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Abstract 

The three-semester service English courses offered by the Department of Foreign 

Languages and Literature, Institute of Language Studies, are meant to help all Addis 

Ababa University students develop their linguistic abilities so that they could successfully 

cope with the academic requirements of the university. The first two courses are offered 

in the first year and the third course in the first or second semester of the second year. 

Research indicates the first year courses in particular have not succeeded in helping the 

social science students develop their background knowledge to a significant degree to read 

in English for academic purposes. 

Based on the current view that reading is an interactive process and that this may be 

facilitated if learners can develop the critical mass of knowledge which embodies 

knowledge of the content (or of the world), knowledge of the reading process and 

knowledge of English and the capacity to effectively use this competence, the current 

study explores the feasibility of a possible approach for reading instruction in English for 

academic purposes to enable students to acquire the essential mass of knowledge so that 

they could become fluent readers in English. The approach maintains that effective 

learning for attain ing the essential background knowledge for developing the learner's 

ability to read fluently can occur when learning is individualised (to cater for learner 

differences in cognitive style and strategies, learning strategies, moti vation and purpose 

of learning , and prior knowledge) and when learners get the training on learning how to 

learn and to take the responsibility for their learning. 

Accordingly, an independent learning mode was designed in order to encourage learners 

to take most of the learning decisions by themselves : two sessions per week of 

individualised reading whereby learners selected appropriate reading materials from the 

ELSIP and SRA collections and were encouraged to read and focus on what each 

individual learner felt was his/her needs , lacks and wants; and one session per week of 

group discussion whereby learners shared experiences and discussed the structure and 

usage exercises in the Freshman English course books and were provided with some 
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training on learning how to learn. The study was undertaken in two phases: the pilot 

planned to last for a semester and the corpus for two semesters. While the pilot study 

involved about 120 social science first year students (or four sections: two sections were 

study and two sections were control), the main study incl uded about 420 social science 

first year students (or thirteen sections: six sections consisting of 210 students assigned 

to the study group, and the remaining 210 students assigned to the control group). The 

mode of study continued for one semester, or about five months . At the beginning and 

end of the study, a test package and a questionnaire on the reading process and reading 

strategies were administered. The test package consisted of reading comprehension tests 

drawn from the University of Cambridge Local Examinations Syndicate, First Certificate 

in English (to assess the reading comprehension improvement of the study group), cloze 

readability tests set from the social science first year course books (to test whether 

students at the end of the study, due to the approach variable, have found their course 

books easier to read than before), and English language tests taken from the Freshman 

English lOlA and Freshman English 10lB examinations (to find out whether students in 

the study groups have improved in their linguistic ability). At the end of the study, the 

attitudes and opinions of the instructors involved were also solicited. 

Despite the planned arrangement, unforseen circumstances limited the corpus study to one 

semester. Consequently, the pilot study was found to be essential for two fundamental 

reasons: firstly , the corpus study was limited to only a semester and, thus, this 

necessitated the use of the information compiled from the pilot study to validate the test 

results of the corpus study; and secondly, the pilot study indicated that most students 

preferred structured learning materials like the SRA reading cards to unstructured ones, 

such as the ELSIP materials, at the initial stages. Based on this, the corpus study started 

with the SRA and would have moved into the ELSIP if the study had not been 

discontinued at the beginning of the second semester of the 1990/91 academic year. 

It was found out that the students during the pilot study and the main study appreciated 

the mode of learning and they liked the materials they used. They reported that they had 

benefitted substantially and the approach pursued helped them not only in studying 

English but also their other courses. The instructors corroborated the students' reactions 

xiv 



and recommended the adoption of this approach in the service English courses. 

However, during the pilot study, the results of the tests did not indicate any marked 

improvement in the reading abi lity of the students in the study group. During the main 

study, the cloze test results were inconclusive. The study group of the main study, 

however, performed significantly better than the control group in the reading 

comprehension post test. They also indicated a marked improvement in their reading 

comprehension ability at the end of the study. Moreover, it was statistically proved that 

the study group improved significantly in their linguistic ability at the end of the study , 

however, it was not possible to conclude whether they did better than the control group. 

Significant changes in reading habits and styles were not observed . However, it was 

found out that the study group performed significantly better than the control group in 

the 1990/91 academic year first semester Freshman English lOlA final examination. 

It was recommended that such explicit changes could have been found to be more marked 

than indicated by the test results (a) if the study had continued fo r more than a semester, 

and (b) if the study had given more prominence to assessing the process than the product 

of language learning. 
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CHAPTER ONE 

Introduction 

1.1 Introduction 

Addis Ababa University employs English as a language of instruction. Almost all course 

books and reference materials that are available in the university are written in English. 

Under normal circumstances , university students are expected to have a satisfactory 

command of the English language in order to undertake learning tasks that involve the 

use of both the language and the knowledge the students get from their readi ng and other 

sources. As Wilson (1981 :31) points out about the academic requirements in institutes 

of higher learning in the West, it is taken fo r granted in Addis Ababa Un iversity that 

"learning tasks in arts and social sciences characteristically involve elucidation of the 

framework of assumptions within which different writers operate: the student is asked to 

examine presuppositions, compare and contrast, analyze arguments and evaluate the 

adequacy of interpretations of behaviour or social trends. " 

Moreover, it is assumed that in Addis Ababa University (section 2.5 Chapter 2 below), 

students in the social sciences are supposed to read intensively and extensively, to take 

notes from their lectures and reading, to compare and con trast ideas and to assess 

opinions and presuppositions. In most instances, students perform such learning tasks 

individually . It is assumed that lecturers 'allow' students to follow thei r preferred styles 

and strategies of learning and to pursue knowledge in a way each student wanls and is 

able to. It is al so assumed that in the social sciences, lecturers indicate to their students 

that there may not be only one way of looking at things, and that interpretations of 

phenomena may change from time to time and from individual to individual. It is taken 

for granted that lecturers do not take themselves as the sole source of knowledge and that 

students are not supposed to 'take' from thi s knowledge verbatim from their classroom 

lectures. In fact , research based on classroom language learning lessons indicates that 



"no matter how well the teacher does his or her job, what any learner can learn from 

each lesson will depend on what happens in the course of the classroom interaction, and 

on whether or not that learner bothers to pay attention to the different learning 

opportunities that arise" (Allwright and Bailey 1991 :22). All these classroom language 

learning activities depend, among other things, on what each student brings to the 

learning situation - both the knowledge of the process and the competence to utilize this 

knowledge (Gamer 1987; Ellis and Sinclair 1989). 

It has been pointed out that English is the medium of instruction in Addis Ababa 

University (section 2.2 and section 2.6 Chapter 2). Service English courses were initially 

introduced to last a few years to help those university entrants who needed to improve 

their English so that they could follow their academic courses effectively (section 2.5; 
. 

Jarvis 1969). Currently, it is assumed that in order for university students to operate as 

students of higher learning in English, Addis Ababa University students are offered a 

three semesters of remedial English course as "an aid to improving the students' 

academic efficiency in their university studies." It is admitted that the service English 

course books are meant to provide "a review and revision of the ground rules of English 

grammar" (Conroy 1985: introduction). Apparently, this statement reflects the basis of 

the development of the courses and the major learning objectives of Freshman English. 

It is assumed that if students are taught the ground rules of English grammar, they will 

master the language which eventually helps them to cope with their academic 

requirements. 

Nevertheless, current research (section 2.5 and section 2.6 Chapter 2) confirm s that the 

assumption that the current three semesters' remedial English work would enable students 

to effectively pursue their academic work in English is not borne out by facts. It is 

common knowledge that most students cannot adequately cope with the academic 

demands of the university . Most students are poor readers (section 2.6 Chapter 2 below) 

and seem not to benefit much either from the lectures or the course books of the service 

English courses. In fact, it is paradoxical to learn the fact that quite a number of tirst 

year students find it difficu lt to pass the service English courses that are meant to help 

the very students thought to have difficulty in learning their academic courses. It is 
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alleged that most first year drop outs are likely to be those who have at least an F score 

in Freshman English (section 2.6 Chapter 2). Similarly, students have the ' wrong' 

impression, possibly encouraged to assume as such by the limited classroom learning 

experience they have had in schools, or probably, by the entire educational system 

(section 2.2, section 2.3 and section 2.4 Chapter 2), that the Freshman English course 

books contain all what they are expected 10 learn to pass the service English courses 

(section 5.2 and section 5.3 Chapter 5 below; Appendix 3). It is not uncommon to 

observe that students treat their academic course books , including the service English 

course books, as consisting of most of what they are supposed 10 know and not what they 

may like 10 know or to learn (section 5.311 Chapter 5; Appendix 3.12). 

Two basic assumptions could be made about this. Firstly , students' assumptions of what 

they are supposed to know may not necessarily be the same as what lecturers may expect 

their students to know (as stipulated in the educational objectives of the university -

section 2.4 Chapter 2). A problem is likely to arise when students are certain that they 

know what they are supposed to know and act accordingly and yet fall short of what is 

expected of them specially regarding the level of competence in reading in English. 

Secondly , as it is indicated above, students may assume that what they are supposed to 

know in a particular course is all what is in a given course book for that course (section 

5.311 Chapter 5; Appendix 3.12). It seems that this is the reason why students insist on 

using the only prescribed text books for the Freshman English courses, and most of them 

seem not to bother to develop, for instance, their linguistic ability by doing extra reading 

in English. Though it is not denied that there are certain things that an institution expects 

its students to know, such as those outlined in the form of course requirements, Addis 

Ababa University, by virtue of its being an institution of higher learning, is established 

to facilitate research and disseminate appropriate knowledge (section 2.4 Chapter 2). 

This requires both staff and students to look for possible sources of knowledge, to 

investigate, compare and contrast phenomena, to examine available information from 

different points of view (and not necessarily the position the course book writer wants to 

propagate) , and more significantly, to foster independent methods of inquiry . 

Various factors might have contributed to the students' poor performance in Engli sh. as 
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indicated above. Research undertaken at different ti mes indicates that most studen ts have 

not been successful in reading in English (Lee 1968; Langmuir 197 1; Gebremedhin 

1991), find their course books very diffi cult to read (Tsegaye 1981; Mendida 1988; 

Appelldix 1.2), and their lectures very difficult to follow (Haile Michael 1988; Hicks 

1989). Most lecturers complain about thei r students' inabi lity to write their assignments 

in correct English. They believe that their students do not read as effectively and as 

much as they should (Appendix 3.2). Despite the fact that the service English courses 

were introduced "to improve the students' ski lls in following textbooks and lectures in 

other subjects and to encourage thoughtful and logical expression in their second 

language l
" (Mosback 1977:314) current findings indicate "that general 'backup' courses r­

in service English are largely a waste of resources" (318). 

Two points could be raised to put the issue in its ri ght perspective. Firstl y, it should be 

decided whether it is sti ll necessary to keep the service Engli sh courses in the uni versity. 

If it is decided that they should stay, then other EL T related questions, (such as 

developing appropriate course materials , selecting suitable approaches to EL T in the 

university, and developing ELT syllabus) can be tackled. Secondly, the service Engl ish 

courses should be defined in light of the presen t English language teaching situation 

(section 2.3 Chapter 2) in the schools. This entai ls the investigation of the general 

linguistic background of the students, the basic requirements of the academic courses -

both systemic and schematic knowledge - and the reorgani sation of the service English 

courses to meet individual needs. As pointed out above, language courses thai do not 

meet these fundamental requirements are certainly a was Ie of manpower and resources . 

As indicated above, it has now become apparent that there is a gap between students' 

reading ability in English and the quality and level of reading their courses and course 

books require. Though it is claimed that the service English courses are taught to bridge 

this gap, it seems, as indicated above, that they are not effective in achievi ng that goal 

'It is to be understood that Engli sh is now considcfl!d as a foreign language rather than a second 
language in Ethiopia despite the fact that it is used as a medium of instruction in both secondary schoo ls 
and institutions of higher learning . Recent research (McNab (989) contirms Ihal studenls and leachers alike 
in secondary schools find it di ffi cult to op<Orate in Engli sh , and it is reporlcd thai in most inslances, they 
resort to using Amharic, or the vernacular, in classroom lessons. 
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(section 2.6 Chapter 2). As some researchers claim, serv ice Engl ish courses remalrl 

ineffective if they are limited to providing exercises on form al items believed to be the 

sources of common learner errors. In other words, "treating the advanced learner' s 

errors through remedial teaching may be doing no more than treating the symptoms and 

ignoring the causes" (Ellis 1987:71). The identified gap is not likely to be bridged by 

remedial courses, such as the service English courses in their current format. It is argued 

that service English courses should be designed in a way they can promote learner 

involvement in the process of language learning. In other words, as Dickinson (1987:2) 

argues, service English courses should not be "beset by techniques in which the tail wags 

the dog." Learner variables should be given the priority in selecting effective techniques 

of developing communicative competence in order to engender independent learning . In 

line with the basic objectives of Addis Ababa University, they should be designed in a 

way they allow for the training of learners towards autonomy . [t is hypothesized that 

learner involvement could be facilitated through indi vidualised learn ing . [ndi vidualisation 

could allow learners to develop their language learning capac ities . As it is argued 

(Allwright [988), individualisation of [earning is a common characteri sti c of language 

classrooms which can be exploited for the purposes of generating effective language 

learning. In Addis Ababa University, students are supposed to do a lot of reading in 

class, on their own , to take notes in class and from reference materials, and undertake 

independent work in pursuit of academic knowledge. Such stipulations, if realized , 

constitute the groundwork for individualised reading in English for academic purposes. 

Researchers emphasise that effective reading is only possible when the reader has the 

appropriate background knowledge of the material to be read (Carrell 1987:46[). Smith 

(1982) defines background knowledge as constituting knowledge of the world, the reading 

process, and knowledge of the language used. Some schema theorists assert that 

knowledge structures or schemata, for instance, necessary for effective reading 

comprehension constitute content and formal schemata (Carrell 1987) or schematic and 

systemic knowledge (Widdowson 1983) . The former refers to the knowledge of the 

subject matter, and the latter to the knowledge of the language.: It has been indicated 

above that the service English courses are meant to develop the latter on the common 

assumption that if one knows the language, one can read fluently (section 3.2 Chapter 3). 
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However, it is argued that the service English courses have not done much to help 

students develop their background knowledge in order to become effecti ve readers 

(section 2.6, section 2.7 Chapter 2, Appendix 3.2). Some researchers suggest that it 

would be helpful to establish whether it is a linguistic or a reading problem (Alderson 

1984). At the lower levels, it is claimed that there is evidence that it is basically 

linguistic (section 3.2 and section 3.3 Chapter 3). Others object the idea that a threshold 

of language learning is essential for reading comprehension to occur. They argue that 

"when instructional strategies make use of their students' extra-linguistic deficiencies , 

readers can offset their linguistic deficiencies" (Swaffar and others 1991:57). Similarly, 

Bloor (1985) states that it would be misleading to assume that all native speakers are 

necessarily good readers in their language. Thus, though it is essential, lingui stic fluency 

alone does not necessarily result in reading fluency in the given language. An 

appropriate approach' to help students develop their reading ability should be sought. , 

It is argued that the mere teaching of linguistic items, as the service English courses do , 

does not promote effective reading. It is apparent that students' mastery of the language 

and knowledge of the reading process is so low that the service English courses, at least 

in their present form and content, cannot substantially help students to become better 

readers in English for academic purposes. The courses are limited both in content and 

approach . Their content provides an explanation of a few selected grammatical items, 

assumed to cause learning difficulties, mostly with structu ral exercises. The courses do 

not provide much to help students to develop their ability in the macro-skills of listening, 

reading , speaking and writing. Regarding the common approach employed , in a typical 

Freshman English class, a teacher explains a language item (usually reads the notes 

provided in the prescribed course book, or does all the reading passages for students and 

dictates answers), asks students to do the exercises that follow and, later, provides the 

answers . The role of the students is usually limited to doing any assigned exercises (and 

they have to be assigned to do the exercises the teacher wants them to do). 

'Anthony (cited in Altwright and Bailey t 99 t :8) distinguishes the difference between approach , lIIe/hod 
and technique. He states that an approach is a philosophy of l anguag~ and learning that provides the 
theoretical underpinnings of language teaching. A method is a systemati c co ll ection of acti vities and 
procedures which are derived logically from the approach . Techniques afe various acti vities impk mented 
during a lesson, which st'ern, in turn, directly from the method chosen. 
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1.11 Teacher-student roles 

In a typical Freshman English class the teacher is at the centre of the teaching-learning 

process. Helshe is the source of the necessary knowledge, asks students to do 

assignments and marks their work. Helshe sets the parameters of ' right' and 'wrong ', 

and the learners should follow. Helshe lectures and students take down notes to be 

studied and, in most cases, to be provided verbatim as answers during examinations (for 

the criticism of this posture see Freire cited in Rogers 1983). As Altman (1980:8) 

indicates, in such a pedagogical paradigm, 

all the elements of the course are fixed and inflexible, and have been established 
by the teacher or textbook author with no direct knowledge of, or concern for the 
particular characteristics of the learners in a specific classroom . The course has 
been designed to cater for the learning style of a hypothetical model learner, and 
whatever adaptation occurs is on the part of students enroled in this course who 
are expected to adapt themselves as much as possible to the characteristics of the 
hypothetical model. Those students who are able to approximate the model stand 
a good chance of success. Those students whose learner characteri stics deviate 
too drastically from the model are given little encouragement to continue. 
Although teachers may attempt to provide remediation for learners who cannot 
adapt to the model, the inherent inflexibility of this pattern ultimately dooms such 
learners to failure or exclusion. 

It seems that it is this inherent inflexibility that makes students to believe that the service 

English course books are extremely essential for success in the Freshman English 

examinations. As indicated above, both teachers and students feel that the course books 

have permanence (that is, they are there to be rigidly followed without any alteration, 

according to official prescriptions - they indicate the syllabus, the content and the 

methodology to be followed), and contain all what is required to be taught and learnt for 

success in the language tests (Appendix 3.12). 

This approach presupposes that the teacher knows and the students are supposed to learn 

what helshe willing to impart to them . It also disregards the essential contributions of 

the learners to the teaching-learning situation and contradicts the fact that the students' 

background knowledge is essential for effective language learning. It has been argued 

above that the development of both schematic and systemic knowledge is essential for 
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effective reading instruction. However, the typical service Engli sh classroom is 

inherently inflexible to allow favourable learning environment to enhance learner 

autonomy . A common argument advanced in support of the above teaching-learning 

paradigm is derived from the wrong conception about the relationship between learning 

and teaching. 

1.12 Teaching-leaming relationship 

The basis of the service English courses seems to be that whatever is taught is learned 

(section 2.7 Chapter 2 and section 4.1 Chapter 4 below) . Riley (1 987:75) argues that 

"teaching and learning are separate activities and ... they are not in a cause-effect 

relationship; teaching does not make learning happen. " Despite thi s, it is a common 

understand ing among teachers and admini strators that the teacher should cover all the 

units in the specified course books; otherwise students cannot learn them or they cannot 

be held responsible for learning them (section 4 .1 Chapter 4). Thus , learning is defined 

as the mere 'mastering' of selected formal items specified in the language course books. 

