-?"UC1:) ' I- "1 '1 t -:,. ( tasks ) ('1:H ))'Lo")'-1<; /'1.1'\ 0 :)'- 5 4 3 2 1 

~-9"UC ;J"t? 1'A(,- :)~'} 1,1.IlA·OC Y'? ll·>;'t\: : 
24 ('/lCo·'} a'l ·I :J·~t .e (brainstorming) '1- "1 '1 t- :,- (tasks) hOJ.'l'f''1't'IU· :: 5 4 3 2 I 
25 (,IICo· ?"'I(l{l ·)· Il'l,l'.-<; t..-s!.:?U MU' ~· I, '} "1 I'\. 11 >;- '} 0 t7D "'l C n ,ell O·'W" :: 5 4 3 2 I 
26 ('9"1'1(1'[: .e IH'··,- /lh'b <j: I') 1""- ;JC (,.e'l,A.?":: 5 4 3 2 I 
27 11Co' A ~, 'I, 1l'1 .l'."<; (''''I,el1'l1 I/ m -:: 5 4 3 2 1 

uouot, {H,':llr: {, T?r\.ll<;"} or\' -:.. V·'I, ;t­ {,I.e.'+"'IC/& ; OO?UVCul'ii (' °'1.11' / '0 .. )- '} 

'nC'·')'· \lu I f'ut\ f.e.C;JA/;J-.e.C;Jt'll? '/''\'0" n ' /-om' + ont'll1.J'fD:r 

({flJrflJ li7 fD~"') 00 t'l 1'.:(, Ol>t\{}U'}/,ril \In I'. ,\,/q~.c; Ml'Il·nln.:: 

5: [h:-' 1 II, 4: (dl"",'(Il·'1 111, 

(,'h 1'?tl. 11>;' oo9"Ut. n "'l t-""'-;} 
I (' tID"'"] C 'I't.;J") ' '}'} ,e.l'. '?4- t\ (J'I1t.;J· ;J-t\) (;J·Ot.;J' ;J-A')') : : 5 4 3 2 I 
2 ("/'''?)',}1 ('rnl1'I'<; '1' 11\. 1' '?'1t-YI .eorn<;t\ ("rom<;o"f'):: 5 4 3 2 I 
3 AO·.l'.·'1 ~,<; 'lVi.l'.- PlrJl':)" O<L: 1.1~<; '/-h ,t.,/- .eonlt\ (-/-on1l'\1-) 5 4 3 2 1 
4 {, '} "1 tl. 71:;' 'I (' un,,?C (' I') 0', ~,VV;' t.'} {,<; I,CI1 OCtj ')'1 5 4 3 2 I 

{,'}J':11lT'11?"C; 'h'I.l'.·'IOt.;J-;J- ,f''?II<;tI (;J-'?II<;A1~):: 

5 '/-10. 'I't. ,f, '1.l'.t. '?') i, '} "1 I'\. 1K ('oolT'JC :;' 00;J- h1Ao'}<; 5 4 3 2 I 
(' (.. 1'1 "1 ~ (lVI ql') "'l {TO .'l: t.11 I, 'I.l'.?n'n-t\ 'h 1 .l'."<;.e (h 1.l'."<; 11'0) 
,f"711<; t\ (;J .nll l<; o :l~): : 

6 ('?" ,}l1t- 'f OJ· '} PlrJl':;~ .e¥ffJrnt-t\ (+.f,nlrnt-01'·) ; 5 4 3 2 I 
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7 

8 

t'l/~ (. , 9' Fr, ',9" 9"'17i (feedback) ,et'l''l ('\ ( 'h'lfll(\ T) : : 
\' ' , ' 1'\.1' r. 1""I!H ' °1 C 11.~,,9':r-', nonm"'?" J'nL ;}, ;J'C; (.\ 5 4 J 2 J v'nL;J ' ;J'(\ T):: 
i,.e'}.f.j ', .p, :" O} ~i i, ',.e,\' ')'(\";J'-j-', wr<, [i, 'I.;!' ,e 11 ;J" I' (\ C; (.\ 5 4 3 2 I (I'11;J " I' (\ C;' (\ 'l): : 
i,q~Il)rt1 : rl,,},7t't,r/<;' c).·I~I,· rao"'iC <j":t'\7" ' /'Uf'{i il C; 'PL'/'Ur n 1,'i;l,lI'?U [' }It'\.:<':' uf'ri 

['I,'i'7t'\,1I';' :f'9"UC:f' (IICI1) i,e; n,'i'7t'\.117 O1J?Uucu/,1i i,'}"ltL 1171 i, ·},e.':f,o']cl t 
[''''l'l j' j " )' (motivate) '''is 7'.<',1"')" t'\,e, J't'\u 'if'ri1 "'(.I;),"'it (h <'I ,(j 
'7 t'\ 'P /.\ ";1 "Po' /.\ ,,;: : ---------------------------------------------------------------------------------------
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APPENDIX C 

Addis Ababa University 

School of Graduate Studies 

Department of Foreign Languages and Literature 

An Interview for Students 

Good Morning/Afternoon! My na me is ________ . I came from the 
department Foreign Language and Literature of Addis Ababa University to 
study the Orientations and, Motivation in the Learning of English Among 
Admas College students. This study rela tes to you one way or the other, so 
your opInions are worthwhile to the study. Therefore, you are kindly 
requested to tell m e the true responses for the questions I ask you. 

I would like to let you know that any information will be kept confidenti a l. I 
would like to thank you very much for sparing your valuable time and effort 
in this interview. 

Age _ __ Dept. _________ Campus 

1. During English classes, what kind of communication would you like to 
h ave? 

a. a combination of English and Amharic spoken 
b. as much English as possible 

c . only English spoken 

d. any other ________________ _ 
2 . If you h ave the opportunity to speak English outside of class, will you 

speak it? 

a . I never speak it. 

b. I speak it most of the time u sing Amhairc only if really necessary . 
c . Speak it occasiona lly using any other language when ever 

possible . 

d. Any other _ ___________ _ _____ _ 
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3 . If th e re were English speaking families 1n your neighborhood, would 
you s peak Engl ish with them? 

a. never b. som etimes c . as much a s poss ible 
d. a ny other _______ _______ _ ______ _ 

4 . To what extent do you like Engli s h compared to the other courses? 
a . th e most b. the same as all c. least of a ll 
d. a nyoth er ______________________ _ 

5 . If it were up to whether or not to take English as a course, what would 
you decide? 

a . I would definitely not take it , 
b. I would drop it 

c. I can't decide 

d. Any other ____________________ _ 
6. To what extent do you ac tively think about wha t you have learnt 1n 

your Engli sh classes? 

a . very frequently b . ha rdly ever c . once in a while 
d. anyother _________________________________________ __ 

7. When you have a problem understanding something 1n your English 

8. 

classes, what do you do? 

a. 

b. 

c. 

d. 

a. 

b. 

c. 

d. 

immediately ask my instructor for help 

on ly seek help just before the exam. 

Just forget about it. 
Any other ____________________ __ 

When it com es to Engl ish home works, how do you do them? 
put som e effort into it, but not as much as I cou ld. 
work very ca refully making sure I unders tand everything. 
Just skim over it or copy down some one else 's a nswers. 
Anyother _________________________________ ___ 

9. I f your English instructor wants some one to do a n extra assignment, 
what will be your response? 

a. definitely not volunteer 
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b. definitely volun teer 
c. I will only do it if he / she ask me directly 
d. Any other ___________________ _ 

10. After you get your English assignments bac k , what do you do with them? 

a . rewrite them, correcting my mistakes 
b. just forget them 
c. look them over but do not bother correcting mistakes 
d. anyother ____________________ ___ 

11. How often do you watch/ listen to English TV, radio programmes, etc? , 
a. never b. occasionally c. often 
d. any other ______________________ _ 

12. How often do you read English short stories, novels, newspapers, etc? a. never b. occasionally c. as often as possible 
d. anyother ______________________ _ 

13. If English were not taught (offered) in college, what would you do about it? 

a. Would pick up in every day situation 
b. Would not bother learning it at a ll. 
c. Would try to obtain English lessons somewhere else. 
d. Any other ___________________ ___ 

14. Considering how and why you learn/study English, what can you honestly say about it? ___________________ _ 

Thank you very much indeed once again! 
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APPED IX 
AMHARIC VERSION OF STUDENTS'-INTERVIEW 

n&.f1 noll ~UiCflt 
~Ul 'l"l:J> r'l"UCr n.r 

f' or "L" '.I: 1'.1: Pl T C; P''' -K" dt If; h If; A 

i d .1'.9"·} ~, .I'.C 'nITI/ 'I' t\ 'n (ri): : fl "'I. -------------------------------------- ,{'. 11 II t\: : 

fav nllJ'1- h~,fl. fl ~,nrl r.'diclI1: fm·"!.'· *,*P-'";"'~ P->'I -!"rh·'/: ')'9"UC:/ ' 'n<J:t\ '/(fl':: fav nllJ"}' 9" f'~I.I'.·O'lfl I't'\,:e:· ·/·"'l('.p-':r i,T11'1.11>;" t'\an"'lC YII 'fm·' o,lIml~ ' /"/'fl~'('1 (,/:111°+) fl°'l'T'~1 ' '1m· :: 'T'~ ./: ~, 'H''}/'!:, f"'l,ant'\h'}' Mif'l n ·/'/l: '}''n'nt'\>;' M '/'YfFf t'\1'~'/ : mj''''Z. P-' ';· ~ ;fm' :: flt'llt.u Mnm ,e,;/'u/'ri 'T' Y'/l +n'nt'\>;' aJ-'} ant\fl i" .I'.··h')m:~/ (,],l ."; n :"u :"~ i,m,{'),'vt'\vftit'\v· :: 
"'l ' }?"m'9" f9":I·c'lm,)I(']'1.:~ anlJi 9"flm.6·'P. if') J',mOj>t\:: Ml.U j ' fl anmf;" 7J1,u/7i'}~ 1·t\n,}·u'} Mllh,}'nt\ :';/,riN~ 01TJ9" hanc'l''1~ M· :: 

0.1'.' "'l, ----------- ,.". T C 'l' no '} 1- -------------------- fan lTJ'ri 0 l' /,ri 0 .), fJ9" T fl-------------

I. m, T'I 1'\.11 >;' +9"UC:/' 'n'/:t'\ '1.tbY+ 9", 0, J', ~1' -j ' ''Illn1' (communication) '}'ancn]l'\uf'{j? 

v . "I"']'{j i, ,"11'1.1/>;' ''1'''l'ri ~,"'lC?" 
fl. n'/';J' fl anm'l ·nll· i,'}"Ifl:n<;' 
,h. i, T'Ifl.1 / ~' '07-

an. fl,1I ---------------------------------------------------------------------------------------2. h'n<J:t\ m·6J:" i,'}'7I'L 1/>;', fan~IC 6.1'.·t\ nY,:.>'T'9"u/,ri m,,}"It'l.11?" +~IM\U/,ri? IJ. ~,t\~IC9" fl. ~,'Ol\<;'m·' '1.1t, "'~16·flV· (U'fl6.t\"1 "I') ~,aTJC<;' (fl ,1I *'}~t:) i, m ' /' aTJ M· 
,h. ~,t\G: ~,t\(,:: '1m · f9"~llm' 

an. fl,1I ---------------------------------------------------------------------------------------3, i,,}"1I'\,l/<;' '/' ~,:.>('. 1I.n,·I~ ',r fl(;,~u/7i hi, 'II')' ,:.>C i,'}"I t'l.11<;' '}' ~I('·flu/,ri? 
V, ht\~11.9" It ~,,}fl'H',, i,~16·fllJ' rh , n'/';J' fl anm'} h~I('·flV ' 
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<rD. 1\.11 -------_________________________ ______________________ ---------------------------------

4. M.I\··:f +9"UCI':·i· (I I C(>··)"-) _:JC A.'I'ItJC (,'''It'1.11~' IICI),} 9"'} ,f'Ut.\ 

·)-(D.I'. 'I'l\ut li? 

U. IW·I\·9" (1I1 ,e rh o I1U·I\·9" (1;:H·· 

lTl'. 1\.11 ---------------------------------------------------------------------------------------

5. ('{, ''?t'l.'t,7·} /lCIl I'lTo (1)·A .I'.· (l'lTo<ryC) m,e ,?" 1'0'0 -"01' '1'1 'd· (1.Il'l'u/'li 9", 

+0111 '11\ urli? 
u. ~,t.\mll.l'.·oJ-?" 1\. i\7.II,m· .1'.'(" T ~\.e:C7'1'I\U· 

<rD. 1\.11 -------------------------------------------------------------------------------------__ 

6. h{,/"II\.117 +9"UC-)' h<J:1\ 7.II.Y·)· (1:l11 1li\ -""'IC'lrm' 7''<W'l 9"'} YUt.\ , 
,1' Illl 1\ U I (1 . Y 1\ 'li? 

u. ().t.\ 7.11. 1\. 9",?" ~,IIIl'f1?" 

<rD. 1\.11 --------------------------------------------------------______________________________ _ 

7. ni,I'?I\.l17 :"?"UC+ 7.11. J't.\7f\u/'li '/7C A,';'C 9", ? ' .I'.C ;J l\u/'li? 

() . lTo?"ut~ {, '},"..,P'?IH mfl.,Pm·'I· (,m,e "''I'I\()' 

1\. h/..-'S (1(.,:' .. (1;!' {,C,".?· (,m,e:/'I\()· rho (d' m'l'I\()' (?"'}?" ~,t.\mN?") 

<rD. 1\.11 -----------------------------------------------------------------------_______________ _ 

8. \'(1.+ p"'·fD·')~ (u'lm· (,'$.>".'/, '1m· I'?" ,h'l(,-rm·lt-y;fm·? 

(). 1111·9" <'\t.\.1'.119" -). ,'li me'. :,. ~I.I'.·C'/, 

1\. V·I\·, '/7C f,l'i'7'/l1l1h'~ (1'l',:/"1? {,(l(,-1\ V· 

rho f".1'.'/7<' M",·I\()· m,e 'i9° M.II 11m· <rDt.\{l1·, f,'MI\V' 

thll ---------------------------------------------------------------------------------------

9. I'f,''?t'I.1W <rD9"V<' " '(,tl,'''lt- 1'(1.+ p",. 1''''/.11(,-1\')' 6.:/'.1'.<;' "'<ryt- (1,/,.t.\'? 

9"II'!lu/7i 9", ,elf'll,\? 

V. (1<j::fH" /'.:/'7 ~,t.\If·}9" 1\. (1{f19" 1..:1'.1'.<;' {,If'1I\U' 

rho (1"''l'?' hml""'~/:r:'; 11/ '1m· ('9"1'1",·(1)' 

lTD. 1\.11 ______________________________________________________________________________________ _ 

10. [JD9"V<' 1'(1.-j' p('·fDT, ~,cq\J h<rDi\Ot.\v/'li (1,)/1 9U
, ;h'.CYf'l't.\ul 

;f' .I'.CUr 'P I\'li? 

V. (lVi·f.;';'} f,Ylli'l-Jht.\h· '" .1'.7'1 f,7.'/..r'l'I\U· 

1\. 9",?U IIC .(1\'?" MJ'roJ-?u 

rho ~,I''Pnv· "1, IlU,,"Ff'} n"'lIl " ' I-JM ~,t.\(.[;\,'I:P?U 

<rD. n,1I ------------------------------________________________________________________________ _ 
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rho ·flt! · 1.11, 
on , 11,1\ ______________________________________________________ ---------------------------------

12. (' ~,'}·?I\.ll<;' /.\(111 )1. ~,..'} : ;J11. t119J T'} : OJIH' 9"'j .f'U/.\ ;:I" /flIIUl'ri ? 

II . (I '}.In g: 7.11. rh. .f] t! . 7.11, 

£TO. 11,1\ ---------------------------------------------------------------------------------------

13. ~,T?I\.l/<;' nlllI ,)?:' .I?L:q q,(', c'l 'P 9"'} ;:I'.I?C,?lIuh . .f' II7i ? 

!J. /101I:/'-Ot'I;:I"p. !J. '/,;:1" fP:r· W?II, ~,"'!L'PII!J' (7,M" .I?'I'II!J·) 

II, lIon"'!C 9"'}9" (I/.\Gt\, ~ ;"9" 

rh . 11,1\ (1 ;:I" 6. /.\ 7. II {TO"'! C ~\ /.. /.\,?II!J· 

on. 11,1\ ---------------------------------------------------------------------------------------, 

125 



APPENDIX E 

ADD IS ABABA UN IVERSITY 

INSTITUTE OF LANGUAGE STUDIES 

SCHOOL OF GRADUATE STUDIES 

INSTRUCTORS' QUESTIONNAIRE 

Dear Engli sh instructors: 

This questi onnaire is designed to gather relevant data for a post graduate study on Orientations 

and Motivations in the leaming of Engli sh as Foreign Language Among Admas College 

Students. The findings of the study are hoped to contri bute to the improvement of the 

motivat ion of learning Engli sh for various goal-oriented purposes. The truthfu lness of yo ur 

responses wi ll make the requi site contributions to the validity of the study. Yo u are, therefore, 

co rdiall y requested to provide accurate in fo llnation and to be honest in your responses. 