As pointed out above, the teacher's responsibility is to teach specific language item s, and 

the learners' task is to ' learn' them , and prove that they have learned them when they are 

tested. Rogers (1983) and Altman (1980) clai m that thi s postu re wrongly assumes that 

the teaching-learning process is circumscribed to a mechanical give-take and retu rn 

activity. In simplified terms, the teacher 'gives out' items of knowledge, the student 

' takes ' these and returns them when the teacher wants them back. It can be said that this 

could be one possible reason why there is an overemphasis on covering the units in the 

service English course books in goocl time for examinations (section 4.1 Chapter 4; 

section 5 .311 Chapter 5). Rogers (1983:120) argues that "this notion of coverage is 

based on the assumption that what is taught is what is learned ; what is presen ted is what 

is assimilated . I know of no assumption so obviously untrue. " 

Learners are taken not as individuals with different learning needs , wants and lacks (as 

Altman 1980: 11-2; Allwright 1982; Carver 1984 indicate) but as a group to take up what 

is taught in the same manner and depth. As indicated above, teaching is again reduced 

to telling. Learners are ' told' and not 'taught' (section 2.6 and section 2 .7 Chapter 2, 
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section 3. Chapter 3). Abebe (1987) argues that 'teaching' and 'telling' are two different 

things, and education has nothing to do with telling. Widdowson points out that training 

and education are at the opposite ends of a continuum, the latter mostly concerned with , 

for instance, teaching language for academic purposes (1983). Education is concerned 

with the creation of the whole person, a person, as Rogers (1 983) argues, who has 

learned how to learn. 

-
It is a common bel ief that the teaching of discrete language items or structures helps 

learners to develop their ability to function in that language, and, subsequently, to help 

them become fluent readers. This belief has given ri se to various attempts to simplify 

aspects of usage to avoid language diffi culty or complexity. Freshman English course 

books are based on the assumption that the bulk of the language lesson should be devoted 

to expounding aspects of usage and not use (section 2.3 and section 2.5 Chapter 2). As 

Widdowson (1990: 113) poin ts out 

a structural approach to language teaching lays emphasis on systemic knowledge 
and makes the assumption that once thi s is acquired the learners will discover for 
themselves how it is put to use in communication. Classroom activities will tend 
to be those focusing attention on deciphering rather than on interpretation by 
indexical inference. Language di fficulty wi ll generally be measured in terms of 
decipherability, the problem of which can be eased by reducing the symbolic 
complexity of the text. 

It is indicated that the emphasis on teaching aspects of usage or linguistic items, or even 

the simplifying of a text , is thought to help learners to develop their communicative 

competence. Nonetheless , the teaching-learning process based on these assumptions has 

failed to produce independent learners as stipulated by the basic objectives of higher 

education in the country (section 2.5 Chapter 2). Most students are not able to read, for 

instance, as well or as much as required by their academic studies . The gap between 

students' reading ability and the readabil ity of their course books is apparent in most 

social science classes (section 5.2 and section 5.3 Chapter 5). 
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1.2 Objecti ves of th e study 

This study, having examined the academic problems related to reading in Engli sh at the 

University (section 2.5 and section 2.6 Chapter 2 below), investigates a possible approach 

to develop students' reading ability in English for academic purposes. The approach is 

based on the assumption that individualising reading instruction promotes 

(a) the development of the appropriate background knowledge essential for 

reading comprehension in English (section 3.2223 Chapter 3), 

(b) individual participation in the teaching learning process (section 3.3 Chapter 

3), and 

(c) independent learning which is what is stated as desi rab le in the institutes of 

higher learning in the country (section 2.4 Chapter 2; sec tion 3. 3 Chapter 3). 

The study, which is designed to meet individual learners' needs , proposes the use of 

individualised reading in order to develop learners' background knowledge and generate 

learner autonomy. The assumptions underlying the study are in harmony with the 

principal educational aims of the University (section 2.4 and section 2.5 Chapter 2 

below). The individualised reading programme which is designed to help learners 

develop their background knowledge (essential for reading in Engli sh for academic 

purposes) by encouraging them to be aware of the reading process and reading strategies, 

is based on the following major assumptions (section 3.3 Chapter 3). 

1.21 Learner differences 

It is assumed that the first year students are different in their styles and rate of learning 

as they are al so different in their cultural and linguistic background and what they bring 

to the learning environment (section 2.2 Chapter 2, section 4.2 and section 4.3 Chapter 

4 below). Researchers on individual differences assert that learners are also different in 

what they bring to the learn ing situation (Skehan 1989 ; Ell is and Sinclair 1989; Dicki nson 

1987). It is ' essential that a learning environment be created to accommodate the basic 

differences so that learners could take the initiative to exploit their preferred styles and 
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rate of learning to develop their ability to read in Engli sh for academic purposes (Ho1ee 

1980:30- 1; Brindley 1989:75; Riley 1987 ; Altman 1980: 11-2). However , this does not 

imply that learners will not be exposed to effective strategies of learning to read and 

reading to learn . As Dickinson (1987: 1) recommends, the stud y is based on the be lief 

that some sort of greater flexib ility can be adopted in the service English classroom s so 

that for instance, "teachers teach only part of the time, and the remaining time is devoted 

to facilitating learning in other ways; so that learners with special needs, whether in 

terms of aptitude, purposes, or in terms of thei r own availability, can be catered for; and 

so that every learner's right to self-direction is respected." 

1.22 Learner autonomy 

It is understood, however , that all learners may not like to take the responsibility for their 

learn ing . Some ask for teacher 's guidance in identify ing what to learn and how to learn 

(section 5.21 Chapter 5; Appendix 3.1, Appendix 3.2). However , as sti pu lated in the 

educational objectives of the university, whatever teacher gu idance is provided should 

facilitate independent learn ing and the learning of how to learn to read in English fo r 

academic purposes. It would be misleading to assume that it is an end by itself. It has 

been mentioned above that the typical Freshman Engli sh class is teacher-dominated. The 

teacher' (or rather the Freshman English Testing Committee) decides what units to 

cover, how to cover and how to evaluate student performance. In most instances, the 

teacher picks up the selected a unit, explains the items (mai nly li ngu ist ic) , asks students 

to do or skip the exercises that follow and, then , marks students' answers or provides 

answers he/she thinks appropriate (section 4 .341 Chapter 4 below). 

The individualised reading programme is based on facilitating learner participation in 

selecting what to read and how to read both in class and outside. However , as indicated 

in section 5.21 and section 5.31 , due to the contemporary teacher-student expectations, 

)When a reference is made to the teacher, it is implied that the tcacha rep resen ts the authori ty , whdher 
it is the Freshman Engli sh Testing Committ"" (in this case), or o therwise. It is also intended to indi cate 
that learning decisions are not made by the language k amer. So, the reference is not necessarily to the 
individual Freshman English lecturer, but to all lecturers as operat ing accord ing to institut ional expecta tions. 

11 



the programme has suggested the use of selected read ing packages, that is the ELSIP and 

the SRA reading materials, for learners to learn to read in English for academic purposes . 

Learners are encouraged to select appropriate reading cards or books from the collection, 

exercise and develop their reading competence using these materials and to be able to 

assess their performance in order to define what they need and what they lack 

objectively. Such a process of learning by doing is believed to generate learner 

responsibility for one's own learning to read for academic purposes. 

1.23 Leamer training 

Dickinson (1987:2) argues that learners do not become self-direc ted and "achieve 

autonomy by being told to , nor by being denied conventional class teaching" (section 3.4 

Chapter 3). Thi s is likely to frustrate any learning. In fact, some students prefer teacher 

direction (str. 3.1267 Appendix 3.12, for example). But, it is argued that teacher 

direction can be taken as part of the process of learner training, and not as an end by 

itself. It should be exploi ted in such a way that it engenders learner independence and 

learner directed learn ing. As Elli s and Sinclair (1989) , Holec (l980:30ff), Allwright 

(1982), among others, argue, as a language learning and teaching approach, 

individualisation does not imply denying the learner to learn from the teacher or from 

other students. It is recommended that learners should get the appropriate guidance from 

the teacher, the materials and other learners. 

However, the study is based on the philosophical assumption that no knowledge is 

permanent, that is , today's knowledge about something may be proved to be wrong 

tomorrow, and that effective learning constitutes learning how to learn. As Rogers 

(1983: 120) points out, the educated person is the one who has learned how to learn or 

to adapt to change. He states further by indicating that the educated person is the one 

who has realized that no knowledge is secure, that only the process of seeking 
knowledge gives a basis for security . Changingness, a reliance on process rather 
than upon static knowledge, is the only thing that makes any sense as a goal for 
education in the modern world. 
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The study emphasizes developing the awareness of the process of learning to read (and 

not merely the spelling out of a recommended 'dosage' of reading ski lls or strategies to 

be learned and applied) and encouraging the use of effective reading strategies not on ly 

for the purpose of passing reading tests in Freshman English but also developing the 

ability to apply them in the other academic courses. Basically, this is what should 

identify the serv ice English courses from the other social science courses. As language 

service courses, they should enable students to learn appropriate reading strategies so that 

they could effectively use them to learn or read their other academic courses. Currently, 

the service English courses are handled in the same manner as the other social science 

academic courses. 

1.3 The scope of the study 

The pilot study was based on the first year social science students of the 1989-90 

academic year. The experiment was undertaken in the second semester of the same year. 

It lasted for four months. Six sections (out of the twenty one social science first year 

sections), involving about one hundred and eighty students, were selected for the study. 

At the end of the study, two of the six sections, one control and one study, did not take 

the post tests for reasons described in section 4.1 and section 4.2 Chapter 4 below. The 

results of the pilot study are analyzed in section 5.2 Chapter 5. 

The mam study was undertaken in the 1990-9 1 academic year. Thirteen out of the 

twenty one sections of the first year social science students (section 4.3 below) were 

selected using the criteria discussed in section 4.1 Chapter 4. The thirteen sections 

included about 420 students. About 210 students were assigned to constitute the study 

group. The remaining were considered as control. Both studies operated under the 

following constraints: 

1.31 Administrative constraints 

The administrative staff concerned with freshman courses felt that it was illegal to use 

different sets of teaching materials other than the officially prescribed ones in the serv ice 
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English classes. Another point of objection was that the time allotted fo r the teaching of 

the grammatical items specified in the two course books was not enough. It is indicated 

in section 4.2 and section 4.3 Chapter 4 that two hours in a week were allotted to the 

reading lab and one hour per week was assigned to the classroom discussion . It was 

made clear to the authorities that during the discussion classes students would be advised 

to cover the Freshman English course book and to do exercises similar to those in the 

course books and Freshman English test papers. This was mainly done to convince the 

authorities that the students were learning Freshman English and not another subject, and 

that they were appropriately being prepared for the conventional Freshman English 

examination. This is discussed in detai l in section 4.1 and section 4. 2 below. 

1.32 Staff-student attiJude 

The study recommended what was considered to be unorthodox by some lecturers and 

students (section 5.31 and section 5.4 Chapter 5). Thei r fears were mainly based on two 

factors: the study recommended a different set of self-access materials for developing 

reading ; it also relegated the standard Freshman Engli sh lOlA and Freshman English 

IOIB course books to become supplementary materials for developing learners' 

grammar awareness. Thei r fears were made worse by the stance the social science 

Freshman administrative staff took regarding the study (section 2.4 Chapter 2 and section 

4.1 Chapter 4 below). Thus the study had to make some compromises. Lecturers were 

allowed to recommend the 'discussion' of the grammatical items specitied in the books 

during the discussion sessions as outlined in section 4.23 and section 4.34 Chapter 4. 

1.33 Time constraints 

It has been pointed out in section 4.1 Chapter 4 below that the study sessions had to fit 

into the official schedule of the first year students. More time could not be devoted to 

the individualised reading sessions despite the need for such a programme to prove to be 

effective within the limited academic year. Moreover, one of the major factors for 

selecti ng sections for the study was based on the suitability of the students' Freshman 

English schedule to allow them to use the Spoken English laboratory when it was free. 
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This had to be worked out to avoid any clashes or inconveniences. It was not al lowed 

to make any changes in the schedule of the first year students (section 4.1 Chapter 4). 

The constraint of time may also have a strong bearing on explicit change of behaviour 

as a result of learning. Despite the fact that learners differ in their rate of learning and 

some may learn fast, in most cases time plays a significant role in the learning process. 

Learning is related to exploring and trial-and-error (section 5.1 Chapter 5). All this call s 

for the availability of adequate time for exploration and experimentation in the process 

of learning (Geddes and Sturtridge 1982:2f, Holec cited in Tumposky 1982: 11-3). 

Both the pilot and study were limited to one semester or four mon ths each (section 4.2 

and section 4.3 below Chapter 4) . Learning outcomes in such a short period of time 

migh t not be sign ifican t though it is anticipated that there would be conspicllous 

attitud inal changes (section 5.1 , section 5.21 and section 5.31 Chapter 5). 

1.4 Research design and methodology 

The study focused on first year social science students. It had two stages. The first was 

the pilot study conducted in the second semester of 1989-90 academic year. This was 

mainly planned to trial the design of the study and the materials - the self-access materials 

- intended for the study. The second was the main study conducted in the first semester 

(originally planned to last two semesters but di scontin ued due to sudden closure of the 

university in the second semester of 1990-9 1 academic year (sect ion 2.4 Chapter 2 

below). Both studies were constrained by the variables mentioned in section I. 3 above, 

section 4.2 and section 4.3 Chapter 4 below. The selected population was categorized 

into study and control in both studies (section 4.1 Chapter 4). 

The materials selected for the individualised reading sessions were the Engl ish Language 

Self Instruction Package, ELSIP for short - a package consisting of graded readers with 

tapes produced by various ELT publishers and suitable as self access materials and the 

SRA reading package 3a (1 985 revised ed ition). The former was lIsed with the pi lot 

group and the latter with the corpus study group (section 4.2224 and sec tion 4.335 
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Chapter 4 for the description and utilization of these materials) . 

The test package for all groups for pretest and post test con sisted of the following: 

a. two sets of questionnaires on students' awareness of the reading process, and 

on their reading habits and sty les . This is explained in section 4. 331 Chapter 

4 below. The results are discussed in section 5.31 Chapter 5. 

b. two sets of general English language ability tests drawn from earli er test papers 

of Freshman English lOlA and Freshman English IOIB as explained in section 

4.332 Chapter 4 below. The test results are indicated in section 5.22 and 

section 5.32 in Chapter 5. 

c . two sets of cloze tests to establish the readability levels of the first year course 

books as described in section 4.223 and section 4.333 Chapte r 4 below . Section 

5 .22 and section 5 .32 Chapter 5 analyze the effect of the approach on studen ts' 

performance in the cloze tests, that is , whether or not the approach has enabled 

the students to read their course books without any proble l11 s. 

1.5 Hypotheses 

The study is launched to try a possible approach to developing students' reading ab ili ty 

so that the gap between first year students' reading ability and the readability of their 

course books could be substantially and effectively reduced. Thus thi s would enable 

students to function more efficiently as university students. The underlying assumption 

of the study, based on the research findings cited in section 2.5 and section 2.6 Chapter 

2 below, is that the students' background knowledge (both systel11ic and sche l11 ati c 

knowledge) is deficient due to problems in the educational system (section 2 .2 and section 

2.4 Chapter 2) and the remedial English courses, in their present format and content, 

could not help students to cope with the academic demands in the university. 

The study assumes background knowledge in its narrowest sense by deri ving it from the 

apparent objective and immediate needs of the students . Background knowledge is 

circumscribed within the boundaries of general Engli sh language improvement , read ing 
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comprehension development, and increased awareness and appropriate use of the reading 

process and reading strategies respectively. The study is thus designed to measure any 

significant improvements in these elements. 

In other words, it is hypothesize{! that at the end of the study besides the apparent but 

unmeasurable changes in learning behaviour, students will make significant improvements 

in the following : 

a. general English language ability as measured by the Freshman English lOlA 

and Freshman English !OIB test papers (the results are indicated in section 

5.223 and section 5.323 Chapter 5), 

b. reading comprehension ability as indicated on the Cambridge University Local 

Examinations Syndicate First Certificate in English (the results are discussed 

in section 5.221 and section 5.321 Chapter 5) 

c. readiness to cope with the academic course books as shown on their 

performance on c10ze tests drawn from their academic course books (the 

readability test results are discussed in section 5.222 and section 5.322) , and 

d. awareness of the reading process and the use of appropriate reading strategies 

for academic purposes as indicated in the responses of the students to the 

questionnaire on reading, and the various staff and student reports on their 

experience (responses to the questionnaire on reading skills and strategies are 

indicated in section 5.21, section 5.31 and section 5.4 Chapter 5). 

1.6 Contents of the study 

The recommended approach to reading instruction in English for academic purposes in 

the first year programme of the Addis Ababa University is designed in such a way that 

it responds to the major learner variables. These variables are supposedly the products 

of the socio-cultural and linguistic diversities of the country . It is implied that the 
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students join ing the university come wi th these and other variables. These variab les, it 

is believed, may affect the teaching of Engl ish in the country. The geographical, 

hi storical and socio-cultural diversities have affected the objectives, patterns and, 

subsequently, the quality of the educational system in the country in general and the 

university in particular. Chapter Two surveys the role of English language teaching in 

the educational system in the country. This chapter is concluded by citing the relevant 

literature on the service English courses in the university and recommending a study to 

be made on better and more effective approaches to reading instruction within the limits 

described. 

The search for a possible approach for effective reading instruct ion is made by citing the 

relevant theoreti cal constructs of applied linguistics (Kennedy 1989:xi) . Chapter Three 

contextualises the major assumptions of the study . It surveys the appropriate theories of 

reading and the individualisation of instruction in English language educat ion . The 

chapter concludes by suggesting the design of a course of study to develop effec tive 

reading in English for academic purposes. 

It is hypothesized that individualised reading instruc tion results in improvement in 

students ' reading comprehension ability, general English language ability, the ir readi ness 

to cope with the academic studies, and their awareness of the reading process and the 

appropriate reading strategies. Chapter Four describes the design of the study , both of 

the pilot and main study, the reading materials used for individualised reading, and the - ' 
tests employed to establish whether or not students in the study group have become 

effective readers. The chapter also features the major constraints encountered in the 

selection of the students for the study and in conducting the experiment. , 

The results of the tests administered to establish whether or not students in the main study 

have improved in developing their reading ability - reading comprehension , reading levels 

of the course books, linguistic proficiency - as a result of the approach used is discussed 

in Chapter Five. Chapter Five also consists of the comparison of the students ' responses 

to the questionnaire on reading before and after the study, and in this chapter, an attempt 

is made to highlight the changes in students' conceptions about the reading process and 
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reading strategies in light of the approach used. Students' and in structors' attitudes to 

individualised reading and learning is also included in this chapter. 

Chapter Six summarises the theoretical constructs underpinning the reading process and 

individualisation as an approach to develop students' reading ability in English for 

academic purposes. This chapter begins with a brief description of the salient educational 

problems in the country in general and in Addis Ababa University in particular. It is 

argued that one major source of problem in the service Eng li sh courses is that they do 

not pursue an approach that addresses individual differences both in background 

knowledge, cognitive styles and strategies and learning strategies. They do not build on 

these. This chapter summarises the output of the research in order to justify that 

individualised reading instruction is a possible approach to help students develop their 

systemic and schematic knowledge that is claimed by current research as crucial for 

reading in English for academic purposes (Moran and Williams 1993 , Grabe 1991). 