[ wou ld like to let yo u know that any infolmation yo u provide in thi s questiolUl aire wi ll be 

kept strictly confidenti al. It will be used only for thi s study. 

Thank you for spearing your valuab le time and effort to fi ll in the questionnaire. 

Banti Meselu 

MA TEFL Student 

BACKGROUND INFORMATION 

INSTUCTIONS: Please tick (/) inside the box regarding yo ur personal information . 

1. Sex MO FO 

2. Number of serv ice year 1-50 11 -150 2[-250 

6-10 0 16-200 25-300 more than 30 0 

3. Quali fi cation: BAO MAO PhD O 

4. Nationality: EthiopianO Non-EthiopianO 

Instruction 1: Please, encircle your true responses to the following questions . 
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1. Do you th ink you r students have goals (reason s ) in learning English? 

A. Yes B. No 

2. If you r answer to question 1 is yes, what are their goals? 

Instruction 2: Why do you think is learning English important to your 

students? Rate according to the scales be low. Encircle your responses. 

S = Strongly a gree 4= Agree 3= Undecided 2= Disagree 1= Strongly disagree 

Learning English can be important to my students because Responses 

1 They need it for their fu ture car eer and further edu cation. S 4 3 2 1 

2 It makes them more knowledgeable person s. S 4 3 2 1 

3 It will someday be u seful in getting a good job. S 4 3 2 1 

4 Other people will respect them if they know English. S 4 3 2 1 

S It helps them succeed in other courses. S 4 3 2 1 

6 It helps them pass exams graduate from college. S 4 3 2 1 

7 It allows them be more a t ease with Englis h speakers. S 4 3 2 1 

8 It allows them to mee t and converse with more varied people. S 4 3 2 1 

9 It enables them to better understand and appreciate English S 4 3 2 1 

art and literature . 

10 It enables them to par ticipate in activities requiring English. S 4 3 2 1 

11 It helps them travel a broad (emigrate). S 4 3 2 1 

12 It helps them know various cultures and people. S 4 3 2 1 

Instruction 3: Why do you think your students n eed learning Englis h in 

thei r acad e mic, future career, and private (social) life? Ra te a nd e n c ircle your 

responses according to the scales below. 
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5"" Very important 4 = Important 3 = Don 't know 2 "" Note in1porta nt I =Not very important 

My students need Responses 

learning English for Academically Professionally Socially 

1 Read ing 5 4 3 2 1 5 4 3 2 1 5 4 3 2 1 

2 Listening 5 4 3 2 1 5 4 3 2 1 5 4 3 2 1 

3 Speaking 5 4 3 2 1 5 4 3 2 1 5 4 3 2 1 

4 Writing 5 4 3 2 1 5 4 3 2 1 5 4 3 2 1 

In struction 4: How wou ld you rate your students' Engli sh ab ility of the four sk ills using the 

scales given below? Encircle your responses. 

5 = Very good 4 = Good 3 = Fair 2 = Poor 1 = Don't know 

Skill Responses 

1 Reading 5 4 3 2 1 

2 Listening 5 4 3 2 1 

3 Speaking 5 4 3 2 1 

4 Writing 5 4 3 2 1 

., Please, I would appreciate any thing you add regarding the reasons, 

needs, and importance of learning English for your students. 
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Instruction 5: Read the fo llowing sentences and encircle your respon ses 

according to the scales below. 

5= strongly agree 4 = Agree 3=und ecided 2=Disagree 1= strongly disagree 

Items Responses 
1 My s tudents' a ttendance in their English classes isgood . 5 4 3 2 1 
2 My students often think how they can learn English b est. 5 4 3 2 1 
3 Th ey want to learn m ore English in college than they did 5 4 3 2 1 

before. 
4 They seem to plan to learn as much English a s possible in the 5 4 3 2 1 

future 
5 They put their best effort in to trying to learn En glish. 5 4 3 2 1 
6 In Engli sh classes, they feel happy to work with their group 5 4 3 2 1 . . 

members actively. 
7 It embarrasses them to volunteer answers it their Englis h 5 4 3 2 1 

classes. 
8 They are afraid that they will be laughed a t when they speak. 5 4 3 2 1 
9 They think they can learn English best, bu t they perform poor 5 4 3 2 I 

on exams. 
10 They often give up trying when they fail to understand 5 4 3 2 I 

something. 
11 They often h ave difficulty concentrating in the ir English 5 4 3 2 1 

classes . 
12 They enjoy learning English very much. 5 4 3 2 1 
13 They are aware of the objects of learning English. 5 4 3 2 1 
14 They don' t enjoy learning English though they know its 5 4 3 2 1 

importance. 
15 They would r a ther s p end their time on subjects other than 5 4 3 2 1 

English . 
16 They consider learning English as a waste of time so they take 5 4 3 2 1 

the course for graduation. 
17 The English course is appropriate, a ttractive and useful to 5 4 3 2 1 

motivate students. 
18 The tasks of the course help them d evelop languages skills 5 4 3 2 1 

and other academic practices . 
19 The brainstorming sessions of th e course are enjoyable to my 5 4 3 2 1 

students. 
20 The texts I p assages are difficult and long to motivate my 5 4 3 2 1 

s tudents. 
21 The contexts of the texts I passages don't meet the interests of 5 4 3 2 1 

students. 
22 The course is challenging and less attractive for my s tudents. 5 4 3 2 1 
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Instruction 6: How regularly do you do the following to motivate your 

students in Engli s h classes? Rate and encircle your response according to 

the scales given be low. 

5= Always 4 =Most of the time 3= Som etimes 2=Rare ly l =Never 

1 
2 

3 
4 

5 

6 
7 
8 

As an English instructor, I Responses 
Maintain supportive environment to encourage students. 5 4 3 2 1 
Assign tasks with mea ningful learning objects and levels 5 4 3 2 1 
of difficul ty. 
Devote enough time and attention to group works. 5 4 3 2 1 
Help them develop their skills for goal setting, self- 5 4 3 2 1 
eva lua tion a nd self-reinfOl;cement. 
Help them see that they h ave a bility and can reach goals 5 4 3 2 1 
if they put forth reasonable effort. 
Monitor their performances and give feedback. 5 4 3 2 1 
Vary my tea ching techniques to motivate them. 5 4 3 2 1 
Pay due attention to their individual differences 5 4 3 2 1 

• Please, feed free to a dd your comments and suggestions regarding your 

students ' interest in lea rning English, the English cours e, and your 

efforts (roles) to motivate your students. ________ _ 
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APPENDIX F 

Addis Ababa University 

School of G,"aduate Studies 

Department of Foreign Languages and Lite,"ature 

An Interview for English Instructors 

Good Morning/Afternoon! My name is ________ . I came from the 

depa rtment Fore ign La n guage a nd Literature of Addis Ababa University to 

study the Orientat ions an? Motivation in the Learning of English Among 

Admas College s tudents . This s tudy relates to you one way or the other, so 

your opinIOns a re worthwhile to the study. Therefore , you a re kindly 

requested to tell m e the true responses for the questions I ask you . 

I wou ld like to let you know that any infonnation will be kept confidential. 1 would like to 

thank you very much for sparing your valuab le time and effo11 in thi s interview. 

Qualification ______ Services year ___ _ 

1. Before you start your lesson s, what essentia l precondition s do you do 

to motivate you r studen ts? 

2. Do you try to mainta in students' s uccess expecta tions in learning 

English as a foreign language? How? 

3 . How do you try to stimulate your students" motivation to learn 

English? 

4 . In your English classes, what kind of communica tion would your 

s tudents a nd you like to have? 

5. In pair/group works, to what extent do your students like to s pea k in 

English? 

6. To what extent do your students like to lea rn the college En glis h 

course? 
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APPENDIX F 

Addis Ababa University 

School of Graduate Studies 

Department of FOl'eign Languages and Literature 

An Interview for English Instructors 

Good Morning/Afternoon! My name is ________ . I came from the 

department Foreign La n guage and Literature of Addis Ababa Univer sity to 

study the Orientations and Motivation in the Learning of English Among 

Admas College students. This study rela tes to you one way or the other, so 

your opmlOns a re worthwhile to the study. Therefore, you a re kindly 

requested to tell me the true responses for the questions I ask you. 

I wou ld like to let you know that any information will be kept confidential. I would like to 

thank you very much for sparing your valuable time and effort in this interview. 

Qualification ______ Services year ___ _ 

1. Before you start your lessons, wh at essential preconditions do you do 

to motivate your students? 

2. Do you try to maintain students' success expectations m learnin g 

English as a foreign language? How? 

3. How do you try to stimulate your students' motivation to learn 

English? 

4. In your English classes, what kind of communication would your 

students a nd you like to have? 

5. In pair/group works, to what extent do your students like to speak in 

English? 

6. To what extent do your s tudents like to learn the college English 

course? 
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7 . When they h a ve a problem of unde rs tandin g som ething in their 

E n glish classes, wh a t do they try to do? 

8 . When it co m es to E n gli s h h om e works, h ow d o they do them ? 

9 . If you wan t some o n e to do a n ex tra ass ignme nt o r presen t som e topics 

what is your students' respon ses? 

10. Wh a t can you h on estly say a bou t the motiva tion o f your s tudents 111 

learning Englis h? 
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APPENDIXG 

Addis Ababa University 

School of Graduate Studies 

Department of Foreign Languages and Literature 

OBSERVATION CHECK LIST 

Date of observation Time: ____ Campus: _____ Observer 

Room ___ No. of Students: __ _ Dept: __ _ 

Purpose: To see th e motivational roles of English instructors 

To see the motivational intensity of students in English classes 

Part 1: The Motivational Behaviours of English instructors 

BEHAVIOUR CATEGOJUES CODES 

1 Gushes, gives overdramatic build up. 1 16 30 
2 17 31 -

2 Predicts that the students (the groupl will enjoy the lesson (taskl. 3 18 32 -
4 19 33 - -

3 Mentions information or skill s the students (group) will learn. 5 20 34 
6 2 1 35 -

4 Makes no a ttempt to motivate; starts right the lesson (task) - 7 22 36 
8 23 37 -

5 Apologizes or expresses sympathy to the students (groups) 24 38 
10 25 39 

6 Promises extern al reward fo r good a ttention or work. 11 26 40 
12 27 4 1 

7 Warns (reminds) th em about a test to be given la ter. 13 28 42 
14 29 43 -

8 Threatens punishment for poor attention or work. 15 - 44 
45 

BEHAVIOUR CATEGORIES STUDENT'S NUMBER AND CODES 
The Instructor praises 

1 Effort (hard work) 1 _ 7_ 13 - 20 - 27 - 34 -

2 Progress 14 - 21 - 28 - - 35 -

3 Right answers, high scores ~2_ _ 8_ 15 - 22 - 29 - - 36 -

4 Good tria l guess suggestion 3 _ 9_ 16 23 30 37 

5 Creative (origin al) responses _ 4_ 10 17 - 24 - 3 1 - 38 -

6 Careful work _5_ 11 18 - 25 32 - 39 -

7 Good atten tion rule follow up 6 12 - 19 - 26 - 33 - - 40 -
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The instructor criticizes 

I Lack of e ffort (trial, hard work) 1 _7_ 13 19 25 - - 3 1 
2 Poor progress 
3 Fai lure to answer , score good ri gh ts _ 2_ - 8 - 14 - 20 26 - - 32 
4 Wild guess, failure to thin k before 3 _9_ 15 - 2 1 - - 27 - - 33 

respondi ng 
5 Trite respon ses, lack of original ly 0 _4_ 10 16 - 22 - - 28 - - 34 
6 Carelessn ess _ 5_ I I 17 23 29 35 -
7 Inattention , misbeh aves, b reaking ru les 6 12 - 18 - 24 - - 30 - - 36 

37 
38 -
39 
40 -

Part 2 . Mot ivationa l inten s ity o f s tudents 

BEHAVIOUR CATEGORIES All Most Some None 
1 Are interested is the lesson (task s) eager to maste r 

th em 
2 Attend carefully, volunteer to th eir best. 
3 Participate in group discu ssion s (sp eaking and 

lis tening to others ) 
4 Presen t ideas to th e group 
5 Talk and listen to individuals ou t of the group 

discu ssion 
6 Are passive (can't tell if involvedl 
7 Misbehaves, leaves the group 

Be haviour categorie s Students number and codes 
1 Ask s qu est ions _ 1_ 13 - 25 - 37 
2 An swers qu es tions _2_ 14 - - 26 38 
3 Makes comments a bout the lesson (task) _ 3_ 15 - 27 39 
4 Seek s additional ins truc tions about wh at to do _ 4_ 16 - 28 40 
5 Seeks information about b ein g on the right track _ 5_ 17 - 29 - 41 
6 Seeks subs tantive advice from th e in s truc tor _ 6_ 18 - 30 - 42 
7 Seeks evaluative feedba ck from th e ins tructor _ 7_ 19 3 1 - 43 
8 As ks wh a t to do n ext (seek s direction) _ 8_ - 20 - 32 - - 44 
9 Te ll s the ins tructor wha t was don e and why. _ 9_ - 2 1 - 33 - - 45 

10 22 34 46 - - - -
II 23 35 47 -
12 24 36 48 - - - - -

49 
50 
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APPENDIX H 

English VeJ'sion of students' Interview Responses 

I. Banti: During your E n gli sh class, w hat kind of communication would yo u like to 

have? 

SI: I wo uld speak as much English as possible 

S2: I wou ld pre fer English a ll in all , but J wou ld prefer Amhari c when] fa il to understand 

things 

S3: I would like Engli sh, but! usually find difficult to speak in Engli sh, so ] wou ld prefer a 

combinati on of Amharic and English ... 

S4: I would li ke to have Engli sh in most cases, because in hi gh school and elementary 

school translation was over used . This has severely affected our Engl ish capacity .... 

S5: I would choose the cOl11munication to be half in Engl ish and half in Am haric 

S6: ] th ink it is better if the communication is in Engli sh in most cases to use and practise the 

language ... 

S7: Mostly I prefer if the comm unicati on is in Engli sh, bu t Amharic is also important if the 

need arises. 

2. B: If yo u h ave the opportunity to speak English outside of class, will you speak it? 

SI: ! wi ll speak most of the time ... 

S2: I wililry to speak English if I meet people who can understand English .. . 

S3: Yes.] will be happy. I will try. I will be happy to speak if] get the opportunity 

S4 : Exact ly. I w ill speak it 

S5: Yes. ] wi ll speak; I wi ll never refrain from speaking as I have the confidence and potential 

to speak Eng li sh 

S6: Yes, I guess I will communicate in English if! have the opportunity/possibility 

S7: Though not much, ! will speak to some extent. 

3. B: If there were E nglish-speaking people in your neighbour hood, would yo u speak 

English with them? 

SI: Exactly, ! will speak 

S2: Yes. I will speak with them much because] want to improve my Engli sh better. 
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S3 : Yes. I have high interest. If there were, I would exert effort to improve my capaci ty by 

speaking w ith them. 

S4: I will exactly speak with them 

SS: Yes , I will commun icate wi th them to my know ledge best. If [ face a diffi culty to 

understand , [ will ask them. 

S6: I th in k speaking with them gives me much advantage apart fro m the English course, I 

w ill speak with them .... 

S7: Obvious ly, if they are neighbours, [ will speak Engli sh with them whether [ like or not. 

But I don 't think [ wi ll communicate with them adequately . . .. 

, 
4 B: To what extent do you like English compared to th e other courses? 

Sl: I li ke it ve ry much like the other courses ... 

S2 : Basically, [ give equal emphasis to all courses, but I give much emphasis to Engli sh. 

S3: I like Engli sh very much. 1 don' t know, [ have specia l love to Engli sh ... 1 also score 

great grades in Engli sh. 

S4: [ like Engli sh more give more emphasis to Engl ish, because every course emanate fyom it. 

SS: [like it very much. It is my favorab le subject. I like it most because I want it for c 

comtTIunication .. . 

S6: I li ke it very much. I think I akin to it because it doesn' t require rote memorization and 

thorough study .It is 

S7: Of course, Engli sh is the medium of instruction. The other courses are offered in English. 

So, [ li ke it most and will try to expend much effo11 .... 

S:B If it were up to you whether or not to take English , what would you decide? 

S 1: I wo uld take it. 

S2: I think [ wo uld never drop it because it is the base for every thing. Not taking it will harm 

everyone. 

S3: 1 would take it. 

S4: Unanimously, [ wou ld take it. 
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S5 : I wou ld dec ide to take it because all the other courses are in Engli sh. It helps me mast 

thc structu re (grammar) of English in other courses. If r decide not to take the course, 

will fai l to do so ., 

6.B : To what ex tent does yo u active ly think abo ut what you have lea rnt in your English 

classes' 

S I : I actively thi nk as far as poss ible. 