Finally, the chapter concludes by suggesting some topics, related to the current study, for 

further investigation and study. 
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CHAPTER TWO 

Background of the study 

2.1 Introduction 

Critics of the Ethiopian educational system raise the medium of instruction as one of the 

major causes for the growing decline in the quality of education. It is argued that since 

students are made to learn in English, they are not able to learn as efficiently as is 

desirable. Neither the teachers nor the students, it is argued, seem to find operating in 

English as easy as they might do, for instance, in Amharic (Stoddart 1986). In most 

instances, all the educational drawbacks are attributed to the use of English as a medium 

of instruction. It can also be concurred that the educational system is not in harmony with 

the fundamental needs of the cou ntry . Moreover, it seems that the country cannot afford 

to provide the appropriate funding and running of the country's schools for the ever­

increasing number of children (Rogers 1969; Last 1983). Thus, most schools are crowded 

and usually proper attention is not given to students to learn as efficiently as the resources 

could permit. It is argued that the crisis in education is not only caused by poor financing 

of the education, but also by the fact that a foreign language is used as a medium of 

education (Rogers 1979). 

The most pressing need in the educational sphere in developing countries has been the 

establishing of an appropriate educational system to enhance socio-cultural and 

technological development on one hand and to maintain certain traditions and cultural 

values on the other. Especially after the Second World War, several countries have 

adopted the Western educational system to serve mainly the task of national reconstruction 

and scientific development. Apparently, this decision has an embedded paradmc 

Researchers (Clark 1987) agree that any educational system embodies the socio-cultural 

values of the particu lar society; that is, the purpose of education is usually to promote 

certain social ideals and value systems. For instance, the Western educational system 

promotes Western value systems. Thus, a country importing a Western educational 
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system for national reconstruction and the perpetuation of certain domestic social values 

may discover that the system does not function as planned; that is, it might not help in 

national reconstruction and technological development. The educational system may 

create alienation and disillusion (Teshome 1979, Seyoum 1987). 

Another problem tied to the establishment of a viable educational system is the task of 

selecting a medium for education. In countries where there is a continuity in the 

educational set up, that is, a situation where a country is not forced by circumstances to 

import an educational system prevails, the question of selecting a language for instruction 

may not arise. However, in a country where many languages are spoken and where a 

decision has been made to import, for instance, a Western style of education, the tendency 

is to either adopt the language of the imported educational system or to select the 

dominant local language/s. The former is usually expedient, at least in the short term 

(though there is the danger of overreliance on imported teaching materials and expatriate 

teaching staff as it is evident in Ethiopia specially at the initial stages), and the latter is 

controversial and expensive since it would involve, among other things, the selection and, 

sometimes, standardization of a domestic language/s (Fishman and others 1968) and the 

training of personnel to translate and to write teaching materials in one or more of the 

selected local languages). Apparently, a developing country is not economically strong 

enough to undertake the second option. So, the use of an imported language as a medium 

of instruction in many developing countries may not necessarily be motivated by the 

assumption that the language promises various coveted opportunities for the educated (as 

Rogers 1989 implies), but it may be because the country concerned may not be 

economically and politically ready to substitute it by domestic languages. 

It is believed that the selection of a certain language as a medium for education is usually 

justified, among other things, by socio-political, historical and geographical factors. In 

other words, a given country would be forced to adopt a certain language for education, 

be it domestic or imported, by the historical, geographical, and the socio-political and 

economic factors. McNab (1989:7) states that "language policies for education are ... a 

product of the interaction between national objectives as expressed in the education 

objectives, sociopolitical history, and the language situation of the country." In Ethiopia. 
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~ it has been a long standing policy to promote the use of Amharic in all educational levels 

along with the use of English as a medium of instruction in the secondary and tertiary 

levels. The promotion of a single language in the educational system is believed to 

encourage unity in this multi-ethnic and multi-linguistic country (Markakis 1974). 

With a population of about 43.3 million based on an estimation for 1985 - as much as 

23.3 million dependents (6.9 million youth, 16.4 million school age) and 19.9 million 

labour force (Asmerom 1988:28) - and a GNP per capita of about $110, Ethiopia is one 

of the poorest countries in the world. About 89 per cent of the population is rural and 

agriculture accounts for 50 per cent of GOP, 90 per cent of the export, and provides 85 

per cent of the employment. .11 Tho h agriculture is the main potential resource for 

development, it has remained basically subsistent and consistently affected by a series of 

droughts and famine, poor methods of farming and civil strife that have precipitated the 

dislocation of a large majority of the farming popUlation for many years . The topography,+ 
~ 

of the country sustains nomadic pastoralism, in the semi-arid lowland areas, and sedentary 

farming in the highlands. 

It is to be noted that the country's topography is characterised by rugged terrain and steep 

valleys, and mostly non-navigable rivers that hinder internal transport and communication 

(McNab 1989:41). i Hoy{ever, the country's "mountains have afforded a large amount of -
protection from outside forces and have allowed Ethiopia to develop its social and 

political system in relative isolation" (Schwab 1985:4):kThe isolation was not onl with 

the outside world but also within the regions of the country. Such a phenomenon, coupled 

with other domestic and international factors, has encouraged the sustenance for many 

years the growth of strong ethno-linguistic entities in circumscribed localities due to 

daunting problems of transportation and communication. 

In addition to the t~..p.f..!he country, th~ J!rategic location of the cou_ntry has also I 
contributed to its linguistic diversit . Ethiopia is located on the edge of the fragmentation 

belt of languages that extend from Senegal in West Africa to the horn of Africa or East 

African Highlands (Dalby quoted in McNab 1987:9). Linguists have found out that three 

of the six of the Afro-Asiatic language families (Greenberg cited in McNab 1989:9) 
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(Semi tic , Cushi tic and Omotic language families) are found in Ethiopia. Again these 

major linguistic famil ies consist of about eighty different languages (Trudeau 1967; 

McNab 1989). Although such a linguistic diversity is not uncommon in sub-Saharan 

Africa, language researchers confirm that Ethiopia is unique in the region in the fact that 

it has maintained a long tradition of writing for both secular and religious affairs since the 

time of the Aksum civilisation (that is, the fourth century A.D.) (McNab 1987:9[. 

Pankhurst 1955; Markakis 1974). 

However, as mentioned above, the fact that the country has a long tradition.of writing has 

not helped much to spread literacy in the country. Most of the languages in the country 

do not have writing systems. It is only recently that the percentage of illiteracy has been 

claimed to be lowered (section 2.2 below). In sum, the geography of the country has 

encouraged the sustenance of many languages, the majority of which have no writing 

systems. 

;1 1-99ther factor that has promoted the diverse socio-cultural and linguistic phenomena is 

related to the hi story of the country. Three major historical epochs can be arbitrarily 

established to examine the prominent precedents for the development of the ethno­

linguistic diversities in the country. The fITst epoch starts with the rise and growth of the 

Aksumite civilisation in the fourth century A.D., its demise with the rise of Islam in the 

ninth century, and the migration of the Oromos to the lands of the predominantly 

Christian highlanders (the Amhara and Tigrean population) in the sixteenth century. 

Markakis (1974: 13) states "the Aksumite empire, which flourished on the northern part 

of the plateau for an extended period beginning with classical times, is considered the 

lineal ancestor of Ethiopia." During this era, it seems that there were only a limited 

number of languages spoken. This era is noted for, among other things, the growth of 

Ge' ez literature, the ell:pansion of Islam in the country and the penetration of the Oromo 

to the central and northern highlands. These phenomena accentuated the socio-Iinguistic 

diversity of the country. The empire lost its ports at the Red Sea and the strategic caravan 

routes during the expansion of Islam in the eighth century which terminated the era of 

Aksum as a centre of power. The religious and political phenomenon, coupled with the 

influll: of the 'Oromos to the central highlands, resulted in civil strife and the weakening 
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of the central powe r (Markakis 1974: 14ft, Levin 1965; Trimingham 1965). 

The second epoch ushers in the beginnings of the seventeenth century, when the Christian 

Kingdom was effectively sealed off by the Turks from external contacts, and culminates 

in the beginning of the twentieth century, when the Italians invaded the country in 1936. 

This period is characterised by features of decentralisation and the proliferation of small 

states (Markakis 1974; Schwab 1985), the further expansion of Islam (Trimingham 1965), 

and, towards the end of this period, the major expansion of the state towards the south 

and the incorporation of many ethno-Iinguistic groups, especially in the southern parts of 

the country, and the gradual growth of the power of the central government that was only 

frustrated by the short-lived Italian occupation of 1936-41 (Lipsky 1967:5ft, Markakis 

1974; Pankhurst 1955). Towards the end of this period, an attempt was made to found 

a Western style modern educational system, but it was not made available to the majority 

of the Ethiopian popUlation which remained predominantly illiterate. 

The last epoch can be taken to occupy present day Ethiopia and the developments in the 

country after the 1940's. The fundamental task of the kings that reigned since the end of 

the late nineteenth century was to consolidate power and to dilute ethno-linguistic 

~diversities. Sjostrom and Sjostrom (1983:34) state that one of the most important goals 

of the late emReror, Haile Sellas ie, "~a,-,he-cr&ation-oLa-strollg_central state power, thus -_. --
eliminating much of the power of the regional aristocracy and landowners, as weIl as the 

... - ~ .... 

risk of uprisings in the provinces." 

Thus, it is contended that soon after the liberation, the Emperor's attempts to introduce 

a modern type of education was rather motivated by this objective than by the awareness 

of the impending socio-economic problems and ethno-linguistic diversities of the country. 

To realise this, that is, the perpetuation of a strong centralised power led by a dominant 

ethno-linguistic group, the emperor, according to Sjostrom and Sjostrom (1983 :34) 

"needed a corps of bureaucrats with a modern education, who gave their first loyalty to 

the Emperor. The development of an industrial sector, which was to finance the 

centralisation process, also calIed for a sophisticated state apparatus. Thus a modern 

educational system, especially at the secondary level, became necessary." 
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English language teac hing was , thus, introduced along wilh a modem Westem style of 

education in Ethiopia, a country with a long tradition of archaic feudalism, backwardness, 

and a high rate of illiteracy. "With the liberation of Ethiopia in 1941 ... English became 

the medium of instruction in all government schools, a reflection of the new close ties 

with Britain following the liberation" (McNab 1989:79; Desta 1979; Pankhurst 1955). 

Western education, apparently based on the British educational value system, was more 

or less imported as it was rather than adapted to meet the prevailing needs of the newly 

liberated country that demanded modern infrastructure for reconstruction . Of course, as 

Abbott states, one may claim that "western education systems, along with their values and 

aims, were implanted or imported into countries ... which could well devise more suitable 

ones for themselves" (1989: 16). Whether the imperial government, however, could have 

found its own educational system to further the planned technological development and 

enhance centralised power is a ques tion for speculation. It might also be questionable 

whether the government had the power to make the decision in light of the prevailing 

conditions, immediately before the start of the Second World War. Thus, it is difficult 

to conjecture what could have happened if the government had decided to evolve its own 

unique system of education to produce skilled manpower for the emerging bureaucracy 

introduced basically to facilitate the process of centralisation and modernisation. 

Admittedly, the importing of a Western educational system could have its own adverse 

consequences. In effect, "when a modern western-type of education system was 

introduced into Ethiopia, it was necessary not only to employ foreign staff but also to 

import the textbooks ... (which) were not only written in a foreign language but were also 

reflective of a culture and an environment entirely foreign to the average pupil" (Maaza 

1961: 18). Fassil states that the educational system which was "introduced in the country 

was almost entirely the replica of the European [sic] system]. In 1949/50 close to 90 per 

cent of the teachers were expatriates who came from various countries, including Britain. 

Canada, Egypt, France. India, (and) Sweden. The curriculum. the teachers, and the 

teaching materials were generally imported" (1990: 13-14). Moreover, English language 

teaching for secondary schools was based on the syllabus for London University ' s 

General Certificate of ExamiTUltion at the initial stages (Madsen 1976:489). This has its 

historical precedent. 
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English language teaching in Ethiopia dates back as far as the 1940's when it was 

introduced as a language of instruction in secondary schools. "In July 1943, the 

government established the Haile Selassie I Secondary School in Addis Ababa with some 

assistance from the British Council. The establishment of this school marks the beginning 

of secondary education in Ethiopia" (Fassil 1990). It was about this time that English was 

adopted as a second language for the country's emerging bureaucracy and expanding 

international relations. Ethiopia, then coming of age, needed a language for international 

relations and its choice of English for this purpose was not accidental. As Kennedy points 

out, "policy decisions on the role of English in a country's educational system are not 

made in a vacuum and they will always be related to decision takers' political views" 

(1989:3). The British played a significant and decisive role in the struggle for liberating 

the country from five years of Italian occupation (pankhurst 1955; Desta 1979). 

Moreover, the emergence of America as a world power (and Ethiopia's growing relations 

with America) and the widespread use of English in international relations specially 

during and after the Second World War influenced the imperial government to adopt 

English as the second language for its bureaucracy and as a language of instruction in 

schools. Of course, English language teaching was predominantly based on an imported 

syllabus (Maaza 1961; Trudeau 1967 ; Fassil 1990; Teshome 1990). 

The choice of English as a medium of education was relatively easy to realise as there 

was no school system in operation using a modern language for education except the few 

traditional church and Quran schools that used Ge' ez, now a dead language, and Arabic 

respectively. These traditional schools were limited in all respects and their educational 

objectives, basically religious, did not match with the contemporary needs of the country -

the training of an able elite which would facilitate the running of a modern state and 

expedite the centralisation process. The emperor was able to enlist both British and 

American support to found new schools and to modernize the few old ones (Trudeau 

1967; Desta 1979; Fassil 1990). 

Since then, English has remained as a language of instruction, with modifications in 

syllabus, methodology and teaching materials, despite some recommendations (section 2.3 

below) that it should be replaced by the official language, Amharic (Tesfaye and Taylor 
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1976; McNab 1987; 1989). Rogers (1967) and Stoddart (1986) claim that E ngli sh­

medium schooling and English language teaching in Ethiopia is not informed by the 

specific needs of the country and it is expensive and unjustifiable for the country to run 

its education in a foreign language. 

2.2 Education in Ethiopia 

It is mentioned above (section 2.1) that Ethiopia had some form of educational system, 

wriHen literature and a writing system of its own for centuries. Pankhurst (unlike some 

scholars such as Trudeau) believes that the present educational system is "profoundly 

moulded" by the past. He expounds his argument by stating 

it owes much of its distinctive character to the fact that Ethiopia is the only 
African country to have both remained predominantly Christian for over a 
millennium and a half, and to have preserved its ancient independence throughout 
the European • Scramble for Africa '. Contacts with the nearby Arab world have, 
however, had a strong influence in certain areas, while the activities of 
missionaries of various nationalities and creeds have also at various times had a 
by no means insignificant impact (1976:305). 

The Ethiopian church schools were mostly religious schools that trained individuals to 

serve the Ethiopian Orthodox Church. The education consisted in "the first stages of the 

students career in learning to read, write, and recite a few biblical texts in Ge' ez, ... (the) 

ecclesiastical language" (Pankhurst 1976:305). Pankhurst (307-8), by quoting C.H. 

Walker, a sometime British consul, expresses the type of teachers employed, in the 

following words: 

The teacher may be a priest who is a Liq, or Professor, who knows much learning. 
Some of the Liqawnt [plural of Liq] have a medicine which they give to the boys 
that they remember well. Or he may be an ordinary priest or even a scribe, 
though the scribe they praise not overmuch, for he may work cunning and wander 
here and there round the town. But a priest [or rather the teacher] will sit as a 
judge and will punish the boy who errs, crying: 'Was that what I told thee 
yesterday?, pulling and twisting his ear, tiII he pours forth tears. Thus he will 
learn, perforce. 

Apparently, this description embodies the traditional educational concept of the roles of 
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teachers and student$, the methodology of teaching and the concept and transmiss ion of 

knowledge. For various reasons, most of the students in church schools dropped out but 

the remaining few pursued such fields as church music, poetry, theology, church history , 

philosophy, manuscript writing, and painting. According to Markakis (1974:143), "in 

addition to the exclusively religious curriculum, which includes reading and writing of 

Ce' ez and Amharinya [the official languagel, the student is imbued with the traditional 

values of humility, obedience to authority, and deference for age and rank," considered 

as the fundamental tenets of traditional Ethiopian education. 

It is believed that the church school system started during the Aksumite period when 

Christianity was introduced to the country about the fourth century A.D. (section 2.1 

above). Haile Gabriel (1976:339) states that "the church schools originated in the 'golden 

time' of the Church fTOm the thirteenth to the sixteenth centuries in which literature of the 

Church reached its peak. After the ... seventeenth century, cultural activities declined," 

and so did the church educational system and its capability to transform itself to the 

changing needs of the society ;J,I1d to spread literacy among the population in full scale. 

However, researchers confirm that it remained the sole centre for scholarship for the few 

elite in the predominantly christian population until the late nineteenth century when the 

Western style modem educational system was introduced. 

The Qurallic schools provided similar services for the Muslim communities of the 

country. The schools used Arabic and they taught Arabic letters and reading of the 

Qurall, Islamic cannon law (jiqlt) , Arabic grammar (nalzew J, and the commentaries or 

Ie/sir (Haile Gabriel 1976:339-370). However, it is claimed that "the average rural school 

offers only the most elementary study of Arabic and some desultory reading of the 

Qurall" (Markakis 1974: 143). 

One source of contention regarding the introduction of modem Western style of education 

in Ethiopia is that it was not based on the traditional educational system, especially that 

of the Church, which was not exclusively religious. Some feel that the modem 

educational system has the traditional legacies . of the church (Teshome 1990:69f, 

Pankhurst 1976). However, others, for instance Trudeau (cited in Teshome 1990:69f), 

28 



argue that "these church schools and monasteries ... did not influence the modern 

educational system of higher education." There could be two major reasons for this . As 

Teshome (1979) points out, the traditional educational system was so archaic that it could 

not be redesigned to suit the purpose of establishing a modem centralised power with an 

effective modern machinery to maintain it, though it had remained for centuries as a 

strong tool for sustaining political_ power. It was felt that it was impossible to remodel 

it to playa significant role in the newly emerging socia-economic and political challenge. 

Another reason could be that the Church along with the traditional nobility constituted a 

'threat' to the Emperor's government. A reliance on the Church, which championed a 

conservative outlook and that shared an unchallengeable power with the state for centuries 

(Taddese 1972), for creating a corps of bureaucrats loyal to the Emperor would have been 

unwise and might have frustrated his ambitions to become the uncontested ruler of the 

country (Schwab 1985; Sjostrom and Sjostrom 1983). With the influence of the European 

powers, especially Britain, France and Italy (Markakis 1974:144) from the times of 

Menelik II, Haile Selassie, the emperor, might have thought the European educational 

model was much more convenient and appropriate. Whatever the case may be, soon after 

the liberation in 1941, one of the major reconstruction tasks of the imperial government 

was "the creation of a mass education system capable of providing Ethiopia with a corps 

of educated personnel from all walks of life to replace the traditional nobility in 

responsible posi tions throughout the country" (Lipsky cited in Haile 1976:324). 

Modern education in Ethiopia expanded rapidly specially in urban centres. However, it 

was confronted by a series of impending hurdles. Markakis (1974: I 49ff) points out the 

system suffered from unevenness in many aspects of its development - the glaring 

disparity between urban and rural areas and among regions (Addis Ababa and Shoa took 

the lion's share) , the sex ratio, severe attrition rate, and the shortage of teaching personnel. 

This is also confirmed by Schwab (\ 985:87-8). Trudeau (in Fassil 1990: 12) states that 

the emphasis of the educational system in the 1940' s and 1950' s was academic despite 

the fact that it was adopted to promote technological know-how. He further states that 

Everyone directed his attention to the High School Certificate (either the London 
General Certificate of Education or the Ethiopian School Leaving Certificate) .... 
Commercial, technical and agricultural education were regarded as second class 
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education, rese rved for those who could not make the grade in academic secondary 
schools , or who had to go to work immediately after fini shing their secondary 
education. 

Despite its rapid expansion in the thirty years of its existence, pre-1974 education could 

not emancipate itself from some burgeoning constraints. Fassil (1990) states that the 

participants of the Education Sector Review (which was established to evaluate and 

suggest solutions to the problems of the educational system) asserted the following 

drawbacks of the contemporary educational system: the problem of alienation of the 

Ethiopian youth by reason of an imported educational system (see also Teshome 1990; 

Girma 1992;Seyoum 1987); the elitist and rigid character of the educational system in 

spite of the diversity of the conditions that prevailed in the country; the problem of 

wastage on all levels of education; the inequitable distribution of educational opportunity, 

and the overcentralisation of the educational administration. According to Gilks 

(1975:95), 

the most telling of the criticisms is perhaps the objection to the concentration on 
academic themes, the assumption that all students will progress through the system 
to become bureaucrats; and this in a country where 95 per cent of the popUlation 
is engaged in agriculture or related topics. The curriculum is laid down by 
specialists, often foreigners, who have little or no knowledge of the rural scene, 
and often little or no knowledge of the classroom either. Many of those involved 
in the curriculum planning have not even been teachers . 

Incidentally, it might be interesting to relate whether such an educational legacy had an 

impact on post-revolution education. The objective of using the school as "subordinate 

to the political system and only permitted to change in a direction desired" (Sjostrom and 

Sjostrom 1983:41) continued. The government exploited "education to become a political 

weapon in its struggle to tie the population to its policies" (Schwab 1985:89). Its 

fundamental policy was the consolidation and centralisation of power and the promotion 

of an ideology. Besides serving as a means of the propagation of Marxist-Leninist 

ideology, the educational system was planned to help enhance production. With six years 

of primary, two years of junior secondary, four years of senior secondary and usually four 

years of higher education, the government emphasised polytechnic education and 

endeavoured to discourage an elite educational system. 'The tempo of educational 
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progress was fast. though without a concomitant growth in the national economy (Fassil 

1990: 113). In 1988 in a workshop on population and youth in relation to education and 

employment. it was reported that the literacy attendance rate was as high as 71 per cent 

[sicl. though it could not be claimed that all those who attended literacy classes completed 

their lessons and became literate. It was also claimed that formal education increased 

dramatically as indicated in Table 2.1 below. 

Level no. of schools no. of students'" enrolment rate (per cent) 

primary s. 8323 2.89 35 
junior s.s 1044 0.461 21 
senior s.s. 275 0.380 II 

Table 2.1 Formal Education enrolment in 1988 

source: Report of the National Seminar/Workshop 1988 
Population and Youth in Relation to Education and Employment 

(* in millions) 

According to Table 2.1 above. 35 per cent of all school age children attend the primary 

school. 21 per cent attend the junior secondary school and only II per cent go to the 

senior secondary schools. This percentage decreases substantially in the institutes of 

higher learning. In the 1989 Basic Education Bulletin. the Ministry of Education revealed 

that the average pupiVteacher ratio was as high as 50 in junior secondary schools and the 

average pupiVschool ratio was 1392 students at senior secondary level for 1988. 

Moreover. 98.1 per cent of the pupils enrolled in government schools while only 1.9 per 

cent were in non-government schools (Table 2.2 below). 

Table 2.2 indicates increases in numbers. The increase in student population has not been 

accompanied by increases in school facilities. teacher qualifications and other resources 

(Last 1983; Eshetu 1991 :220). According to Table 2.2. it may not be difficult to envisage 

a typical Ethiopian senior secondary school. Apparently. it would be similar to the one 

described either by McNab (1989) or even Stoddart (1986). Most senior secondary 

schools are crowded and operate on a shift basis. that is. most students usually receive 

half-day schooling. and the average pupil-teacher ratio is mostly more than 50. Most 

schools do not have libraries. It is indicated in Table 2.2 that the government manages 

the bulk of the educational establishment. thus making it easy for the government to 

3 1 



operate a highly centrali sed system and promote its own ideology. The fact that the 

Ethiopian educational sys tem is highly centralised is also confmned by the report of the 

English language teaching country profile of the British Council (1986). Admittedly, 

education in the country has come a long way forward from where it used to be in the 

ratio/ per year type primary j unior sentor 
cent secondary secondary 

average 1974 - 46 32 28 
pupil -teacher 

1988 49 50 41 ratio -
average 1974 - 312 242 726 
pupil-school 

1988 344 436 1392 ratio -

pupils (in 1974 government 75 83.1 91.9 
government 

non.gov't 25 16.9 8.1 and non-
government 1988 government 89.7 90.7 98.1 
schools) in 
percentage non.gov't 10.3 9.3 1.9 

Table 1.1 Comparison of student population in schools in 1977 and 1988 

source: Basic Education Statistics, 1989, Ministry of Education 

1940' s and 1950' s. The old curriculum that came out in 1949 was inadequate and the 

instructional materials were based on foreign experience and they were not "geared to the 

needs of Ethiopians" (Teshome 1979). 

Since 1974 the basic aim of education has been rendered to be less elitist than it used to 

be. More schools were opened to reach the mass of the people though without additional 

resources for the implementation of the educational objectives. Eshetu (1991 :220) points 

out that "education expenditure in Ethiopia up to 1981 represents the largest component 

of social development expenditure, but its relative share of total spending has been 

declining (from 14.4 per cent in 1972, to 9.3 per cent in 1981". In relation to the national 

budget, "between 1972 and 1984 Ethiopia spent on average 20.6 per cent total public 

expenditure on social development, slightly less than the 22.8 per cent average for East 
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Africa region . Moreover, the overall trend has been downward, declining from 24.5 per 

cent of budget in 1972 to 15.7 per cent in 1984" (219). The amount of funds earmarked 

for education for 1985 was Ethiopian birr 319 million' (Asmerom 1988). Apparently, 

this amount could be claimed not to be sufficient for the effective running of the country's 

schools. In fact, most of the money goes to paying teachers' salaries. 

The military government (not unlike its predecessor) emphasized the instrumentality of 

education for social change - education for enhancing production, for scientific research 

and above all, for raising pulitical consciousness (Ministry of Education 1984; McNab 

1989). It is indicated that its policy discouraged elitist education and there is a gradual 

shift of emphasis to polytechnic education. The educational system was planned to 

develop "an all-round profile rather than a narrower academic ability" (Last 1983). 

However, like in the pre-1974 period, educational development was inhibited by economic 

and political exigencies (Markakis 1974: I 54J). 

Despite its plans and attempts to employ education as a means for change and to 

revolutionize the educational process to reach the vast majority of the peasantry, the 

military government was unable to appreciate the profound economic and socio-linguistic 

complications that its plans were bearing. The educational system which was highly 

centralized was affected by intrinsic and extrinsic factors. There were problems in 

implementation, a long-standing characteristic feature of the Ministry of Education 

(Tesfaye and Taylor 1976), and other factors such as economic backwardness and 

stagnation, and political instability (Last 1983) eroding the effectiveness of the planned 

educational system. Besides the widening of the gap between student population growth 

and the growth of the national economy, Fassil (1990) stated that "the working conditions 

of teachers, the reorganisation of the education sector to meet the new demands placer d I 

upon it, the question of the quality of education (and) the problem of wastage remained 

unanswered." Besides, it can be argued that the educational system neither accommodated 

nor responded to the glaring realities of the socio-cultural and linguistic diversities in the 

country. The large classes, characteristic of many schools at all levels , could not provide 

'The currency in Ethiopia. Eth . birr 2.07 was officially equivalent to US $1.00. 
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effective learn ing exposure appropriate to each individual learner. The highly centra lized 

system took the promotion of the ideology in the schools as a priority. Despite these, a 

number of researchers attribute the crisis in the present educational system, among other 

things, to the fact that the medium of instruction is Engli sh . 

2.3 English Language Teaching and Education in Ethiopia 

As mentioned in section 2. 1, the imperial government was obliged to introduce a Western 

type modem educational system. It also adopted the English language as a medium of 

instruction. In the 1947/8 Elementary English Curriculum, it is stated that teaching 

English is essential because foreign teachers all speak English, textbooks for all subjects 

(except Amharic) are only available in English, for the profession s, the first step is to 

pass an examination , and further reading can be done in English (Tesfaye and Taylor ' 

1976:382). 

It is to be noted that the Imperial Ethiopian Government sought help from the British 

Council in 1942 "to set up institutes for teaching English , to provide a library of Engli sh 

books and periodicals , and to procure English textbooks for schools " (TeshoI11e 1979). 

As indicated above, English was adopted as a language of instruction in Ethiopian schools 

in 1944. The British Council helped in getting teaching material s and opening evening 

classes for teaching English . The teaching of English was mostly handled by Indian 

teachers and, later for a few years, by American Peace Corps Volunteers. Teacher 

training institutes were also founded to train Ethiopians to teach in these schools . But 

their training was not specifically to teach any subject. 

I~ the 1947/8 Elementary English Curriculum, it is stated that the aims of teaching 

English, in the order given, included (a) reading and understanding, (b) hearing and 

understanding, (c) speaking the language fluently and correctly, (d) writing correctly and 

clearly. It is reported that the former two are fairly easy to teach, but the latter two are 

difficult. In other words , "for the teacher , reading can be very easy, and oral Engli sh very 

difficult, but with the latter the ' child will learn twice as much.' Thus' if you wish yo ur 

pupils to learn English, you must teach them to speak it' (Tesfaye and Taylor 1976:382). 
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This reflects the contemporary view of English language teaching methodology - the 

preference of the spoken to the written. In 1967, Rogers mentioned the following as the 

basic problems in English language teaching in the country: first, reading aloud was one 

of the commonest English lessons in every grade; second, Indian teachers were not 

introduced either to the EL T problems or to modem TESL methods; third, the 

inconsistency in when to introduce English teaching (despite the Ministry's policy in 1967 

that English should be used from grade 3 onwards, he says it began in grade I, or 2 or 

3 in different schools in the country). The reports of the Curriculum-ESLCE' seminar 

of 1967 supported the above points. As a solution to the problems of teaching English 

in the country, the seminar recommended "an oral approach to language, more extensive 

drill of basic structures and oral practice prior to writing - in the early grades" (Madsen 

1968:4). 

In a conference on secondary education in Ethiopia held on 1-3 May 1962, it was 

recommended that the teaching of English be delayed until grade 3 because it was felt that 

the burden of having to learn a foreign language for young children at an early age was 

too much. It was also recommended that "audio-visual methods of teaching should take 

the place of the literal-grammar translation method. Language should be taught in the 

order: listen, speak, read, write" because, it was felt, "this was the way the mother tongue 

was acquired" (Tesfaye and Taylor 1976:389). The 1963/4 Secondary English Curriculum 

dictated that the general aims and purpose of all English teaching was, among others, to 

increase the proficiency and accuracy in spoken and written English, to increase fluency 

in speech and reading, to improve pronunciation and intonation, and to introduce students 

to good English literature (392). No mention was made regarding the use of the language 

for academic purposes or adopting an approach to suit the basic linguistic needs of the 

learners as individuals preferring different styles and strategies of learning the language. 

with different background knowledge and learning needs. The emphasis on the spoken 

testifies the contemporary approach to language teaching and reading was considered as 

having secondary importance (section 3.2 Chapter 3). 

~c Ethiopian School Leaving Ccruncatc Exami nat ion . 
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Asfaw and Murison-Bowie (1976:4 15) li sted a series of books widely distributed and 

recommended by the Ministry of Education and Fine Arts before the introduc tion of a 

series of English textbooks popularly known as the New Oxford English Course Ethiopia 

(NOEC Ethiopia) - an adaptation of the New Oxford English Course East Africa. The 

books recommended for elementary school curriculum included The New Metlwd Readers. 

Primer, Readers 1-7 by West (1947), New Method Composition Books 1-5 by West 

(1940), Self-help Exercises Books 1-3 by French (1938), A Pictorial English Grammar 

Parts I and "II by French (1949), Fundamental English by Ballard (1943), An Enfilish 

llighway Stage 1 by Moon and McKay (1938), Simplified English Grammar by Ripping 

(1935) and Learning To Speak By Speaking Section 4 by West (1937). The list for the 

secondary school curriculum included The New Method Readers Reader 5 and 

Companion, Reader 6 and 7 by West (1947), Fundamental English, Second Series I-IV 

by Ballard (1943), Through Speech To Writing I and II by Glassey (1947), The 

Groundwork of English Composition by Glassey (1940), The Groundwork of Precis by 

Glassey (1938), Outline of English Grammar by Nesfield (1950), and Composition 

Exercises in Elementary English by Hornby (1934). No information was available as to 

the range of use of anyone of these titles. However, it is understood that many schools 

both in the capital and in the provinces used most of these books to teach English. 

The work on the adaptation of The New Oxford English Course (NOEC Uganda) to The 

New Oxford English Course Ethiopia started after 1964 and teachers of English were 

given an orientation on handling the series in January 1966. It is noted that Book I of the 

NOEC Ethiopia was introduced into the elementary schools in September 1966 (Norrish 

1970). Madsen (1969) recommended the use of The NOEC Ethiopia series by describing 

The NOEC Ethiopia Book 3, as soon as it came out for use. He stated that the series was 

appropriately developed for use in the teaching of English language in Ethiopia, and this 

book in particular was suitable because "contains much original material and its reading 

passages and exercises are based on sound analysis of the structures and vocabulary 

contained in NOEC Books I and 2, which it thoroughly consolidates." 

With the introduction of The NOEC Ethiopia to the primary school (for grades 3 to 8 

NOEC Ethiopia Books 1 to 6), Ethiopian Folk Tales by Bachrach (1967) was used in 
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Grade 7 until it was replaced by NOEC Ethiopia Book 5. The secondary schools used 

English For Today Book 3 'The Way We Live' by The National Council o f Teachers of 

English (for Grade 9); English For Today Book 4 'Our Changing World' by the National 

Council of Teachers of English (for Grade 10); and College English Volumes I and II by 

Rogers, Tan and Hutton (1967) (for Grade II and Grade 12 respectively). The Ministry 

of Education and Fine Arts also recommended the use of the following textbooks in the 

specified grades: The Big Tall Tree and Other Rhymes by Black, and Rhymes for Speech 

and Action Book I by Aickman- (for Grades 3 and 4); Thorndike -Barnhart Beginner's 

Dictionary by Thorndike and Barnhart (for Grade 7); Thorndike-Barnhart Junior 

Dictionary by Thorndike and Barnhart (1952) (for Grade 8); Living English Structure by 

Allen (1959) and The Advanced Learners Dictionary of Current English by Hornby, 

Gatenby and Wakefield (1963) (for Grades 9 to 12) (Asfaw and Murison-Bowie 

1976:418J). 

In 1969 it was planned that the English textbooks used in the secondary schools (Grades 

9 to 12) would be replaced by a new series - The Oxford English Course for Ethiopia' -

popularly known as the Contact series edited by Murison-Bowie. Murison-Bowie 

(1976:427jf) expounds the contemporary theories that informed the methodology used to 

develop the books. He al so mentioned the educational context these books were designed 

to operate. The first book in the series was planned to be used as of the 1970/1 academic 

year and the remaining were to follow. In contrast to the 1967 Curriculum-ESLeE 

seminar recommendations mentioned above, the editor of the Contact series claims that 

the series is being written against a background of research into the overall aim 
of teaching English in Ethiopia at this level, into the role of the textbook in the 
classroom, and into the relevance to language teaching of developments in 
linguistics and related sciences. An attempt is being made to produce a course 
which will require minimum reliance upon the teachers (whose qualifications are 
uneven and who rarely stay long in their posts) in equipping the pupils with the 

'This series is the first of its kind to be produced in the country to teach English in the Ethiopian 
secondary sehools. According to Murison-Bowie (1976). the series was written to help students learn the 
language independently or with less teacher dependence and to provide students with substantial amount of 
linguistic input and facilitate the learning of the language. The series had the following components: 
listening (provided in the teacher's handbook). reading comprehension, meaning (vocabulary development 
section). structure and usage (grammatical explanations accompanied by exerc ises). and composition (writing 
exercises). 
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skill s required of them at the end of their secondary education. These 
requirements are seen to centre upon the linguistic skills of being able to 
understand fairly sophisticated spoken and written English and of being able to 
speak and write fairly simple English, and on the educational skill of being able 
to appreciate more than one point of view, and assess a situation or opinion when 
presented with conflicting [sic) evidence. 

The books were the first of their kind specifically designed to teach English in the 

Ethiopian secondary schools. However, before their effects on developing students' 

linguistic ability could be reliably assessed, they were replaced in 1979 by a new series -

English for New Ethiopia (ENE) . The new series was developed by the Curriculum 

Division of the Ministry of Education and was supposedly based on the following 

features : the content expressed in the language (English) to be primarily ideological or 

political to promote political education, revolutionary literature and scientific English; the 

'integrated ' approach to be used as a methodology; and the selection of linguistic items 

to be based on suitability, usefulness of content in the promotion of the ideology 

(Curriculum Di vision 1979:5j). The books were produced in haste to fill the gap created 

as a result of the Ministry's decision to scrap all materials and textbooks, including the 

Contact series, that were believed not to be reflecting the contemporary ideology. 

It might be claimed that this step was taken to minimize the role of the English language 

teaching in the country (Stoddart 1986) because it was generally believed that most 

students "find it difficult to think in abstract lenTIS, to generalize concepts and to 

comprehend things and phenomena in English" (Curriculum Division 1979:3). It could 

also be argued that the books followed the structuralist approach in an inconsistent way 

and they were too limited in scope and methodology to provide an adequate exposure to 

the English language in order to help students to develop their linguistic abilities. Most 

of the reading passages were too difficult to follow and many students did not read them 

at all. English classroom situations are clearly described by McNab (1987; 1989) and 

Stoddart (1986). The English teaching-learning situation in most government schools has 

deteriorated so much that hardly few benefit from it. Last (1983 :ii) believes that the 

condi tion is created 

by the strenuous efforts made for quantitative development in response to poli ti ca l 
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and socia l demands for the uni versalisation of access to education and the 
democratisation of educational services (that) have limited the volume of resources 
which could be applied to upgrading the environment of education. These 
shortages of quality and even of essential inputs have obviously placed limits on 
the experiences which can be offered in the nation's schools. 

Thus, most of Addis Ababa University's first year entrants do not have the required 

knowledge of the English language, or the knowledge of reading in English for academic 

purposes. It is believed that Addis Ababa University cannot remain unaffected by the 

changing situations in schools. The changes have affected both the educational system 

and the nature and quality of English Language teaching in the university as well. 

2.4 The Addis Ababa University 

Addis Ababa University started as the University College of Addis Ababa in 1951 as the 

first institution of higher learning in the country to promote the educational objectives of 

the imperial government mentioned in section 2.1 and section 2.2 above. In 1961, it 

became a university with a charter of its own and was renamed as the Haile Selassie I 

University. Haile Selassie I University incorporated the Colleges of Engineering 

(established in 1953), Building (established with Swedish help in 1954), Agricultural and 

Mechanical Arts (established in 1954 with USAID support), Public Health of Gondar 

(established in 1954 with the support of WHO, UNICEF and USAID), and Theology 

(established in 1960) (Markakis 1974:151f, Girma 1992; Seyoum 1987:57ff, Abebe 

1987:4j). 

It is indicated that the growth of the university student to staff ratio is relatively faster. 