S2 : After my English c lasses, I usually med itate what [ have learnt in class, espec ially basic 

issues of the lessons. Then I try to prac ti se what I have learnt in my day-to-day ac ti ons ... 

S3 : I acti ve ly thin k very much abo ut them. Since [ li ke the language, [ usuall y retell or 

prac itse what I spoke in class to my fri ends out side the class. 
, 

S4: I acti vely think about them. I supplement them by referTing sources in the library and 

studying . . .. 

S5: I think very much. My friends and I discuss what we learnt in class by using references in 

the li brary. I profit a lot fro m my friends (classmates). 

S6: I hardl y th ink and focus on it out of class compared to what I do for the other courses, 

because Engli sh is not some thing to be studied, as it is not a subject matter course to 

acq uire knowledge .... 

S7: Of course, [ do practise what I have learnt. [' II read newsletters and various written 

materials to improve my Engli sh through memorization. 

7. B. When you have a problem of understanding something in your English classes, 

what do you do? 

SI: I wi ll ask my instructor 

S2: certainly, I will ask my instructor, [fthe condition is not favorabl e to ask my instructor, I 

will ask my fri ends or I will refer to a di ctionary or any thing else as far as possible ... 

S3: I will ask my instructor and he/she will exp lain things ... 

S4: First, [ wi ll discuss it with my friends, then I will ask the instructor. 

S5: [will never refrain from asking my instructor. In addition, I will refer to sources. 

S6: Ok, For me, [ will never hesitate to ask the instructor. When [ fail to understand once 

again, I will re fer to dictionaries or other materials. 

S7:0bviously, [will ask my instructor in Engli sh or Amharic and try to understand it. 

8. B: When it comes to English home works, how do you do th em? 
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Sl: I try to do them myself. If it is too diCfi cult I fo rget it and get the answer from 1 

instructor. 

S2: First, I try to understand the concepts of the questions. Then, I will di scuss it wit h m 

fri ends. I do it th is lVay. 

S3: I do them effo rt full y and thoughtfull y. First, I think how to do it. 

information, I gather (ask) and then do it care full y. 

S4: I do them properly by re ferring to books. 

S5: I do them properl y. 1 have the respons ibility and ob li gation to do home works properl y. 

S6: Ok, The language for assignments is mostly difficu lt for me. I do my home works 

simply by guess in the classroom without much e ffort. 

S7: To thi s point, I don' t think i do home works with care. Because, I don ' t think that 

Engli sh, requires much stud y and effort like the other courses. I only do home works 

properly only if they will be col lected by the instructor and marked. For the others, I am 

careless . 

9. B: If your English instructor wants someone to do an extra assignment, what will be 

your response? 

Sl: I will be voluntary ifit doesn' t take the time fo r the other courses. 

S2: Of course, it depends on the time I have. If! have time, I wi ll cooperate my instructor. 

S3: I will be vo luntary to do the ass ignment for the instructor because it encourages me. 

S4: I will be very glad. The course book doesn ' t help much to develop our skills. So, I will 

be voluntary as it enhances my knowledge. 

S5: I will be immediately vo luntalY. 

S6: Actually, thi s depends on the time. Undoubtedly, I have the des ire to do and know much 

Engli sh by doing such things. It will be profi tab le for me. But, 1 won ' t be voluntary in 

exam periods. 

S7: I have the interest to do such things . 1 wil l do whatever he wants me to do . 

10. B: After you get your assignments back, what do you do witb them? 

Sl: I will correct my mistakes so that I won ' t make mistakes later on. 

S2: Obviously, I will look at the correct answers and proceed with them in the future. I will 

take con'ection to the wrong ones, and rewrite them. I will study these ti ll the exam 

period. 
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S3: j wil l think over my mistakes, if I have committed mistakes. Then I w ill ask \ 

instructor where my mi stakes lie and take correcti on. 

S4: If my mi stakes are due to carelessness, I don' t do anything with them. If my mi stakes ar 

due to the fa ilure to unde rstand or know, I usually do reference. 

S5 : Certai nl y, I usuall y foc us on my mistakes and take cOITecti ons from the instructor or by \ 

mysel f. 

S6 : J have the habits of looking at a mistake that can be seen easi ly. But, my focus is usuall y 

on marks. If the mark is low, I will see why the mark is low. Otherwise, I don ' t bother 

for the mistakes I have done in assignments. 

S7: For that matter, I wil l expend effort to re conect my mistakes. But, this depends on the 
, 

encouragement the teacher does. 

11. B: How often do you watchllisten to TV, radios etc? 

SI: Mostly, I often attend these media. 

S2: I often attend film s to develop my speech. But, thi s is not at the expense of my study 

time. 

S3: I o ft en attend TV film s, and news. I some times write the poems of the music j 

hear/listen. 

S4: I often attend these media. I focus on native speakers ' speeches. 

S5: I often attend BBC, music, films etc . attentively. 

S6: Ok. My des ire to know English emerged here from. I often watch TV movies and li sten 

to radio programs when I fail to understand something I feel nervous. To avert thi s 

failure, my ambition to know English is growing rapidly. 

S7 : I try to attend the BBC and Radio Ethiopia. But thi s is not as such. 

12. B: How often do yo u read English short stories, novels, newspapers, etc? 

SI: J often read Engli sh fiction s. J also some times read newspapers. 

S2: Yes. Though I don't read much, I sometimes read materials wi th small pages and easy 

ones. 

S3: I often read fictions and poems when I have time. 

S4: I often read newspapers as they are written for everyone. But, I somet imes read poems 

and fi ctions. They are diffi cult, as they require background knowledge. 

S5: Of course, I sometimes read fictions to improve my English. 
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S6: I don't do thi s much. I sometimes read short stories with pictures. But, I have the pIa 

read as often as possible in the future. 

S?: I sometimes read these, but not much. 

13. B: If Engli sh were not offered in co llege, what wou ld yo u do about it? 

S I: Perhaps, I willleam it from other areas if I can afford the pay. Otherwise, [ will learn it 

from the other course given in Engl ish. 

S2: I think thi s is not a good thing. But, [f it were not offered, I will join language centers and 

leam it. 

S3 : As I am ambitious to leam Engl ish, I will look for language schools and leam it. 

S4: If English is not required in Africa, I will fo rget about leaming Engli sh. But if thi s is so 
, 

in our country, I will leam it from private institutes. 

S5: I will strongly argue and propose ideas that it shou ld be offered, first. Since I want to 

know English, 1 willleam it through my own efforts. 

S6: I will try any possible access to learn English because I am aware of its importance . ... 

S?: If it is affordable for me, I will try to learn Engli sh by going to vari ous language centers 

I will do my level best to learn it. 

14. B: How can you honestly say about how and why you learn/study English? 

SI: Of course, I believe I learn Engli sh to graduate from co llege. To graduate I am 

supposed to write term papers, so I have to know Engli sh. Besides, it is dec isive to 

conti nue further education. 

S2: My add itiona l comment IS that English language is a means of an intemational 

communication. It is useful to read and understand materials written in Engli sh and put 

into practice in any work place. It is important in my day-to-day li fe and overall activity. 

S3: Obviously, I am likely to meet foreigners, as J am a business student. To communicate 

with these people in my future career, I have to learn Engli sh. In the class, we have to 

communicate in Engli sh with my instructors. So, English is important. 

S4: America and Engli sh have contro lled every thing. Civi li zation has come from them. 

Their ideas and sc ience is accepted worldwide. Leaming Engli sh gives knowledge. So, 

as I am stud ying management, knowing Engli sh is important for me to serve my coun try. 

S5: I am leaming English to better understand other course, to communicate with 

foreigners, and use the language for communication when I may get access to go abroad. 
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S6: I am leall1ing Engli sh to know the four skill s, and kn ow th e language itself, as it i\ 

inte rn at ional language. Besides, it is considered pleasant in any community to kn 

Eng li sh. Knowin g Eng li sh is sign of greatness and g ives any one so mething g reat. So, 

want to know it. Besides, th e co urse shou ld be re-modi fi ed in such a way so that we w il 

be abl e to avoid anxiety and spea k (comm uni cate) in Engli sh outside. It should focus on 

outside communi cation . 

S7: My main goa l in learnin g English is that [ think it he lps me for the other co urses. But, 

my effort to improve th e language is not s ignificant as such. 
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APPENDIX I 

INSTRUCTORS' INTERVIEW RESPONSES 

1. Banti: Before you start your lessons , what essential preconditions do 

motivate your students? 