The University College of Addis Ababa started with only 71 students and nine teaching 

staff. In 1961, the "aile Selassie I University started with 900 students and 100 academic 

staff. In 1983/84 academic year Addis Ababa University had about 10,398 students and 

about 899 academic staff (Seyoum 1987:58). 

When the university was established, besides meeting the skilled manpower needs of the 

country, it was planned first and foremost to be Ethiopian in its purpose and content and 
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it was to give special emphasis to the Ethiopian tradition (Seyoum 1987:56). However, 

it is stated that there was a profound American influence in all spheres. Most of the 

founders and key decision-makers in the university were American expatriates. Until 

1955 there was no Ethiopian academic staff member. Consequently, "at the inception of 

the Ethiopian national university, the concerns, apprehensions, and uncertainty expressed 

by members of the national community concentrated on several factors: that it was a 

secular institution, modelled on foreign ideas and staffed by foreigners, and offered 

instruction primarily in English" (Teshome 1990:153). 

In response to this, the Addis Ababa University increased its Ethiopian academic staff in 

a relatively short period of time. In 1964, out of the 264 academic staff members, 34 per 

cent were Ethiopians. After the change of government, in 1975 it was 68 per cent and 

in 1983/84 academic year out of the 899 academic staff members, 79 per cent were 

Ethiopians. At present the university has expanded not only in the number of students 

and academic staff members but also in the number of faculties, departments and other 

services. 

Broadly speaking, most researchers mention three fundamental weaknesses of higher 

education in the country prior to 1974. Firstly, there was no co-ordination among the 

various institutions of higher learning. Due to the duplication of programmes and the 

inefficient utilisation of available facilities, there was a waste of human and material 

resources. Secondly, there was a critical disparity between the country's manpower needs 

and the educational programmes offered in institutions of higher learning. It was alleged 

that much emphasis was given to the humanities and the arts. In fact this was radically 

reversed in the post 1974 period and, as a result there were more students in the sciences 

than in the arts although such a reversal might not have satisfied the basic manpower 

needs of the country. Lastly, there was a great disparity among the regions' and between 

the sexes' representation in the student population of the institutes of higher learning. The 

students coming from Addis Ababa, Shoa, Eritrea and Hararghe accounted for more than 

70 per cent of the student population. This is also corroborated by the findings of this 

research in that a high percentage of the student population in the first year programme 

of the 1990/91 academic year came from urban areas and the majority reported that their 
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mother tongue was Amharic (section 4.32 Chapter 4). Moreover, there was a higher 

percentage of male population than female population (Girma 1992: 109-125). Apparently, 

most of these constraints and others spilled over to the post 1974 period. 

It has been pointed out that in post 1974 period the university experienced a high degree 

of expansion unprecedented in its thirty years history. However, besides the legacies of 

the past, as mentioned above, the university was constrained by various factors to live up 

to its ideals as an institution of higher learning - as a research and teaching institution. 

The task of the university was mainly limited to teaching or the imparting of knowledge 

and one often heard the usual appeal for staff to conduct research. What Abebe (1987:10) 

stated as the weaknesses of higher education prior to the 1974 period, thus confirming 

what Girma (1992) asserted, that is, the inability of the institution to orientate its 

curriculum to the Ethiopian situation, the inability of the institution to undertake 

curriculum revision and modernization - is mostly true during the post 1974 period. To 

these constraining factors, the following prominent features could be added: the expansion 

of the university beyond all its limits, including budgetary, and the political situations in 

the country and their serious repercussions in the university. 

2.41 Curriculum Orientation 

As indicated above (section 2.2) the rationale for the establishment of the university by 

the imperial government was to promote the creation of a modern state and the training 

of skilled manpower to help in this endeavour. However, the founders of the university 

seemed to be unaware of the conditions of the country and its basic needs. They designed 

the syllabuses for their respective courses according to their experiences in their respective 

countries' universities. The colleges which the Haile Selassie I University constituted 

followed the dominant ideas and view-points of their founding lecturers and 

administrators, for instance, the College of Business Administration and the College of 

Agriculture followed the American system. the Faculty of Medicine followed the British 

system (Markakis 1974). The letter grading and semester systems were American 

introductions. In fact, Aklilu. the second Ethiopian president of the Haile Selassie I 

University. stated that 
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these colleges which existed and developed separately and independently of each 
other, each with its own history, its own purpose, its forms and style of 
organisation and administration were ... the legacies of the newly created 
university (quoted in Abebe 1987:5). 

The colleges in the Haile Sellasie I University did not only fail to develop a uniform 

curriculum among themselves but they were also unable to relate the curriculum to the 

Ethiopian situation. 

Abebe (19R7:1O) stated that the revised (1976) aims of the university shifted from the 

traditional emphasis on producing elites to the training of conscientious citizens who could 

make significant contributions to the development of the country. However, it cannot be 

denied that the university'S universal objectives of the pursuit of knowledge and the 

search for truth were squashed under the military government's persistent attempts to 

employ the university to facilitate the centralization and consolidation of political power 

and the dissemination of the Marxist-Leninist ideology. Incidentally, it is claimed that an 

African university is meant to advance science and technology, impart knowledge by 

teaching, advance knowledge through research; to study, preserve and develop the 

Ethiopian cultural heritage; to identify itself with the society and to satisfy the man-power 

needs of the country (Abebe 1987; and for similar objectives of regional universities in 

Africa, Eastern and Southern African Universities Research Programme 1987: 15-18). It 

is asserted that in order to fulfil these objectives new departments and institutions were 

opened, such as the School of Graduate Studies, the Institute of Language Studies, the 

reorganization of the College of Social Sciences, and others (see Abebe 1987 for a 

complete description of the reorganisation); however, all these introductions were without 

any significant budgetary increase. To what extent the above mentioned objectives were 

realised after the founding of new colleges and departments needs further research, but 

the problem of course duplication and irrelevance to specific needs still prevails. No 

attention has been given to the quality and content of education. 

2.42 Curriculum revision and modernisation 

Besides the problem mentioned in section 2.41 above, in the post 1974 Addis Ababa 
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University, some courses have not been updated to suit to changing needs or changes in 

the international academic world. Some courses might have phased out, but the courses 

that replaced them were as irrelevant. There were instances where courses overlapped, 

despite the course numbers they bore, and the use of outdated course books was not 

uncommon . However, this is not to imply that there was not any attempt made at 

curriculum revision and modernisation. It is to state that the serious social and political 

exigencies in the country made it difficult for the university to revise and develop its 

curriculum (section 2.44 below). In simple tenns, the endeavours were constrained by 

administrative and financial constraints. 

2.43 The expansion of the University 

Before 1974 the university was dependent on Western help for teaching staff, materials 

and equipment (Markakis 1974). The military government discouraged such dependence 

and the university was made to operate using the budget allocated to it by the Central 

Treasury. Though the move was worthwhile, the financial assistance was by no means 

sufficient to Tun a large modem university. For instance, Seyoum (1987:68) states that 

in 1985 the university's annual budget was 37.4 million birr. But the university had to 

operate on a deficit of 5.3 million birr despite the fact that it was required to admit an 

increasing number of students every year. It is apparent that such serious financial 

constraints discourage any plans for improving the teaching and learning process in the 

university. 

2.44 The political situation in the country 

The political situation that prevailed after the 1974 revolution affected the university in 

many respec ts. The university could not remain immune to a myriad of political activities 

and moves by the government in its attempts to establish itself and to employ education 

for promoting ideological and political purposes. The university was closed down for two 

years as soon as the Derge assumed power and staff and students alike were sent out on 

a campaign called Development Through Co-operation. Most of the experienced senior 

staff, both expatriate and Ethiopian, ned the country after the military takeover. Some 
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staff members left the university to assume posts in the government. New staff from 

abroad could not be recruited because of threatening political situation and the financial 

constraints of the university. This created an acute staff shortage (Seyoum 1987:63). 

To offset this, the university started to depend on part-time employees and young 

inexperienced Ethiopian staff (inexperienced in teaching and research undertaking). The 

inexperienced junior staff was forced to work in a situation where there were no course 

books for most of the courses and where there was an acute shortage of reference 

materials. The few periodicals the university library used to receive were discontinued 

due to budgetary problems. The rare research grants and scholarships (usually made 

available mainly through personal contacts with external universities and organisations) 

were made available to few staff members. However, the predominantly junior staff had 

to cope with the unprecedented increase in student population and experience the 

inevitable decline in the quality of education in the university. 

In 1983/84 academic year, for instance, 61 per cent of the academic staff were juniors. 

This increase in 'Ethiopianization' did not, however, help decrease the staff-student ratio. 

It was as high as one instructor to thirty nine students for 1985 while similar universities 

in East Africa were reported to have one instructor to seven students (Abebe 1987:14). 

College/ Full-time Staff Staff/student 
Faculty equivalent lecturer and above ratio 

Science 4344 102 1:43 
Law 219 8 1:27 
Technology 1031 42 1:25 
Veterinary 149 16 1:09 
Social Sc.* 3048 57 1:54 
Awassa 867 19 1:46 
Education 1326 26 1:51 
Bahir Dar 1014 28 1:36 
I. L. S.- 1325 52 1:26 

·excluGm htsto g ry 

Table 2.3 Staff-student ratio in Addis Ababa University in 1985 

Soutce: AAU Planning Office, 1985 
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Table 2.3, above, indicates that in 1985 the College of Social Sciences had the highest 

staff-student ratio, that is, one instructor to fifty four students. It was followed by Awassa 

Agricultural College. In that year, the Veterinary Science in Debre Zeit had the lowest 

ratio. The Institute of Language Studies had the ratio of one instructor to twenty six 

students for that year. However, it should be noted that the staff-student ratio in the 

Addis Ababa University is lower than in most other colleges in the country. For 1988-89 

academic year, the highest staff-student ratio was one instructor to fifty one students in 

the Junior College of Commerce. It may be argued that this ratio is incredibly high for 

a college. Table 2.4 below indicates that Addis Ababa University is the last but one in 

the list with the lowest staff-student ratio. It is indicated in Table 2.4 that the Jimma 

Junior College of Agriculture is second to the Junior College of Commerce in the highest 

staff-student ratio. This indicates that the overriding feature in most of these colleges is 

the fact that the large classes discourage teachers to devote their time to improve the 

quality of their teaching and undertake research (Seyoum 1987). 

Institution staff/student 
ratio 

Addis Ababa University 1: 16.5 
Asmara University 1:20.5 
Alemaya University 1: 19.1 
Ambo J.e. of Agriculture 1: 16.3 
Jimrna J .C. of Agriculture 1 :31.0 
Kotobe College of Teacher Education 1:25.7 
Junior College of Commerce 1 :51.0 

Table 2.4 Staff·student ratio in Higher Education in 1988189 A.Y. 

Source: Higher Education Main Department 1990 Statistics on Higher Education 

Another problem caused by the above factors is the attrition rate. Despite the fact that 

access to Addis Ababa University has gradually become more difficult than ever before, 

due to the high grade level requirements in the ESLCE, the national school leaving 

examination, the attrition rate in the university has steadily increased. 
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Year Attrition (per cent) 

1969-70 14.4 
1970-71 10.0 
1981-82 16.4 
1983-84 18.9 

Table 2.5 Attrition rate in Addis Ababa University 

Source: Addis Ababa University Planning Office 1985 

Table 2.5 indicates that the attrition rate increased by about 19 per cent in 1983/84 

academic year. For 1988/89, according to Higher Education Main Department report, the 

degree programmes in Addis Ababa University with the highest!1owest attrition rates were 

the Department of Educational Psychology (27.6 per cent), History (27.1 per cent), School 

of Pharmacy (23 .3 per cent), Faculty of Medicine (0.2 per cent), Bahir Dar (1.0 per cent) 

and Veterinary Science (1.9 per cent). Seyoum (1987) states that in 1983/4, out of the 

38,645 students who sat for the ESLCE only 8,850 passed and out of these only 4,378 

could meet the university'S requirements for access. Out of the 4,378 students, 31.6 per 

cent came from Addis Ababa, 15.2 per cent from Shoa, 8.7 per cent from Harar, 6.5 per 

cent from Gondar, and 5.7 per cent from Tigray (see section 4.32 Chapter 4 for the 

current di sparity in sex, region , etc of university entrants). Table 2.6 gives a full picture 

of the situation. The slight differences in figures between the above mentioned by 

Seyoum (1987) and those in Table 2.6 below are more or less insignificant. 

year students enrolled students adm/enr 
for ESLCE admitted ratio 

1982/83 36042 6460 0.18 
1983/84 38004 6675 0.18 
1984/85 40363 8276 0.21 
1985/86 40223 6411 0.16 
1986/87 41468 61 15 0.15 
1987/88 39511 5744 0.15 

total 235611 39981 0.17 

Table 2.6 Ratio of regular students admitted to institutions of higher learning 

Source: Ministry of Education 1988 
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In an attempt to phase out old courses and produce as many graduates as the country was 

felt to need, in 1978n9 academic year, Addis Ababa University made a series of 

reorganisations in course offerings and it introduced the term system, despite staff 

objections, mainly to reduce the number of years required for the undergraduate 

programme and to train as many students as possible within a short period of time. 

Marxist-Leninist philosophy and political economy were introduced to the first year course 

offering list. Staff were also obliged to undergo reorientation programmes intended to 

make them familiar with the principles of Marxism-Leninism so that they could promote 

the philosophy in their teaching. The Revolutionary Ethiopia Youth Association was 

made responsible for the perpetuation of the contemporary ideology among university 

students. Political discussion forums for staff were held on Mondays and attendance was 

compUlsory. In 1985 all staff and students were sent out to help build huts for peasant 

settlers in Gojjam and IIIubabor regions. Lessons had to be discontinued for one 

semester. Besides these, various committees proliferated and staff were supposed to be 

involved (Abebe 1987) as this became one of the basic criteria for promotion. Classes 

grew larger as budgetary problems discouraged staff development and training. 

Suddenly, the above prescriptions - the term system, the weekly political discussion 

sessions, and the offering of Marxist-Leninist philosophy and political economy - were 

abandoned, as fast as they were introduced, in 199 I when the policy of the government 

changed. Again, with the usual rush, in 1990191 academic year students were sent out for 

military training in camps to defend "the unity and territorial integrity of the motherland." 

The long-term effect of such hasty implementations of government policy in Addis Ababa 

University, which claims to be a centre of academia, is yet to be seen. However, such 

a series of hasty and unwarranted changes only helped to deplete the already meagre 

budget allocated to the university (for the effects of this situation on the present research 

see section 1.3 Chapter I above, section 4. I Chapter 4 below). It is understandable that 

these moves have seriously affected the quality of education offered by the university 

since the late 1970's. 
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2.5 English Lang/Ulge Teaching in the Addis Ababa University 

When modem education in imperial Ethiopia took shape, the ultimate aim of the 

educational establishment was fundamentally to enhance the creation of a modem state. 

This was also the guiding principle of education when the University College of Addis 

Ababa was inaugurated in 1951. The University College of Addis Ababa took English 

as a medium of instruction because, among other things, the language was accepted as the 

de facto language of education in the country; the founders were expatriate scholars, and 

the curriculum, syllabus, teaching materials were mainly imported from Britain and, later, 

from America (Teshome 1990; Ginna 1992). 

Apparently, a university operating in the English language medium would require of its 

students a high level of linguistic competence to study in that language (section 1.1 

Chapter 1 above). At the initial stages, this seemed not to pose a problem. However, as 

it has been indicated above (section 2.3) in the mid-sixties, as the student population 

started to increase, there were complaints about students' poor background knowledge in 

English (Rogers 1967, 1969). It was felt that the major reasons for students' poor 

competence in the English language was caused by poor teacher qualifications, lack of 

appropriate teaching materials, and backward teaching methodology in high schools 

(Kehoe 1964). In 1967, Lee (1968) studied the reading comprehension ability of students 

and the readability of their textbooks. His subjects were drawn from grade nine and first 

year university. He used the Davis Test or Metropolitan Test (test designed for American 

children) and the Flesch readability formula to assess reading comprehension and the 

readability of selected course books respectively. His results indicated that grade nine 

students had a reading ability of middle of primary school and their textbooks had a 

readability index ranging from lower primary level up to and university level. The 

reading ability of first year students was of lower secondary school and their textbooks' 

readability ranged from last year of secondary school up to the upper levels of university. 

Langmuir (1968; 1971) found similar results regarding the reading abilities of university 

students. 

It is to be noted that with the changes mentioned in section 2.3 above, the ESLCE, which 
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remained the sole requirement for university entrance, consisted of only one English 

language examination paper, as of 1968, and the paper emphasised the knowledge of the 

grammar of the language. It was recommended that the ESLCE English paper be changed 

from the subjective to objective type and the literature part was to be suspended "until it 

could be decided what literature to teach, whether to sttess reading or literature, how to 

test this material, how to secure adequate texts ... " (Madsen 1968; 1976:489). Along with 

this, the emphasis on reading ability in this national examination gradually diminished. 

However, this move did not ameliorate the seriousness of students' linguistic problem. 

Students joining the university were found to be linguistically incompetent to cope with 

their academic studies, and the incompetence became more glaring from year to year. 

The fundamental aim for the inttoduction of service English courses at the university level 

was to help students develop their English language ability so that they could study 

effectively and operate as university students. Initially, there were no standard textbooks 

for the courses that were designed to be given in three or four semesters. The first set 

of textbooks produced were the two volumes of College English by Rogers, Tan and 

Hutton (1967). The course books and the courses were meant to be temporary and 

remedial, only to last two to three years. Jarvis (1969) expresses the contemporary 

recommended language teaching methodology in assessing the two volumes. He asserts 

examples of vocabulary and structures, especially those known to cause difficulty 
to the Ethiopian student, are provided in context and are then drilled extensively. 
Emphasis is placed on fluent oral response, and intensive conttolled writing 
practice is included. 

Asfaw and Murison-Bowie (1976:426), however, argue that "on the whole, the books 

make wide use of available techniques ... The books' treatment of grammar, however, fails 

to develop the learner's ability in this field systematically. Such explanations as are given 

tend to be incomplete and confusing, and the amount of drilling and exercising of 

grammatical points is unlikely to be sufficient for the remedy of common errors." 

The remedial work was not phased out. In 1969, the two textbooks were made available 

to senior high schools in the hope that the university English language service courses 
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would phase out. For some time, the service English courses were offered without any 

standard course books. Instructors used a set of hand-outs (Asfaw and Murison-Bowie 

1976:428-9). In 1978 the Freshman Intensive Remote English, or FIRE, by Mortimer, was 

introduced. It had separate volumes for arts and science students. The volumes had an 

ESP orientation and consisted of a teacher's book and students' workbooks, but for 

various reasons, FIR E was dropped and the courses were again taught without any course 

books until 1985 when the present two volumes of the Freshman English courses -

Freshman English lOlA and Freshman English IOIB - were produced mostly based on 

the hand-outs that were in use. 

Each course book consists of six units. Each unit has a reading comprehension passage, 

followed by a few multiple choice and wh-questions on the reading passage. The second 

section consists of vocabulary exercises, mostly fill-in type. The third section provides 

the definition of a selected grammatical item, such as the simple present tense followed 

by exercises mostly on sentence-level, like providing the appropriate form of a given verb, 

similar to those which appear in Living English Structure by Allen (1963). The last 

section is on writing. 