\ 

\ 
you do \ 

II: First, I re late the present lessons to the prev ious. Then, I tell them the obj ecti ves of eaCh\ 

task and lesson; how they are go ing to learn and app ly in their academic study and 

careers as professiona ls. Then, I brief the instruct ions; I ask them if there are any 

problems in the instructions because they have to know what they are going to do . 

12: All right, the first thing I do is I try to great them. [ want them to have full attenti on. 

Beyond that, J ask them what they were doing the last time and then I try to summari ze. I , 

motivate them to summarize the last di scussion and in that case they get ready to the 

next discussion In addition, I tell them the objectives of the present lessons ... 

13: First of all , I try to revise the previous lesson. And then, I try to ask the students what 

they leal1led during the prev ious class. And they try to answer. This way, J try to 

moti vate. In addition thi s, 1 try to remind the students what 1 always tell them, which is I 

want my students to speak in Engli sh only. If some one speaks in Amharic there is 

always a punishment; that punishment; as they all know, is to speak joke in English or to 

dance in English; what ever it is. It makes them be motivated, in my opinion, to speak in 

Engli sh. 

2. B: Do you try to maintain students ' success expectations in learning English? How? 

I I: Firstly, what I do is, at the beginning the course, I tell them why they learn English. I 

elicit some ideas why they are leal1ling English at thi s level as accounting, management, 

and computer major students. Then, I try to give them the idea that English is extremely 

important in their academic Ii fe because they are go ing to learn other courses in Engli sh. 

It is the medium of instruction. Another point is that Engli sh is vital in some futu re 

careers and also to communi cate in English. At the end, I tell item how it is related to 

their life or career. I also tell them to be good accountants, managers, etc. they need to be 

good readers, speakers, listeners and writers in English. I try to the how we cou ld leal1l 

Engli sh, no mater how long they fail to communicate in English or pass exams. They 

shouldn ' t feel anxious. I tell them to make more practice and training. And at the same 

time, I tell that leal1ling language is entel1ainment. I usually tell them the objectives of 
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\ 
learn ing Eng li sh and some examples of how these can be successful that is bei ng b 

than yes terday. That is what I usuall y do. \ 

12 : Wha t I do is I first try to tell them the objecti ves of each session. Plus I al so try to tell \ 

ad vantages or values they get out of the particular lesson in general and pal1icul a 

terms ... I te ll them the purpose of the course in their academic li fe. In addition, I al so 

show them what would be the place of English in their Ii fe. In that cares they keep 

themse lves alert to learn Engli sh to apply it in other courses and in their life. 

13 : I try to tell the students their success is based on practice most of the time; I always try to 

remind them that Engli sh is more pract ical than theoretical. So; J te ll my students to read 

in Engli sh. If they have the habit of reading fiction , I encourage them to read in Engli sh. 
, 

Plus, J always encourage my students if they encounter new words to guess the meaning 

from the context as I have taught them before. 

3. B: How do you try to stimulate your students' motivation to leam English? 

II : First what I usually try to do is verbal praise, I encourage them when they answer 

questi ons, try to speak in English. When they try to speak and face a kind of problem, I 

help them; give them alternatives, and so on . I try to assess their written activities, the 

home-works, etc every time and give them back by marking. 

Another point is to try to know their names. A fter a month or 3 weeks, I usually know 

the name o f every student. So, when they participate, I try to call by their names. So, 

they fee l being acknowledged. In add ition, I try to tell them the instrumental motivation; 

what they get if they are good in Engli sh in their career, education , and so on. That is 

what I usually try to do. 

12: what I do in motivating students to actively learn Engli sh is to show them that English that 

Engli sh is an international language and being alert to know Engli sh or communicate in 

English is the primary success in their career or life. I a lso try to motivate them in terms 

of things they like most such as movies, films , etc In order to understand these, they have 

to know Engli sh I also tell them Engli sh is the medium of instruction in Ethiopian 

higher institution. So. I tell them the better they understand English, the better they 

understand the other courses. 

13: well , I try to make the environment comfol1able for them; the Engli sh classroom. I mean, 

I try to create some kind of friendl y atmosphere in the class for my students and when I 

give them group works, I tty to bring the topics to their interests . This way I try to 
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motivate them to leall1 English. Moreover, I try to tell them every time to spe 

Eng li sh any time out s ide the classroom, so that they 1V0uid starlthink ing in Eng li sh. 

4:B: In your E nglish classes, what kind of communication would your students and ~' Oll 

like to have? 

I I : I adv ise them to speak in Engli sh. But, if they can' t explain something in Engli sh. I 

allow them to say it in Amhari c Immediately I try to provide with them the language; a 

kind of trans lation of it (how they should say it in Engli sh) . So, thi s time, they fee l more 

motivated and more willing to speak in Engli sh . So I focus on speaking in Engli sh, if 
, 

they feel to express their ideas in Engli sh, I allow them to say it in Amhalic . That is what 

I usually do ... 

12: Basicall y I wo ul d like to have Engl ish as the center of communication. Predominantly, it 

is Engli sh I use as the medium of communication. In fact, there are cel1ain ci rcumstances 

that force us to use Amharic. It would be spec ially when we come to the brai n stol111 ing 

activ ities. There are some ideas that appear to be beyond the students' ability of 

understand ing when you come to the brainstonning acti vities. In th is case, I tell them to 

express their ideas in Amharic, But. I often let them tell me what they feel in Amharic. I 

want them to te ll me the same thing in Engli sh because what matters is organizing their 

ideas in Amharic. After organi zing their ideas in Amharic, they don' t find difficult to tell 

me it in Engli sh .... 

13: In m y English classes, I can say that we have a fri endly relati onship. I always encourage 

them to see me more of li ke a fri end instead of seeing me like high schoo l teachers, 

traditional teachers. Because, without being friendly to my students I can' t encourage 

them to speak in Engli sh. J want to make them free when they make mistakes. I want 

them to ask questions when they have questions. 

5 B: In pair/group works, to what extent do your students like to speak in English? 

II: Thi s question can be seen in relation to time. At the begilUl ing, they fail to speak III 

Engli sh ... so, I advise them to speak in English, but in most cases I see them speaking in 

Amharic. And when I move to the groups, they resort again to English. As the course 

proceeds, they tend to speak their level best in English. Sometimes, they ask their friends 
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how to say it. Sometimes, they try to crack jokes amongst thcir friend s in English. 

depcnds on the time ... At the end of the course they prefer to speak in Eng li sh. 

12: In fact , under e ffecti ve regu lation they do that. But, as yo u may know, the regular stud 

are youngsters who have got many things to discuss out of the subj ect matter. In tl 

they can tUlll to speak in Amharic in certain circumstances. But if I try to regu lar then 

thcy speak in English. Still , there are certain minor groups wh ic h like to speak in English 

what evcr their Engli sh may be and whatever mi stakes they commit. In fact, there are \ 

some students who are keen and honest to speak in English and there are some students 

who try to domination by speaking in Amharic. May be they are afraid to speak ing 

English in front of people or may be they are ali'aid of being mocked at or laughed at 
, 

when they commit en·QI·s. To avoid such things, I try I regulate every discussion of the 

group . 

13 : Well. As I have already to ld you, at the beginning of the lesson, I always tell my students 

if somcone speaks in Amharic there is always a punishment. So, m y students will never 

speak in Amhari c. When they have pair or grou p work . They are mostly encouraged to 

speak in Engli sh. One big reason is that they don't want to be punished. Of course, some 

of the students wou ld like to come in front of the class and crack jokes or do something 

odd. Thi s way might speak. Generally, my students speak in the class whether in pair or 

group works. 

6 B : To what extent do your students like to learn th e college English course? 

11: I think I can say all of them are eager to improve their Engli sh abi lity. This is because they 

need it in their academic courses and other areas to communicate in English. And there 

is a big conception in our society that being a good English speaker is like being 

knowledgeab le. May be because of these they want to understand the language. But the 

way they learn Engli sh and the expectation they have is a probl ematic area. In the 

College Engl ish Course, Specially College Engli sh one, they are not interested as such 

thi s is because their experience is an obstacle to them, bu t still they are eager to learn 

Engli sh. They ex pect much language input specia ll y grammar and vocab ulary notes in 

college. When they are involved in the learner centered approach language learning, they 

feel they are not being treated in the right way. That is what I understand . 