In broad terms, the course books have proved to be inappropriate in their form of 

presentation and deficient in their content. The reading passages are mostly too long and 

uninteresting. The questions on the reading comprehension mostly focus on the students' 

ability to recall and can easily be answered either without reading the passage in question 

or looking back at the body of the passage. The exercises on vocabulary development do 

not fare better than those on reading. They are mostly fill-in types. Typically, a list of 

vocabulary items taken from the previous reading passage is provided with isolated 

sentences with blanks. Students are supposed to identify the word that could fill the gap 

in a given sentence. Similarly, the section on grammar takes a certain grammatical 

notion, like the passive, provides a definition with accompanying sentences to demonstrate 

the point of discussion. The exercises on the structure and usage part mostly encourage 

the mere study of verb forms. This section is basically structural and there is no attempt 

at least to exploit grammar to generate some meaningful discourse (Widdowson 1986). 
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Most of these points were mentioned by Freshman English instructors in a questionnaire 

administered to appraise the effectiveness of the course books (Gebremedhin 1988). 

The causes for the ineffectiveness of the service English courses do not only lie in the 

course books. Major problems on a macro-level have been discussed in detail above. It 

can also be stated that besides the nature and content of the service English course books, 

(which is fundamentally more devoted to usage than use), there are problems in the design 

of the syllabus and the process of evaluation. The courses are no longer claimed as 

temporary that would soon phase out, but the general emphasis on grammar is apparently 

as prominent as before. In the introduction to the first volume, Freshman English 10 I A, 

it is stated that "the aim (of these courses) is to review and revise the ground rules of 

English structure and usage while at the same time extending the students' active and 

passive command of the language" (Conroy 1985:introduction to Freshman English lOlA). 

2.6 Research on service English cOllrses in Addis Ababa University 

There are now indications that the service English courses have not been effective in 

helping students to cope with the rigors of academic studies. It seems that the course 

objectives mentioned above are not informed by the general linguistic problems students 

face in their schools, and thus, it is unlikely that these courses could fulfil the expressed 

aims of the university mentioned in section 2.4 in Chapter 2 above. 

In 1968 the English Department introduced two versions of the service English courses. 

One set, designed to be given in four semesters, two hours per week, was planned for 

students whose grades in the ESLCE English Language Examination was C and below. 

The other set, designed to be given in three semesters - three hours a week, was given to 

students whose grades in English in the national examination was B and above. The 

assumption was that those who were good at English could be given more advanced 

language tasks. Still, the other group, though considered weak, could start from easier 

tasks and, through the materials, could improve their ability in the language and build up 

to the same linguistic level as the other group. However, the follow-up of the results of 
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the study indicated that there was not a significant difference in linguistic improvement 

between the two groups (Mosback 1977). 

Morris (1982) felt that the service English courses could be improved if they were based 

on the actual assessment of the academic needs of the university students. She made a 

survey of all the academic needs of the students using Munby's Communicative Syllabus 

Design (1978) model. Her findings indicated that the demands for the receptive skills 

were higher than the demands for the productive skills. Her study, however, did not dwell 

on the general background knowledge students had when they joined the university, what 

they lacked and what they wanted to learn in specific terms. 

Hailom (1982) designed an experiment to study the effectiveness of the communicative 

approach in teaching English conditional sentences. He stated that there was a marked 

improvement in the results of the experimental group that used the communicative 

approach to study English conditional sentences. Similarly, Gebremedhin (1984) 

undertook an experimental study to examine the effectiveness of two second language 

teaching approaches - the Language Acquisition and the Conscious Rule . Learning 

Approaches. While the former emphasised the use of language learning activities to 

acquire the language, the latter was basically devoted to structural rule explanation (or 

usage) and the learning of these rules by students·. The comparative study revealed that 

students who followed the Language Acquisition Approach performed better than those 

who followed the Conscious Rule Learning Approach. It was indicated that the language 

learning activities promoted in the students the motivation for effective language learning. 

Haile Michael (1984) studied the effectiveness of the communicative approach in teaching 

reading in English to first year social science students. He undertook a comparative study 

of the traditional and communicative approaches in promoting effective reading. He 

concluded that students in the experimental group became better readers than those in the 

control group who followed the conventional methocl 

'These ideas are expounded in greater detail in Krashen and Terrell 1983; Krashen 1981; Prabhu 1985. 
1987; Johnson 1982; Brumfit 1984; and Widdowson 1990:144ff. As pointed ou~ the basis of the language 
teaching approach is thatleamers will acquire language effectivciy if they could be engaged in a series of 
ac tivi ties that promote the use of the language and that would facilitate a supportive learning environment. 
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Tsegaye (1981) used the fog index and the c10ze test to investigate the reading 

comprehension ability of Addis Ababa University first year students and the readability 

of their course books. The assumptions for the fog index formula for establishing the 

readability of a book rely on the assumption that a long sentence with three-syllable words 

is more difficult than a short sentence with few or no three-syllable words. The fog index 

of a sampled passage is established by dividing the number of words by the number of 

sentences in the passage and adding this to the number of three-syllable words occurring 

in the passage. The result is multiplied by 0.4 to yield .the fog index of the selected 

passage. In short, the fog index of a selected passage is computed as follows (Alderson 

and Urquhart 1984:xxii): 

number of words + number of 3-syllable words x 100 x 0.4 

number of sentences number of words 

In other words, the fog index of a given book is established by adding the fog indices of 

all selected passages (usually of 100 words length) and dividing the sum by the number 

of the passages selected (Klare 1969; Gilliland 1972; see also section 3.2221 Chapter 3 

for a general review of readability formulae). The result is interpreted as 12 and below 

as easy, 13-16, undergraduate and 16 and above as postgraduate. 

Tsegaye found out that the social science first year students were on thefrustrationallevel 

when tested on their geography textbook which, he reported, had a readability level of 

grade eleven (see section 5.222 and section 5.322 Chapter 5 for the results of the current 

study regarding the c10ze tests on the geography course book). The Natural Science first 

year students were found on the instructional level of comprehension when tested on their 

chemistry course book which had a readability level of second year university (see 

Cripwell 1976 for the definition of the terms; section 3.2221 Chapter 3 below). He used 

the fifth word deletion for the c10ze test. 

Similarly, Mendida (1988) indicated that there was a gap between the actual reading 

ability and what was expected of the first year students in Bahir Dar Teachers' College. 

He used the cloze test and Fry's formula (1968) to establish his conclusions. Molla 
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(1987) assessed the reading speed of first year students and he claimed that they were 

slow readers. 

In February 1988, the Office of the Freshman Programme of the College of Social 

Sciences reported that the first year social science students' performance in English was 

the lowest, followed by philosophy. It was added that students did well in statistics and 

economics followed by geography. Most dismissal cases had the grade of F in Freshman 

English. Figures were not released; however, this assertion was said to be supported by 

the number of students silting for a supplemental examination in Freshman English and 

the complaints of most Freshman English instructors of having to do a lot of re-marking 

when they fail students in the course. Similarly, most Freshman English instructors 

(Gebremedhin 1988) reported that the standard course books for the service courses were 

inadequate and inappropriate. Most instructors mentioned the major points raised above 

about the service English course books to justify their comments. 

A base-line study for this research (Gebremedhin 1988) was conducted in the second 

semester of 1987/88 academic year to find out whether students in the third year of the 

College of Social Sciences had benefitted much from the service English courses in their 

use of the reading strategies and their ability to understand their course books. The 

students were third year history, management and sociology majors. These were selected 

because it was assumed that students in these three departments were expected to do a lot 

of reading and writing both in simple and complex prose. Moreover, these students had 

completed their dosage of the service English courses required of all Addis Ababa 

University students. The students were given texts selected from their respective course 

books (see Appendix 1.1) and they were asked to make short notes as they would 

presumably do for their courses. The original plan was then to ask students to reconstruct 

their notes to the original and to compare any deficiencies in decoding. However, this 

plan was abandoned because most students did not write short notes - such as phrases or 

the like. They copied the original material in chunks (Appendix 1.1). Thus it was 

planned to assess their notes from the point of view of their ability to feel text 

organisation, distinguish between main points and supporting details, extract important 
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ideas for study and further reference, and to transcode information in a suitable and 

economical way. 

In broad terms, the notes (Appendix 1.2) seem to indicate that most of the students are 

poor readers. Most students seem to read word by word. Their notes suggest that: 

firstly, most students, even though they are senior students, are not aware of the common 

reading strategies; secondly, they are mostly poor bottom-up processors (section 3.2222 

and section 3.2223 Chapter 3 below), they are not able to see the distinction between the 

main points and supporting details, the author's point of view or flow of ideas (specially 

the history and sociology students); thirdly, they are poor in their English; and finally, 

they seem to lack the confidence in their ability to operate in their own English. 

2.7 Conclusion 

This chapter has outlined the basis of the Ethiopian educational system since 1941 with 

special emphasis devoted to the role of the English language as a medium of instruction. 

It has been pointed out that the preliminary aim of the Ethiopian modem educational 

system was to facilitate the process of centralisation and modernisation (Markakis 1974). 

While the imperial government promoted an elitist type of education to produce skilled 

manpower for its bureaucracy, the military government underscored mass education to 

perpetuate the Marxist-Leninist ideology (Sjostrom and Sjostrom 1983; Schwab 1985). 

As has been pointed out, the imperial educational system was based on an imported 

curriculum that ostensibly embodied Western value systems and priorities (Trudeau 1967; 

Teshome 1979; 1990; Fassil 1990; Girma 1992). This entailed the dependence to a large 

extent on expatriate staff and imported teaching materials which taxed the country 's 

revenue and curtailed the government's ability to open more schools to reach the rural 

population in all parts of the country. The educational system featured conspicuous 

unevenness in urban/rural, regional and sex representations accompanied by an acute 

shortage of teaching personnel and increasing student attrition rate. Education was highly 

centralised and it was aimed at accentuating the so-called 'traditional pattern of 

assimilation ' - through the Orthodox Church and the Amharic language (Markakis 1974). 
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However, as has been pointed out by researchers, its relevance to the basic needs of the 

Ethiopian population was questionable because it promoted a 'foreign' value system and 

it disregarded the diverse socio-cultural and linguistic realities of the country - the 

fundamental basis for what the students bring with them when they join the educational 

establishment. 

As it has been indicated above, the educational policy had a strong bearing on the 

classroom situation. The teachers represented the authority and their task was to 

promulgate the 'desired' value system and students were supposed to accept this without 

questioning. All decisions regarding educational policy and implementation were basically 

top-down - and although most teacher-student related problems were not addressed, 

general educational policy decisions were made 'for' them. The general educational 

objective of producing skilled man-power for the bureaucracy gradually became not tuned 

to the fundamental needs of the country as the educational establishment was not effective 

in bringing about the much needed socio-political and economic changes in the day-to-day 

activities of the majority of the society that remained relatively traditional and illiterate. 

Gradually, it became evident that the country's backward economy was unable to absorb 

school graduates (Gilks 1975). 

The educational policy of the military government (since 1974) was basically similar to 

its predecessor's. The apparent difference seems to lie on the less reliance on expatriate 

staff and imported teaching materials though these were by no means satisfied from local 

sources. Education was meant to be used as a tool for enhancing production, encouraging 

scientific research and promoting the political ideology (Last 1983; Schwab 1985). As 

Hoerr (cited in McNab 1987: 12) states "the country now finds that the internationally 

mixed educational model which it imported is (a) of questionable socia-economic 

relevance to a largely rural agricultural population and (b) highly inequitable in tenns of 

educational opportunity". This awareness, however, did not encourage the military 

government to introduce appropriate changes in the fonnal educational system. 

Apparently, "Ethiopia follows a highly centralized system of education in which curricula 

are planned centrally and implemented throughout the country in a uniform manner. The 
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same textbooks, teachers' guides, etc., that are prescribed for particular grades are used 

all over the country" (British Council 1986). The government was only able to provide 

untrained or undertrained teachers with diminishing school supplies to very large classes 

where only half day schooling was available (Last 1983; McNab 1987; 1989). It seems 

paradoxical for the government in that on the one hand, it desired to employ education 

for accentuating central power by encouraging the use of Amharic as medium of 

instruction in all levels (Markakis 1974; Cooper 1976; McNab 1989) and thus reduce the 

apparent innuence of the socio-cultural and linguistic diversities in all spheres of socio­

economic and political activities, and on the other, it aimed at making education, or at 

least basic education, accessible for all and thus bearing the accountability for financing 

such a project, though without the capacity to shoulder it. As Abbott (1989:17) contends, 

"the government could, if it only put its mind to it, decentralize education sufficiently for 

all or most of its primary school children to start their schooling and become literate in 

their mother tongue." 

Addis Ababa University, as an institution of higher learning in the country shares most 

of the drawbacks of the educational constraints mentioned above. Established in 1951 as 

the University College of Addis Ababa to give priority to the promotion of the "Ethiopian 

heritage as expressed in its history, languages, the arts and music, (and to meet) the needs 

of the country" (Seyoum 1987:56), Addis Ababa University has persistently endeavoured 

to perpetuate the Ethiopian culture and tradition as defined by the contemporary ideologies 

of the past two governments (Teshome 1990; Fassil 1990; Girma 1992). It has also tried 

to relate its academic programmes to the pertinent needs of the country. Such a task 

apparently necessitated the opening of new or the reorganization of old colleges and 

faculties, the revision and modernisation of its curricula, and the founding of new 

programmes (Abebe 1987). Nevertheless, these ventures coupled with the various 

educational problems at all levels (Last 1983) have precipitated the deterioration of the 

quality of the educational output (Abebe 1987). Operating with meagre budgetary 

resources, mostly inexperienced staff (both in research undertakings and pedagogy), 

inadequate and sometimes inappropriate teaching materials, and a high staff-student ratio, 

the university has reached a stage where it characteristically relies on the traditional 

lec ture method - thus depriving students of a favourable learning environment - in its 
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undergraduate programmes (Abebe 1987; Seyoum 1987). This might have contributed to 

the increasing student attrition rate in the university (Table 2.5 section 2.44 above). 

Abebe (1987: 15) contends that if "teaching as telling" is not abandoned and "a learning 

atmosphere which encourages students to accept some obligation for. and to take some 

initiative in self education" is assumed. the present trend is unlikely to be curbed. 

One of the causes for the lowering in the quality of education in the country in general 

and the university in particular is alleged to be the use of English as a medium of 

instruction (Rogers 1967; 1989; Stoddart 1986; McNab 1989). It has been made clear that 

the establishment of modem educational system entailed the use of the English language 

as a medium of instruction because (a) the teachers were mostly expatriates. (b) the 

materials were written in English. and (c) the imperial government adopted English as a 

second language for its new bureaucracy (Tesfaye and Taylor 1976). Despite this. not 

much was done to improve the teaching of the English language in the country. Many 

English teachers complained about the gradual decline in the students' ability to use 

English for their studies (Kehoe 1964; Rogers 1967. 1969). 

The earlier attempts to improve the teaching of English in the country focused on (a) 

delaying the introduction of English to the Ethiopian educational system (Rogers 1969). 

the writing of a new series of English language teaching materials - The New Oxford 

English Course for Ethiopia - informed by the contemporary approach to language 

teaching. that is. an oral approach with extensive drills in structures before writing at least 

in the earlier grades (Madsen 1968). and the use of objective tests and the dropping of the 

literature component of the English language examination paper of the ESLCE (Madsen 

1976). However. even after about twenty years. as McNab (1989) and Stoddart (1986) 

indicate. the English medium schooling and English language teaching seem not to have 

improved much. 

Similarly. in the university. researchers indicate that students find studying their academic 

courses in English very difficult. Mosback (1977) claims that the service English courses 

offered with the fundamental objective of helping students to study their courses in 

English are ineffective and a waste of resources. Others state that first year students' 
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ability to read and listen in English is very low (Tsegaye 1981; Hicks 1989). The service 

English courses have not been fundamentally improved since their introduction in the mid 

sixties. They are basically structuralist (Jarvis 1969; Conroy 1985). The course books 

for the service English courses are inappropriate in all aspects of language teaching 

methodology - no sections for developing the listening ability of students (though believed 

to be essential for their lectures), no explicit guidelines for the selection of the reading 

texts (and inappropriate exercises for developing students' reading ability in English for 

academic purposes), and no specific guidelines for the selection of the structural or lexical 

items that students are supposed to learn in order to succeed in the Freshman English final 

examination - which some students find more difficult to pass than their other academic 

courses (section 2.6). 

The current study investigates a possible approach to developing students reading ability 

in English for academic purposes. It is based on the premise that by individualising 

reading (section 3.3 Chapter 3), students will not only improve their ability to read in 

English, but they will also be better equipped with the 'tools' of learning (section 1.1 

Chapter I) than ever before to cope with their academic studies in English (section 5.2 

and 5.3 Chapter 5). 
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CHAPTER THREE 

Review of related literature 

3.1 Introduction 

In the preceding chapter, it has been contended that despite the conspicuous socio-cultural 

and linguistic diversities precipitated in the course of the country's history (section 2.2 

Chapter 2), modem education in Ethiopia, initially founded on an imported Western value 

system, was aimed at accentuating centralization and promoting modernization and 

development (Markakis 1974). However, the English medium schooling seems not to 

have succeeded in generating the anticipated development. Like in most developing 

countries, the shortcomings of the educational system, according to Hanak (cited in 

Abbott 1992: 173-4) include, as has been mentioned above (section 2.3 Chapter 2). 

overcentralisation, overcrowding, under-funding, irrelevant curricula, teacher shortages, 

lack of textbooks, high pupil dropout rates, drab and ill -equipped buildings, teaching in 

two or even three shifts and similar problems (Last 1983 confirms this). Abbott (1992) 

suggests that English-medium schooling should be added to the list. 

Undoubtedly, these conditions seriously affect the quality of education. They significantly 

limit the learning exposure of individual learners. And whether it is mother-tongue or 

English medium schooling, as long as these factors are prevailing it might not be 

appropriate to expect any positive educational changes. Similarly, a proposal for the 

substitution of the English medium schooling by mother-tongue schooling, as Abbott 

(1992) suggests, may not provide a fundamental solution to the apparent educational crisis 

in many countries. Thus, it might be wrong to rest the entire blame solely on the English 

medium schooling in most educational levels, for all the failures in the educational system 

(Kennedy 1989; Last 1983). ,Moreover, English language teaching in Ethiopia operated 

under the following serious constraints: limited competence in English of school teachers 

(not only subject teachers but also English language teachers), lack of appropriate training 
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of English language teachers, lack of English language teaching materials (both in 

quantity and quality) and overcrowded English language classes that operate on a half-day 

shift system. It is also suggested that the possibility of switching to Amharic medium 

schooling might have contributed to the weakening of English language teaching in the 

country (Tesfaye and Taylor 1976) . 

Asfaw and Murison-Bowie (1976:433) took the idea of a switch to Amharic from English 

as a medium of instruction cautiously and they questioned its plausibility by stating that 

there will be the conflicting political issues as well as the educational dilemmas 
of whether to use a 'national' language or an 'international' one for secondary 
education. The problems of documentation and wider communication that are 
already being faced in the Sudan with Arabic and in Tanzania with Swahili will 
have to be borne in mind in making a decision to use Amharic as a medium of 
instruction . 

Similarly, Rubin (1984:5) warns that "a programme which changes the school language 

without changing the society is directed only at the symptom and not at the cause of the 

problem. Indeed, many remedial education programmes are ineffectual because of their 

isolation from real life situations." Incidentally, the real life situations of the large 

majority of the Ethiopian population have not been satisfactorily appraised and no 

significant attemp ts have been made to adapt the educational system to the fundamental 

needs of the people. Thus , all these factors have not only negatively affected the quality 

of education, but they have also seriously constrained the teaching of English in the 

country. It is paradoxical that on the one hand, it is officially sanctioned that English 

remains a medium of instruction in secondary and tertiary levels, and on the other hand , 

no significant attempt has been made to improve the quality of the teaching of English 

in schools despite the fact that English still remains the key language in the teaching and 

learning process both in secondary and tertiary levels . 