12: Alright. Learning Engli sh in genera l and leaming co ll ege Engli sh course in particular are 

sometimes different. According to y perception and understanding. The students like to 
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learn Eng li sh in general. But when yo u come to the college En gli sh cour\ 

content bo ring. Yo u know, the themes of the course are un iversal. These \ 

yo ungsters (fi rst year studen ts) fee l bored. But, I try to simpl ify it. In 

systematica ll y and gradually I lly to make them perform the activi ti es. The co 

not enable them to do 1110re th ings except the academic maile rs. Some of them 

life less' course. They call it ' dry course' because the issues, the subject mailer 

contents are beyond their capacity and interest. 

13 : Well. You know that thi s is a private co llege and must of the students don' t have a 

good background . I mean a good base. And at the first sem ester they find the cours 

diffi cult. 1 try to make it easy for them by bringing the text to the context they are in . 
, 

Ah . . . so, I think they start lik ing to learn this course through time .... 

7 B: When they have a problem of understanding something in their classes, what do 

they try to do? 

11 : Oh ... still they are not as such direful to ask questions, I think . Thi s is so particu larly in 

the first course. So, I try to read their facial expressions and explain th ings or ask them 

questions. They ask the studen ts sitting next to them . Some ask me. I encourage them to 

ask questions. 

12: The very first measure they take .. . is asking friends next to them. If the failure to 

understanding is due to fail ure to li stening they ask fri ends . If it is due to my presentation 

mechani sm, they direct ly and straightforward ask m e what I try to say. If their friends 

fail to answer them, they keep quiet because failure to li stening is thei r responsib ility. 

13 : Most of the time they try to ask each other because they don't want to interrupt me. But 1 

encourage them to ask if they have any problems. Wel l, sometimes they do ask me if 

they don' t understand any thing. They do ask for clarifi cati on. Thi s is what they do. 

8 B: \Yhen it comes to E ngli sh home works, how do they do them? 

11: Well , actual ly with home works, I think we have problems. Ahh ... they give different 

reasons. In most cases, they don' t have enough books in the library or the book center as 

they are expected to purchase the text. Sometimes, they find home works a lit bit boring 

because most of the questi ons are boring. So, they may not feel happy. They tlY to do 

what they are asked to do. Sometimes they have difficulty understand instructions. Some 
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do carefull y; others copy fri end s or used books. Their transition fro m doing 
~ 

questio ns in high school to open questi ons in co ll ege is also a problem. 

12: Hcre 1 wil l li ke to see it from two perspecti ves. The fi rst is that there are certain a 

which they want to show the ir e ffo rts. And there are certa in areas that they find to 

wo rking. [n that case they simply copy the questi ons and try to put so mething that the 

feel as answers others simply come to the class in order to get the answers from me or 

the other students. If they find the questions to be attractive I could observe the atten ti on\ 

they give to the exercises. For example when you come to the read ing exercises, I could 

observe they could do effectively; when they come to the vocabulary aspects, it is hardl y 

poss ib le for them because in vocabulary the answers is one or two. 111 that case they 
, 

don' t want to fa il in answering the questions in that they simpl y copy the questions and 

come. That is what I could observe. 

13 : Well. This depends on how serious I become with them, yo u know. If I may not check 

their ass ignments, they may not be serious abo ut them. But, if! start to be seri ous about 

their assignments, or if I don' t allow them to come to classes without doing their 

ass ignments, they can do it very seriously. And through time, I think, they start enjoying 

Engli sh assignments . 

9 B: If you want some one to do an entire ass ignment or present some topics wha t 

your students' res ponses? 

11 : Well. ElL . . They are will ing to participate in such extra activities, particularly if related to 

speaking. Most of them are w ill ing to participate in debates and grammar tasks. Tom 

motivate my students, the kind of ta~ I give was a lit bit easier, not as challenging as 

what is in the text. When you give them extra activities, they fee l happy and co­

operative. 

12: All Wri ght. You see. If the thi ngs are directly related to the issues or the contents of the 

book, they wouldn' t direct ly co-operate. But , if yo u give extra ass igmn ents going beyond 

the boundari es o f the contexts of the book, you see them trying to g ive good feedback 

and they give due consideration and do them. I remember, in the last course, I told them 

to represent different members of the society and present someth ing. In that case, they 

dramaticall y presented it. 

13 : Well. [ do give them some extra assignments. If wou ld be not only the ones to be done at 

home. Sometimes, I give them impromptu speeches . I give them topics they don' t have 
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any idea about. Ah ... but to yo ur surpri se they find it inte resting. Whl 

thi ngs, they come out and enjoy the class especiall y when the students 

thing they have not prepared abo ut. So it makes every body laugh and en \ 

And, I th ink they are wi lling to respond to my extra assignments. 

lOB: " ' hat can you hon es tly say the motivation and goals of your students I 

E ngli sh? 

II : Well. ElL .. They clea rl y know the goa ls of learning Engli sh to succeed in their aca 

li fe, to communicate w ith fo reigners, to watch movies, etc. So, they are eager to kl. 

the language. But the prob lem always is wi th their atti tude towards language learnin g. 

St ill the problem is how they should learn . We usuall y di scuss thi s po int in class. But 
I 

st ill they forget the idea that language learning is similar to the other courses. They need 

something to be studied. They want to be g iven notes to be studi ed. Someti mes, when 

you make them do activ ities, they think you are not helping them. The previous trad ition 

has created thi s. Otherwise, they know why they learn Engli sh ... 

12: The students are keen and honest as far as their motivation is concerned. As you know 

there is societa l background that forces them to learn English. When yo u see the 

Ethiopian contex t as a whole, a person is closer to technological advancement or 

in fornl ati on pl us a person who is educated. These external features plus the 

contemporary si tuati on if the world how systematicall y fo rced them to learn English. But 

their moti vations and their expectations are not conformed to because o f the contents of 

the books. The books are dealing with so seri ous issues . In that case, the students can be 

demoti vated. If you simp ly detach the students [Tom the cou rse, the students are honest ly 

motivated. I see their motivation. When we are out of the class, not only with me best 

also wi th the other instructors, you see them trying to communicate in Engli sh. But as I 

have already to ld you the bo ri ng approach of the course has a demotivating effect to 

learn Engli sh. 

13: Well. My students get motivated whenever I try to moti vate them, of course. They are 

motivated when I ask questions especially as rev isions. And I always give them the 

pun ishnlent I to ld you earli er. They get motivated when the subject or topic is related to 

their interests mostl y. Am .. . and my suggesti on to the course is that it would be better if 

it has mo re interesting topics than it has. I don' t mean they are not interesting. But it 

could be eas ier or so, because the language is not easy. Besides, our co llege is not a 
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APPENDIX J: STATISTICAL TABLES 
Table 4.1.1 Students' and Instructors' Responses to Reasons fo r Lea rning English 

Rc.<ipo Mea n SD R 95";', Responses 
ITEM (R EASONS) 

Ndcnl s 
, CI 

5A A U D 5D n Source of 
k Variation 

1 Future 51. 122 23 5 . . 4.780 .490 4.701· BIn Grps 
Career and 81.3% 15.3% 3.3% 4.859 
Further In. 4 4 . 4.500 .535 4.053- 8/n- Grps 
Education 50% 50"/', 4.1)47 

2 Be More 5, 107 36 4 3 - 4.647 .636 4,544- 8/n- Grps 
Know ledge:! 71.3% 24% 2.7% 2% 4.749 
ble In. 1 3 1 1 2 3.000 1.512 1.736- B/n- Grps 

12.5% 37.5% 12.5% 12.5% 25% 4.264 
3 GCI a Good 51. 63 42 26 12 7 3.940 1.177 3.750- 8/n- Grps 

Job 42% 28% 17.3% 8% 4.6% 4.130 
In. 4 3 1 - - 4.375 .744 3.753- 8 /n- Grps 

50% 37.5% 12 .5% 4.997 

4 Gel Respect 51. 6 7 28 40 69 4.940 1.094 1.763- Bin Grps 
4% 4.7% 18.7% 26.7% 46% 2.117 

In. 2 2 2 - 2 2.875 1.458 1.656- 8/n Grps 
25% 25%, 25% 25% 4.094 

5 Succeed ;n 51. 114 28 5 1 2 4.750 .700 4.560- Bin Grps 
other 76% 18.7% 3.3% 0.7% 1.3% 4.786 

Courses In. 6 2 - 4.750 .463 4.368 - £3 /n- Grps 
75% 25% 5.00 

6 Pass Exams 51. 49 65 16 13 7 3.907 1.095 3.730- BIn Grps 
and Graduate 32.7% 43.3% 10.7% 8.7% 4.7% 4.083 
from In. 5 1 1 1 - 4.250 1.165 3.276- B/n- Grvs 
Colleges 62.5% 12.Y'/o 12.5%, 12.5% 5.223 