It has been pointed out (section 1.1 Chapter 1; section 2.5 Chapter 2) the service English 

courses in Addis Ababa University were reinstated to help students make up for their 

English language deficiencies mostly caused by the factors mentioned above. However, 

current research (section 2.6 Chapter 2) indicates the ineffectiveness of these 
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courses in developing students' linguistic and reading competence. The remedial English 

language courses seem not to address the right questions (Ellis 1987), that is, how to 

relate the language courses to the every day life of the students and how to help them 

develop their background knowledge to pursue their academic courses in English. In light 

of the fact that students joining the university seem not to have adequate background 

knowledge - both schematic and systemic - and are expected to read academic texts in 

English, the service English courses offered in the university have failed to satisfy this felt 

need (section 2.6 and section 2.7, Chapter 2). 

Reading in English for academic purposes is supposedly the major task of social science 

fIrst year students, and possibly of all the students in the university. This is probably why 

reading has been allotted a major section in the service English course books. In fact, the 

implicit objective of the courses is to teach students to effectively read their textbooks in 

English. However, as indicated (section I.l. Chapter I; section 2.5 and section 2.6. 

Chapter 2), the reading parts in the service English courses are not appropriately designed. 

and hence, uninformed by current methods of developing effective reading for academic 

purposes. to promote the apparently dichotomous learning elements - the analytic skill­

getting and the experiential skill-using (Allen, 1986:3, prefers to reject the dichotomy), 

or the micro-language learning and the macro-language use (Rivers 1983). They are too 

limited both in scope and approach to foster what Widdowson (1986:41) calls the 

educationally required (section 2.3 and section 2.6 Chapter 2) and the pedagogically 

desirable . It is admitted that it is not easy to create harmony between the two (what the 

students are supposed to learn according to the national curriculum, and how teachers 

should teach what is required). Different researchers recommend different approaches to 

language teaching (Widdowson 1983; Krashen and Terrell 1983; Prabhu 1985; Allen 

1986; Dickinson 1987, to mention some). 

This study endeavours to combine both - an approach to developing reading ability 

infOlmed by the country's educational needs and drawbacks, and appropriate theoretical 

constructs of pedagogy. The main aim of the approach is not to look at the educational 

needs as discrete elements to qualify learning tasks but to reconcile current learning 

theories to bear on the process of developing learners' ability to read their academic 
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course books in English as successfully as they could. The approach highlights learners' 

contributions in the efforts to help them develop their ability to learn to read and to read 

to learn. Learning to read or reading to learn, as a purpose, is not considered in order to 

delimit or specify learning tasks in a form of discrete elements (such as structure, 

function, notion or skill, or whatever), but to help the learners to experiment with their 

learning strategies (through learner training) while developing their background knowledge 

or schema - as a prerequisite for learning to read and reading to learn (Smith 1982). As 

Grabe (1986) points out, the achievement of this background knowledge, or what he calls 

critical mass 0/ knowledge, is a stage where a student stops learning to read and only 

reads to learn. 

There are profound reasons for emphasizing reading in the syllabus of the service English 

courses in the university. Carrell (1988a: I) stresses that "without solid reading 

proficiency, second language readers cannot perform at levels they must in order to 

succeed" and she recommends that effective reading is essential for students in EFL 

contexts, those at advanced levels of proficiency, and those with a need for English for 

academic purposes. In other words, it is through reading that most students in EFL 

contexts, such as in Ethiopia, come in touch with the language, discover sources for their 

academic study and emancipate themselves from overdependence on lectures . They can 

verify what others propose; defend their view-points and develop the self-confidence in 

their methods of study and search for knowledge. All these learning activities depend on 

the ability to read in English; and the prerequisite for effective reading or successful 

interaction with a given text relies on the students' background knowledge of both English 

and their academic courses. The notion of reading in English for academic purposes 

embodies alternative theoretical assumptions informing both, to use Widdowson's terms 

(1983), the learning purpose and language use, to enable students to learn English to read 

their academic course books. On the surface, this task seems easy to pin down: the 

purpose is to read academic texts (in a very limited sense), and thus, identify the language 

needed for this purpose. Truly speaking, this is a gross oversimplification of the task, but 

the present service English courses seem to be way behind even in meeting the basics. 

Reading in English for academic purposes, thus, embodies both the theoretical 
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assumptions underpinning the reading process and the reading strategies employed to cope 

with texts to be learned, and the various approaches for developing such a competence. 

Each of the three major models of reading discussed in this chapter - bottom-up data 

driven, top-down concept driven and interactive schen:ta theoretic models - embodies a 

specific view of reading and the process of learning to develop background knowledge 

in order to effectively read. This chapter investigates briefly these major theories 

advanced to explain the reading process with reference to learning to develop background 

knowledge (schema) and explores the feasibility and accessibility of one possible 

approach, by relating it to an appropriate reading theory, to develop learners' reading 

ability. It underscores reading as an interactive process - involving various reader-text 

related factors - and focuses on the essential contribution of the learner-reader to the 

process of developing his/her background knowledge. 

3.2 The reading process 

It has been pointed out (section 2.3, Chapter 2) that traditionally reading was merely taken 

to facilitate the study of grammar in Ethi!?pia. In most instances, students were made to 

read aloud without having to make any efforts to understand what they were reading 

(Rogers 1967). They were made to memorize the meanings of words, usually given in 

glossaries, selected from the reading passages which were very long. This was usually 

the way the Readers (mentioned in section 2.3, Chapter 2) were handled in most Ethiopian 

schools. 

Similarly, especially in the USA, before the 1970s r..c.:ading was essentially taken as 

subsidiary to and reinforcement for oral language instruction. As indicated below, 

structuralist linguistics paid more attention to the study of phonology, and with the 

influence of behaviourism in psychology, students were made to focus on oral skills, 

particularly pronunciation. As Silberstein (cited in Grabe 1991) indicates, under the 

influence of audio-Iingualism, reading was taught simply to aid in examining grammar and 

vocabulary or to practise pronunciation. It was this type of teaching approach that was 

recommended for Ethiopian schools by English language teaching experts (see section 2.3 

and section 2.5, Chapter 2) during the same time to help students improve their English 
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(Tesfaye and Taylor 1976). It is to be noted that in the traditional Ethiopian Church 

education, reading was solely taken to be oral , tied to letter·to-Ietter and word to sentence 

pronunciation (section 2.3,Chapter 2; Haile Gabriel 1976). 

The early works on ESL/EFL reading are dominated by the view of reading as a decoding 

activity, or what is popularly termed by researchers as the bottom up data driven approach 

to reading. That is, reading is considered mainly as a "decoding process of reconstructing 

the author's intended meaning via recognizing the printed letters and words, and building 

up a meaning for a text from the smallest textual units at the 'bottom' (letters and words) 

to larger and larger units at the 'top' (phrases, clauses, intersententiallinkages)" (Carrell 

1988a: I) - thus, the emphasis on phonology. Meaning is assumed to be in the text, 

contained in the form of these textual constraints that are hierarchically ordered, and the 

reader's task is to attend to these constraints to extract the writer's intended meaning. 

Because of its pattern of approach to information processing, this procedure is a bottom 

up data driven processing since the processor (the learner, reader, etc.) is assumed to 

attend to "perceptions, organize them, and then extract meaning from them" (Clark 

1987:59). 

The teacher of reading is then supposed to follow this theoretical outline to develop 

his/her students' reading ability. With the aid of a set of procedures based on audio­

lingual ism and behaviourism (as a basis for learning), the teacher is supposed to provid~ 

his/her students with drills on linguistic elements starting from the smallest textual item 

and building up to higher textual elements with emphasis given to the mastery of letter· 

sound relationship to develop pronunciation (see for instance, Lado 1945; Bloomfield 

1942; Rivers 1968). The development of pronunciation and the mastery of these discrete 

textual elements is supposed to help develop linguistic ability. It is argued that, since 

meaning is assumed to be in the text (or too abstract to pin down, as Bloomfield 1942 

contended), the vital element for language learning (or for developing background 

knowledge) is limited to proficiency in pronunciation. 

f 
However, it is interesting to note that the view that reading is parasitic on linguistic 

competence, at least on the lower skills, is sti ll a topic of debate. Some researchers feel 
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that there might be a linguistic threshold for effective reading (Alderson 1984) and, thus 

suggest teaching students to develop this aspect of background knowledge before they can 

effectively read, while others argue that any deficiency in one aspect, say reading ability, 

is compensated for by the mastery of the other, the linguistic knowledge, and vice versa 

(Swaffar and others 1991). The inconclusiveness of available research evidence regarding 

this makes it difficult which one to give prominence to - the linguistic aspect or the 

reading skills - to help flTst year Addis Ababa University students (who generally seem 

deficient in both, anyway) to read their course books in English. Of course, both 

components will generate further questions such as whether or not they can be developed 

separately, what linguistic aspects to teach (aspects of use or usage, Widdowson 1983), 

what reading skills are (section 3.2222 below) and how to develop them. 

The educational practice described above, especially regarding the approach to developing 

reading ability, was challenged by new developments related to emerging educational 

needs and the proposal of a different way of explaining the reading process. The former 

was related to the crucial need of non-English speaking students joining British and 

American universities to learn to read and follow their academic courses in English. The 

latter was related to a new approach to the reading process, based on cognitive psychology 

and psycholinguistics, expounded by Goodman. 

In the 1970s American and British universities found that the contemporary audio-lingual 

method, with its emphasis on oral language skills assumed to enhance reading 

achievement, inappropriate to prepare a large number of ESL students with advanced 

acadcmic skills required for the university (CarreIl 1988a; Grabe 1991). They had to look 

for other ways of helping their students to cope with their academic reading in English. 

The universities started to design their own materials for teaching reading for academic 

purposes without any clear theoretical guidance on reading. In other words, in order to 

satisfy the felt need, that is, to enable non-English speaking students pursuing their studies 

in the British and American universities to effectively read and faIlaw their academic 

courses, "ESL instruction changed in the early 1970s to emphasize advanced reading and 

writing instruction, albeit without a strong theoretical framework to guide practice" (Grabe 

1991 :376). 
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Similarly, many researchers and teachers appreciated the relevance of reading in language 

teaching and responded to the new way of explaining the reading process advanced by 

Goodman in their search for an effective approach to reading instruction, especially in 

ESL contexts. Goodman's proposal of a new theory of reading was not as such in 

response to ESUEFL reading needs. His major preoccupation was mainly to prove the 

earlier stipulation about the reading process as wrong and to defend a new theory of 

reading based on the assumptions of cognitive psychology. He argued that reading was 

not primarily a decoding process - picking up information from the page in a letter-by­

letter, word-by-word manner - it was rather a selective process, or a 'psycholinguistic 

guessing game' (Goodman 1976). Efficient readers utilize the knowledge they bring to 

the reading situation and then proceed by predicting information, sampling the text and 

confirming the prediction. Smith (1982) agreed with Goodman and added that sampling 

was effective because of the extensive redundancy built into natural language as well as 

the abilities of readers to make the necessary inferences from their background knowledge. 

According to Grabe (1991 :376f), the two significant attempts to translate the above 

approach, sometimes referred to as the psycholinguistic approach, to ESL reading 

instruction include that of Clarke and Silberstein (1977) and Coady (1979). Clarke and 

Silberstein, by deriving the implications of Goodman's psycholinguistic approach to 

reading, took reading as an active process of comprehending and emphasized that students 

needed to be taught effective strategies of reading such as guessing from context, defining 

expectations, making inferences about the text, and skimming ahead to fill in the context, 

because that was what fluent LI ' readers, according to Goodman, were observed to be 

doing while reading. They suggested that teachers of reading should provide students 

with various effective approaches to texts such as helping them define goals and strategies 

for reading, use prereading activities to enhance conceptual readiness, and define strategies 

to deal with difficulties in syntax, vocabulary and organizational structure. In shon, 

students were encouraged to make predictions by attending to limited textual samples to 

confirm their hypotheses. 

'LJ stand. ror mother longue or nrSI language. 
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Likewise, Coady (1979) adapted Goodman's theory ofLl reading to suit second language 

learners. The overemphasis on reader contributions to reading without paying due 

attention to linguistic constraints, that were apparent in ESL2 contexts anyway, led Coady 

to conceive L2' reading as consisting of process strategies, background knowledge and 

conceptual abilities. Process strategies, such as word identification, were employed by 

beginning readers while more abstract conceptual abilities and effective use of background 

knowledge characterized skilled readers. In other words, Coady proposed that the 

background knowledge of ESL readers interacts with their conceptual abilities and process 

strategies to enable them to comprehend a given text 

The various attempts made towards helping ESL/EFL' students studying in British and 

American universities, in particular, to read their academic course books in English 

effectively coupled with developments in fields such as linguistics, psychology and 

education gave rise to a proliferation of views and theories on ESUEFL teaching 

methodology, syllabus and materials development. Jordan (1989: 155) relates that "a large 

number of the investigations into aspects of reading in the 1970s, especially in the USA, 

concentrated upon EST': they were largely concerned with an analysis of discourse, and, 

in particular, rhetorical functions. These studies were closely tied to specific subjects." 

Moreover, Goodman's theoretical stipulation of the reading process triggered the flow of 

a mass of research on the process of reading, on the one hand, and the methods of 

applying reading research output to the teaching of reading in English as a second or 

foreign language for academic purposes. The explanation of the nature of the reading 

process and the role of background knowledge in reading is pursued by researchers in the 

broad domains of cognitive psychology and psycholinguistics (see section 3.221 below). 

Research in this area is concerned with the investigation of how a fluent reader reads. 

'ESL stands for English as a second language. 

'L2 stands for a second language. 

'EFL stands for English as a foreign language. 

'EST stands for English for science and technology. EST is considered as a branch of ESP . English 
for specific purposes. EAP, English for academic purposes is also sometimes claimed 10 be a branch of ESP 
(Hutchinson and Waters 1987). 
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One of the dominant themes in this area is the definition of the nature, development and 

role of schema in reading - a theoretical metaphor for the reader's prior knowledge (Grabe 

1991 ). Researchers in cognitive psychology and psycholinguistics question the 

explanatory usefulness of both the top-down inferential (Goodman's model) and schema­

driven explanations of reading ability. As Grabe (1991 :384) indicates, 

aside from the fact that we know we can call up prior knowledge from long-term 
memory, and that information seems to be integrated in efficient ways, it is 
difficult to know exactly how this prior knowledge is called up and used. The 
notion that our long-term memory is organized by stable schema structures does 
not appear to be strongly supported by current research. 

Subsequently, interactive approaches to reading have taken a strong bottom-up approach, 

without denying the fact that prior knowledge is essential for reading. Current interactive 

approaches to reading, thus, assume that bottom-up processing contributes significantly 

to fluent reading. This argument is based on eye movement studies, research on word 

recognition and lexical access (see section 3.221 below). Studies on eye movements 

indicate that "some 80 per cent of content words and 40 per cent of function words are 

directly focused on in reading" (Grabe 1991 :385). In fact the studies indicate that as 

readers 

we typically do not guess or sample texts, nor is reading an approximate skill. 
Rather, reading is a very precise and very rapid skill .... The reason readers are so 
fast is not because they guess well but because they can identify the vast majority 
of the words automatically (Grabe 1991:385). 

Research in second language reading, however, is concerned with those reading problems 

that are not usually considered in first language reading research. In general terms, 

according to Grabe (1991), these include second language acquisition and trnining 

background differences, language processing differences, and social context differences. 

The first category refers to the fact that second language readers begin reading in the 

target language with limited knowledge of the language. The second category refers to 

transfer effects from language processing differences that could cause reading problems, 

such as vocabulary cognates or orthography. The third category refers to the level of 

literacy skills second language readers have in their first language. Apparently, studies 
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in LI reading cannot be directly applied to L2 reading because of these differences. 

In an exploratory study for a possible approach to instruction in reading in English for 

academic purposes in Addis Ababa University, it is felt that it might be necessary to 

acknowledge the availability of some alternative explanations of the reading process while 

highlighting the preferred construct informing this research. Thus, a review of the major 

reading models and the current trends of reading research - the bottom-up data driven (the 

decoding model), the top-down concept driven (psycholinguistic model) and the interactive 

schema theoretic views of reading, with an emphasis on learning to read in a foreign 

language (in particular) or the role and development of background knowledge - is 

provided in an effort to indicate the connections between reader contributions, text nature 

and reader-text interaction in the process of reading. ~t is claimed that the first year social 

science students in Addis Ababa University have not had adequate English language 

learning experience in schools, and as a result, they have not been able to develop their 

background knowledge (section 2.6 Chapter 2). This could be the reason why most 

students are poor readers in English. 

It is also noted that effective reader-text interaction entails the active participation of the 

reader to develop both hislher schematic and systemic knowledge or background 

knowledge. Thus, in order to realize this, a possible approach to develop the learner's 

abilities to read hislher academic course books in English - the individualised approach 

to learning to read in a foreign language - is qualified in the second half of this chapter. 

3.21 Models of the reading process 

3.211 Bottom-up models 

It has been pointed out above that bottom-up data driven models of reading are based on 

the assumption that the learner attends to perceptions, organizes them and then 

summarises meaning from them (Clark 1987 :59; Carrell 1988a). Samuels and Kamil 

(1988:31) state that "bottom-up models start with the printed stimuli and work their way 

up to the higher level stages." However, it has been argued that these serialist models 
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"fail to account for a variety of context effects (Rumelhart 1977) and could not explain 

the situation "whereby higher level processes can affect lower levels" (Stanovich 1980:34) 

and they were found to be inadequate, according to Eskey (1973), as reading theories 

since they disregarded readers' contributions and failed to see that readers utilize their 

expectations about the text based on their knowledge of the language and how it operates. 

Smith (1982:233-4) contends that "the spelling-to-sound correspondences cannot possibly 

be the basis of reading or learning to read because they do not transplant print into 

comprehensible speech." On the contrary, he argues, "it is the predictions of readers, the 

intentions of writers and the conventions of texts ... (that) make communication through 

written language and the experience of reading possible" (180). 

It has been pointed out above that the structuralist-behaviourist school stressed oral 

language skills and these were assumed to be developed through intensive drilling (Fries 

1945; Lado 1964; Rivers 1968) and the decoding of sound-symbol relationship was taken 

as pivotal to improve pronunciation and reading proficiency. In Ethiopia, in the 1970s, 

this approach was recommended not only as a solution for reading problems in English 

in schools, but also for all lingui stic problems (Madsen 1976). In such a system, aspects 

of meaning and readers' contributions to the reading process were not considered as 

important. 

3.212 Top-down models 

Antithetically, as it has been pointed out above, Goodman (1976:498) contends that 

reading is an active process whereby the reader makes guesses using his/her background 

knowledge and confirms these by employing as few clues as possible from the print. 

Goodman states that reading is simply a psycholinguistic game which entails the 

partial use of available minimal language cues selected from perceptual input on 
the basis of the reader's expectation. As this partial information is processed, 
tentative decisions are made to be confirmed, rejected, or refined as reading 
progresses . .. .It involves an interaction between thought and language. Efficient 
reading does not result from precise perception and identification of all elements, 
but from skill in selecting the fewest. most productive cues necessary to produce 
guesses which are right the first time. The ability to anticipate that which has not 
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been seen, of course, is vital in reading. 