7 De More at 5L 121 29 - - 4.807 .396 4.743- Bin Grvs 
Ease with 80.7% 19.3% 4.871 
Englis h In. 5 2 1 - 4.375 1.061 3.988- B/n- Grps 
Speakers 62.5% 25% 12.5% 5.000 

8 Meet and SL 40 55 20 14 21 3.660 1.18 1 3.470- BIn Grps 
Converse 26.7% 36.7% 13.3% 9.3% 41% 3.851 

with Varied In 2 5 1 - 4.000 .926 3.226- Bin Cirps 

Pcople 25'Vo 62.5'X, 12.5% 4.774 

9 I3eue!" SL 82 43 16 5 4 4.293 973 4.136- !Jln GIllS 
Un derstand 54 .7% 28.7'% 10.7% 3.3'X, 2.6% 4.450 
;l1ld In. 3 2 1 2 3.315 1.768 1.$.47 - !Jln (Jrps 
Appreciatc 37.5% 25% 125% 25°;;, 4 R5 ~ 

English or, 
:md 
l.iteratun: 

-------...-

ANOYA T EST 

D Sumor Mean F-r:ltio F-Prob 
I' Squares Squares 

1 0.595 .595 2.46 0.119 

156 37.740 .242 
1 20.594 20.594 • .0011 

42.120 

156 26 .273 .4~9 

1 1.437 1.437 1.066 .304 

156 210.335 \.348 

1 6.640 6.640 5.35R " 022 

156 193 .335 1.239 

1 .045 .045 .094 . 7()O 

156 74 .493 .478 

1 .895 .895 .742 .390 

156 187.089 1.200 

1 1.425 1.415 7.061* .003 

J 

156 31.268 .200 ! 
1 .878 .878 .691 .425 

., ' 
.....--' 

156 215.(,60 1.700 6!:r:= 1 6.405 6.405 
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10 Part ici pate in SI. 98 39 8 2 3 4.513 .825 4.380- 13/n- Grps I .00 1 .001 .002 .964 
Act ivities 65.3% 26% 5.3% 1.3% 2% 4.647 
Req uiring In . 4 4 - 4.500 .535 4.053- I3/n- Grps 
Engli sh 50% 50% 4.947 156 103.473 .663 

II Trnvcl SI. 13 33 36 46 22 2.793 1.1 95 2.601- BIn Grps I 1.584 1.584 1.093 .298 
Abroad 8.7% 22% 24% 30.7% 14.7% 2.986 

In. 2 I 3 I I 3.250 1.389 2.089- 8 /n- Grps 
25% 12.5% 37.5% 12.5% 12.5% 4.411 156 226.093 1.449 

12 Know SI. 55 50 23 18 4 3.893 1.11 2 3.714- 8 /n- Grps I .003 .003 .002 .964 
Vari ous 36.7% 33 .3% [5.3% 12% 2.7% 4.073 
Cul tures and 
People In. 3 2 2 I - 3.875 1.1 26 2.438- 13 /n- Grps 

37.5% 25% 25% 12.5% 4.816 156 193.168 1.258 
Average Mean SI. - - 3.987 1.263 3.784 - 8/n- Grps I .028 .028 .0 17 .X96 

4.191 
In. 3.927 1.3 12 2.831 - Sfn- Grps 

5.000 156 241.627 1.600 . 

T ab le 4.1.4 Students ' and Inst ructors ' Responses to the Impor ta nce's of Learning E ngl ish for Students 

ITEMS { Hcsponscs Mean SD 95% ANQVATEST 
CI 

VI I DK NI NVI Source of D Sum of Mean F·ratio f-Prob -

~"" SA A Variation F Squares Square 
s 

Academicall y SI. 11 6 29 19.3% 3 - 2 .638 4.610- Bin- Grps I .624 .624 1.605 .207 
77 .3% 16% 1.3% 4.7 13 4.816 

In. g - .000 5.000- 13/n- Grps 156 60.673 3R9 
100% 5.00 5.000 ) 

~~ Professionally SI. 90 44 7 3 6 4.393 .969 4.237- 8 /0- Grps I 2.795 2795 3 119 .079 
60% 29.3% 4.7% 2 4% 4.530 

i# In. 8 - - .000 5.000- BIn Grps 156 139.793 .896 
100% 5.00 5.000 

Socially St 84 40 12 5 9 4.233 1.126 4.052- BIn Grps I .002 .002 on2 ~, 

-
'..-----' 

56% 26.7% 8% 3.3% 6% 4.415 
In , 3 4 I - - 4.250 707 ) .659- BIn Grps 156 192.333 1 ,2D , 

37.5'Yo 5D'Yo 12,5% 4.84 1 

Acadcmi cally SI. 113 27 4 5 2 .753 4.519- BIn Grps I .984 

---753% 7R% 2.7'Yn 3.3% 1.3% 4.640 4.762 
In 8 000 5.000- BIn (i rps 15(, .... 

100% ; .000 50(10 - ' 
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~ 
Profess ionally SI. 89 42 10 2 7 4.360 1.001 4. 198· B/n- Grps I 3. 111 3.1 11 3.223 .075 

59.3% 28% 6.7% 1.3% 4.7% 4.522 

~ In. 8 . - .000 5.000- BIn Grps [56 150.560 .965 

.~ [00% 5.000 5.000 

~ Socially S1. 70 60 6 6 8 4.187 1.058 4.0 16- 8/n- Grps I .746 .746 .689 A08 
46.7% 40% 4% 4% 5.3% 4.357 

In 4 4 - 4.500 .535 4.053- 8/n- Grps 156 168.773 1.082 
50% 50% 4.947 

/\ cadcll1ic3.11y St 121 20 4 2 2 .706 4.606- BIn Grps I .1 83 . 183 .379 .539 
80.7% 13.3% 2.7% 2.7% 2.7% 4.720 4.834 

In . 7 1( 12.5%) - 4.875 .354 4.579- 8 /n- Grps 156 75 . 115 A82 

f 
87.5% 5.1 71 

Professionally SI. 103 30 7 3 7 1.014 4.294- 8 /n- Grps I 1.308 1.308 1.324 .252 
68.7% 20% 4.7 2% 4.7% 4.460 4.624 

;J In. 7 I - 4.875 354 4.579- B/n- Grps 156 154.135 .988 

~ 87.5% 12.5% 5.171 
Socially SL J7 49 7 9 8 4.187 1.120 4.006- I3/n- Grps I .269 .269 .220 .639 

51 .3"1" 32.7% 4.7% 6% 5.3% 4367 
In. 4 3 I - 4.375 .744 3.753- BIn Grps 156 190.648 1 .222 

50% 37.5% [2 ,5% 4.997 
Acndclllica!ly Sf. 11 8 19 5 4 4 4.573 .958 4.4 19- 8/11- Grps I 1.383 I .383 1.578 .211 

78 .7% 12.7% 3.3% 2.7% 2.7% 4.728 
In . 8 .000 5.000- O/n- Grps 156 136.693 .876 

100% 5.000 5.000 
Professionall y SL 107 27 8 2 6 .96 1 4358- 8/n- Grps I 1.799 1.799 2.041 .155 

.~ 
71 .3% 18% 5.3% 1.3% 4% 4.513 4.668 

In. 8 - .000 5.000- 8/n- Grps 156 137.473 .881 
100% 5.000 5.000 

~ Socially SI. 80 48 (, 7 9 4.220 1.123 403 l- Oin Grps I .007 .007 .006 .941 
53.3% 32% 4% 4.7% 6% 4.401 

In. 4 2 2 - 4.250 .886 3.509- B/n- Grps 156 193 .. 240 1 .. 239 
50% 25% 25% 4.991 
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' "l - al;) l c 4.1.S S ............. n f'ioll oCTable 4.1.4 

Mean SO 95% ANOVA TEST 

ITEM (REASONS) CI 

Source of 0 Sum of Mean F·ratio f'·Prob 

Variation F Squares Squares 

Students' For 4.662 .775 4.537· 8/n- Grps 2 15.528 7.764 8.303 ' .003 

Responses Academic 4.787 

to the Lire 

Professiona l 4.432 .989 4.272-

Life 4.541 

Socia l Life 4.207 1.107 4.028- BIn Grps 447 417.973 .935 

4.385 

Instructors Academic 4.971 .177 4.830- Bin Grps 2 2.124 1.062 5.448 .012 

Responses Life 5.113 

Professional 4.969 .186 4.813-

Life 5.124 

Social Life 4.344 .737 3.724- 8 /n- Grps 22 4.290 .195 

4.960 
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