The above exposition about the reading process in which the text is sampled and 

predictions are made on the basis of the reader's prior syntactic and semantic knowledge 

has been styled as a top down concept driven model (Anderson 1978; Rumelhart 1977; 

Samuels and Kamil 1988). By emphasizing the role of background knowledge in the 

process of reading, Goodman (1976) argues that automatic processing ability in reading 

is the result of the sum total of the reader's experience and his/her language and thought 

development. In other words, "what appears to be intuitive in any guessing is actually the 

result of knowledge so well learned that the process of its application requires little 

conscious effort. Most language use has reached this automatic intuitive level" (501). 

It is argued that the reader reconstructs meaning from the text by employing the different 

systems of the language (graphophonic, syntactic and semantic), "but he or she merely 

uses cues from these three levels of language to predict meaning, and, most important, 

confirms those predictions by relating them" (Carrell 1988a:3) to background knowledge 

that consists of past experiences and linguistic knowledge. Background knowledge 

embodies "knowledge of the world, of the content being read, of the context involved, of 

semantics, syntax, morphology, or even of phonetics or orthography" (Brown 1986: I). 

Smith (1982: 166) asserts that "the twin foundations of reading are to be able to ask 

specific questions (make predictions) ... and to know how and where to look at print so that 

there is at least a chance of getting these predictions answered." He expounds the concept 

of prediction as "the elimination of unlikely alternatives on the basis of prior knowledge" 

(1977:388). van Dijk and Kintsch (1983:25), however, feel that such pure top-down 

processing is "psychologically absurd" and argue that this activity can only be labelled as 

"thinking" and not "reading" . However, Samuels and Kamil (1988:24) claim that Smith's 

greatest contribution is his explanation of how redundancy inherent in all the systems of 

a language (letter features, within letters, within words, within sentences, within 

discourses) can aid the reader "with enormous flexibility in rnarsha11ing resources to create 

a meaning for the text at hand." Some researchers argue that the automaticity observed 

in good readers is not because they make accurate guesses but because they have the 
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ability to exploit the redundancy in language (van Dijk and Kintsch 1983). 

In a nut-shell, "top-down conceptually driven processing (or reading) enables us to obtain 

a rapid expectation of what is likely to occur on the basis of previous experience, and to 

match this against the incoming sensory data (or text)" (Clark 1987:59). For Smith 

(1982:8), leaming to read and reading to learn are the same. He says that "there are no 

special kinds of skills that beginners must learn and exercise that are not involved in 

nuent reading, nor is there any part of nuent reading that is not a part of learning to read . 

... Everyone must read in order to learn to read, and every time we read we learn more 

about reading." However, as indicated above, top-down models have been criticised on 

some grounds based on empirical findings (Garner 1987). It is argued that they do not 

describe skilled reading behaviour accurately (Samuels and Kamil 1988:32) and the idea 

of generating an infinite set of predictions, without any purpose and context constraints, 

does not seem plausible and does not characterize effective reading (Mitchell 1982). 

Weber (1984), Rumelhart (1977), Stanovich (1980), Ulijin (1980), Perfetti (1985), and 

Waltz and Pollack (1985) contend these models do not accommodate important empirical 

evidence. Gamer (1987) argues that these models are not supported by empirical data. 

For instance, it is argued that the speed for making hypothesis and generating a series of 

predictions should be greater than the speed for bottom up word identification in order for 

these models to be accepted as empirically convincing. However, it has been found that 

this is not the case in nuent reading. The models are also criticised for vagueness of 

conceptualisation (Gamer 1987; Mitchell 1982). Their concept of prediction does not 

seem to explain the automaticity in recognizing lower textual constraints which is a 

characteristic of nuent readers (van Dijk and Kintsch 1983; Mitchell 1982; section 3.221 

below). 

3.2/3 Interactive schema-theoretic models 

It has been pointed out that "bottom-up models start with the printed stimuli and work 

their way up to the higher-level stages, whereas the top-down models start with 

hypotheses and predictions and attempt to verify them by working down to printed 

stimuli" (Samuels and Kamil 1988:31; Carrell and Eisterhold 1988). It is argued that 
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while the fonner assume reading as a passive activity, in the sense that reader 

contributions are disregarded and the ability to read would somehow develop when one 

masters the hierarchically-ordered textual constraints, the latter emphasise that reading is 

an active process whereby the reader is engaged in making predictions and confirming 

these by employing as little visual input as possible from the text. However, the emphasis 

in both models has fundamentally remained linguistic knowledge of the reader (Williams 

and Moran 1989). The former disregards readers' contributions and the significance of 

background knowledge in processing a given text (presumably meaning is assumed to be 

in the text and the reader's role is to extract this), and the latter overemphasizes readers' 

contributions - equating reading with leaming and hypothesis testing or confirming 

predictions - and pays little attention to textual constraints which seem to be the problems 

of ESL/EFL readers . It might be stated that top-down models are about fluent L1 reading. 

If so, researchers in favour of these models do not provide an explanation of L2 reading. 

As A lien (1986: 15-16) observes, in most ESL/EFL classes "all too often reading becomes 

a mechanical, word-by-word translation exercise rather than a dynamic information sorting 

and synthesizing." 

The relevance of prior knowledge or background knowledge to reading as information 

processing activity has led to research on how this prior knowledge is developed, stored 

and retrieved during reading (Rumelhart and Ortony 1977; Rumelhart 1980; Anderson and 

Pearson 1988). The various investigations on background knowledge or 'schema' indicate 

that the greater the background knowledge a reader has of a text's content area, the better 

helshe will understand that text (Carrell 1988b). Bransford and Johnson (1973:434) have 

confirmed that "the relevance of an utterance, or any visual message, is determined by our 

discovery of a relevant context in our conceptual knowledge about the world." This may 

imply that the reading problems of some students in the Addis Ababa University may be 

attributed to the lack of or the inability to invoke appropriate background knowledge or 

'schema'. Rumelhart (1980:34) states that all knowledge, according to schema theories, 

"is packaged into units. These units are the schemata. Embedded in these packets of 

knowledge is, in addition to the knowledge itself, information about how this knowledge 

is to be used". In the process of learning, it is these packets of knowledge that are 

modified, changed or extended to accommodate for the new acquired knowledge. 
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Williams and Moran (1989:218) state that early studies on schema theory related to L1 

reading confirmed that background knowledge and reader experience were essential for 

interpreting ambiguous passages (see also Anderson, Reynolds, Schallert and Goetz 1977). 

Freebody and Anderson (1983) found that background knowledge was more important 

than vocabulary difficulty in comprehending texts. Moreover, activating schemata before 

reading enhanced students' comprehension and recall (Wilson and Anderson 1986). 

However, Steffenson and Joag-Dev (1984) point out that although culture related schema 

is essential in reading, an inappropriate schema could be invoked (due to cultural 

differences) to cause some errors. 

It has been pointed out that the psycholinguistic approach to reading assumes that 

"learning is the modification or elaboration of what is already known of cognitive 

structure, the theory of the world in the head" (Smith 1982:98). Learning is said to occur 

"when any of the three components of this theory - the category system, the rules for 

relating objects or events to categories (sets of distinctive features), or the complex 

network of interrelations among categories" is modified. It has also been pointed out that 

there is no difference between the processes of learning and reading (Smith 1982). On 

the other hand, learning or the modification of background knowledge, according to 

schema theorists, is assumed to involve both the formation of a new schema, and the 

modification of an already existing one (Rumelhart 1980). 

Background knowledge is stored in memory in some form of abstract structure. This 

abstract structure is the schema. A schema abstracts or summarizes all various 

experiences and awareness of a variety of things and arranges or structures them in ways 

they are related to each other (Anderson and Pearson 1988:42). Similarly, Widdowson 

(1983:34-35) states that schemata can be taken as "cognitive constructs which allow for 

the organization of information in long-term memory and which provide a basis for 

prediction. They are kinds of stereotypic images which we map on to actuality in order 

to make sense of it, and to provide it with a coherent pattern." They are tools for the 

interpretation of reality. 

Despi te the fact that the schema theory is criticised as inadequate framework for the 
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mental representation of prior knowledge, its implications have been found useful for 

improving reading instruction in ESL contexts. Carrell (l988b) states that background 

knowledge in reading consists of formal and content schemata. Formal schemata (or 

systemic knowledge) are considered to include background knowledge of the formal, 

rhetorical organizational structures of different texts. In other words, they represent all 

abstract knowledge structure of the differences among rhetorical organizations such as 

differences in genre, in the structure of fables, simple stories, scientific texts, newspaper 

articles and the like. Content schemata (or schematic knowledge) represent all the 

background knowledge of the content of a given text. While the former focus on the 

background knowledge of textual constraints, the latter stress the background knowledge 

of the content of the text. This definition is from the reader's perspective, that is, a 

reader's schemata embody all the background knowledge of textual factors (or mainly 

linguistic constraints and their inter-relationships) and content factors (related to the text -

socio-cultural, or academic disciplines, and the like and their connections) and their 

relationships (Carrell and Eisterhold 1988). The emphasis on ESL reading schema 

research, however, has been dominated by the separate study of the above factors as 

independent elements. 

According to schema theorists, the comprehension or learning of a text is related to one's 

ability to "find a mental home for the information in the text" or to be able to "modify 

an existing mental home in order to accommodate that new information" (Anderson and 

Pearson 1988:37). Similarly, Widdowson (1983:37) qualifies "a mental home" or schema 

as a "stereotypic pattern derived from instances of past experience which organizes 

language in preparation for use." It is a frame of reference (in relation to the 

propositional content of discourse or to what is being said), and a rhetorical routine (in 

relation to the iIlocutionary activity of discourse or to what is being done). He states that 

in most cases the "collocation of particular lexical items" will be associated with the 

"frame of reference" and if this is invoked, it will "generate expectations about what is 

to come". This expectation, thus, is tied to the expectation that arises from the 

identification of a particular rhetorical routine manifest in texts. 

It is argued that the reading process, according to the interactive schema theoretic view, 
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is the interaction of schematic and systemic knowledge of the reader. The fonner is what 

has already been referred to as content schemata and the latter as fonnal schemata or 

linguistic schemata in a broad sense. It is hypothesized that 

the act of reading does not involve so much the accumulation of new knowledge 
as the confirmation of predictions based on what is already known. We bring to 
reading, as we do to all experience of language use, what Frank Smith calls 'the 
theory of the world in the head' ... and this theory leads us to set up hypotheses, 
or in my tenns schematic projections, to be tested as further infonnation comes 
in from the discourse process (Widdowson 1983:61). 

Thus, it is this 'theory of the world in the head', or schema (or the abstract structure), 

when appropriately invoked by incoming stimuli from print - a word, a phrase or a 

sentence, for example - that helps the reader to comprehend the intent or message of the 

writer, as stipulated above. In other words, as Widdowson (1979, 1990) argues, the writer 

is engaged in some kind of vicarious interaction with an imagined reader. He/she takes 

certain assumptions as known by the imagined reader and bases his/her points on these 

assumptions. These assumptions are related to textual and content constraints. The 

reader, on the other hand, is supposed to play his/her part in the negotiative act, which is 

sometimes referred to as the process of the negotiation of meaning, initiated by the writer. 

"If the reader has more knowledge than the writer has supposed, then he will tend to 

disregard the discourse that has been plotted in the act of writing and simply takes from 

the text whatever best suits his purpose. If the reader knows less '" than supposed, he 

will have to draw on systemic knowledge .... If this strategy fails, then the meanings 

remain inaccessible, the text non-negotiable" (1990: 108), and it can be assumed that there 

is a failure in communication. This may be given as a possible explanation for the 

inability of students considered in the baseline study to process the given reading texts 

(section 2.6 Chapter 2; Appendix 1.2). It has been pointed out (section 2.6 Chapter 2 

above) that some of the students considered for the baseline study seem not to be able to 

process the texts given to them probably because they know less than supposed by the 

writers of the respective texts. It might be doubtful to assert that their deficiency can only 

be attributed to linguistic problems. 

Admittedly, this exploratory exposition is a simplified (when one realizes how complex 
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the reading process is) and an exclusive (since it does not include the host of variables 

simultaneously operating in the act of reading) representation of the reading process. 

However, it highlights two fundamental points: the relevance of background knowledge 

(both linguistic and content knowledge) for processing information in the medium of 

writing, and the interaction between the elements of this background knowledge. Current 

research has indicated that inability to activate appropriate schemata is a major source of 

difficulty in second language reading (Carrell 1988b). 

The interactive approaches to reading - accommodating both bottom-up and top-down 

assumptions of the reading process, but not with equal emphasis to each approach (see for 

example, Perfetti 1985, 1990; Rayner and Pollatsek 1989, and Stanovich 1990, for strong 

bottom-up views but still accepting that reading is an interactive process) - centre on the 

interaction between the reader and the text, as indicated above (Barnett 1989; Carrell and 

Eisterhold 1988) on the one hand, and the interaction of various component cognitive 

skills to effect fluent reading comprehension, on the other. Most researchers now claim 

that the interactive approach takes reading as an interactive process involving both an 

array of lower-level rapid, automatic identification skills and a higher-level comprehension 

or in!e.rpretation skills (Eskey 1986; Eskey and Grabe 1988; Samuels and Kamil 1988). 

The notion "interaction" (a term easy to use but difficult to pm down to empirical 

investigation) has become a buzz word in the two major trends in current reading 

research. Most cognitive psychologists and psycholinguists are interested in the area of 

defining the relationship and interaction between the various cognitive skills, such as 

automaticity in recognition of tex tual features , of L1 fluent readers. Some hold the 

stipulations of the schema models of reading with scepticism and the trend in this area has 

been to encourage research output which is expli.ci! llJ1d tes table (s.ection 3.2 above). On 

the other hand, IT'OS! second lallgu,lg{~ re~earchef;\" i,ave empb.asizedthe study of the 

process of interaction be~wt;en the rea:der and the tex~ by investigating both reader-textual 

fac tors, It, iruiic3ted below (Grabe 1991). 

78 



3.22 Approaches to the study of the reading process 

3.221 The component skills of reading 

It has been pointed out above that cognitive psychologists and educational psychologists 

prefer to investigate the reading process - incidentally, the learning process - by exploring 

its component skills. Grabe (1991) summarizes these skills into six component parts that 

have more or less determined the paths of inquiry into the reading process in this area: 

automatic recognition and identification skills, vocabulary and structural knowledge, 

formal discourse structure, content or world background knowledge, synthesis and 

evaluation skills or strategies, and metacognitive knowledge and skills monitoring. 

A major preoccupation of reading theorists is the exploration of automaticity in fluent 

reading. The automatic perceptual or identification skills refer to those that a fluent reader 

employs unaware of the process, not consciously controlling the process, and using little 

processing capacity (Adams 1990; Just and Carpenter 1987; Stanovich 1990), especially 

to identify features , letters or words. The major area of concern in studies in automaticity 

is at the feature, letter or word levels which demonstrate a fluent L 1 reader's lexical 

access skills. Grabe (1991 :380) relates that many researchers in the area are now 

convinced that "automatic lexical access is a necessary skill for fluent readers, and many 

less-skilled readers lack automaticity in lower level processing." It is believed that the 

lexical element of fluent readers becomes "encapsulated, that is, the process of lexical 

access during reading does not make use of contextual resources. "(1991 :380; also 

Stanovich 1990). By comparing the reading styles of poor and good readers, van Dijk and 

Kintsch (1983:23-24) argue that 

the greatest facilitation of word recognition by meaningful context is observed 
with poor readers, not with good readers. Furthermore, it is simply not true that 
good readers take decoding lightly; they fixate almost every content word. .. .It has 
been found ... that the best discriminator between good and poor readers is 
performance on simple letter and word identification tasks. What is really wrong 
with poor readers is that they recognize isolated words inaccurately and too 
slowly, and compensate for their lack in decoding skills with context-dependent 
guessing or hypothesis testing .... Good readers with their superior decoding skills 
can decode letters and words rapidly in a bottom-up fashion, and therefore do not 
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normally need to resort to guessing strategies .... What is really at issue are the 
speed and accuracy of context-free word recognition operations. 

These findings and their implications may force one to question the basic assumptions of 

both the top-down concept driven models and the schema theories. It seems that fluency 

in reading is not necessarily the outcome of the reader's adeptness in generating 

hypotheses and confirming them. van Dijk and Kintsch argue that automaticity in word 

recognition plays a significant role in fluent reading. 

The second area of exploration is the role of vocabulary and syntactic knowledge in fluent 

reading. Berman (1984), Devine (1988), Eskey (1988), Swaffar, and others (1991) assert 

the importance of structural knowledge in second language reading comprehension. 

Moreover, Anderson and Freebody (1981), Chall (1987), Nation (1990) and Swaffar 

(1988) stress vocabulary knowledge as important in second language reading. 

The third field of inquiry is the role of the knowledge of formal discourse structure 

(formal schemata) in fluent reading. It has been established by various researchers that 

knowledge of the organization of a given text aids reading comprehension. Good readers 

exploit a given text organization and tend to employ this better than poor readers to write 

recalls, and they can do this only from certain types of text organization. Carrell (1984) 

has noted that specific logical patterns of text organization (such as cause-effect, compare­

contrast, and problem-solution) help readers to recall better than texts which are loose ly 

organized around a collection of facts. 

The fourth area of study is concerned with the role of content and background knowledge 

(content schemata). The research supporting the fact that prior knowledge of text-related 

information as affecting reading comprehension is quite extensive (Anderson and Pearson 

1984; Kintsch and van Dijk 1978; Wilson and Anderson 1986; Alderson and Urquhart 

1988, to mention a few). Similarly, Carrell (l984b), Pritchard (1990), Steffensen and 

Joag-Dev (1984) studied the influence of cultural knowledge on reading. Carrell (1987) 

has also studied the influence of formal and content knowledge on reading comprehension. 
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The fifth area of concern mentioned by Grabe is the readers' ability to employ synthesis 

and evaluation skills and strategies to evaluate text information and compare or synthesize 

it with other sources of information or knowledge. It has been pointed out above that this 

skill of reading does not seem to be dependent on one's ability to predict. "Given the real 

time constraints of the reading process, fluent readers typically do not use prediction to 

decide upcoming words in texts or to access words; rather prediction helps readers 

anticipate later text information presented" (Grabe 1991 :38 1). Thus, this will allow 

readers to decide whether the information contained in the text is relevant and to agree 

or disagree with the writer's point of view. 

The last area of study in the component skills of reading is what is popularly termed as 

the metacognitive knowledge of reading. This refers to the knowledge about cognition 

and the self-regulation of cognition (Flavell 1979; Baker and Brown 1984; Brown, 

Armbruster and Baker 1986; Garner 1987). Knowledge about cognition involves 

recognizing patterns of structure and organization and using appropriate strategies to 

achieve specific goals, such as comprehending texts or remembering information. 

Metacognitive knowledge of reading would involve, among other things, recognizing the 

more important information in the text; adjusting reading rate; using context to sort out 

a misunderstood segment; skimming portions of the text; previewing headings. pictures. 

and summaries; using search strategies for finding specific information; formulating 

questions about the information; using a dictionary; using word formation and affix 

information to guess word meanings; taking notes; underlining; summarizing information; 

and so on. Monitoring or emrloying of cognition includes recognizing problems with 

information presented in texts or an inability to achieve expected goals (for example. 

recognizing an illogical summary or awareness of non-comprehension). Self regulation 

strategies would include planning ahead. testing self-comprehension, checking 

effectiveness of strategies being used, revising strategies being used, and so on (see Table 

4.3. Chapter 4. for the metacognitive questionnaire. or the set of reading strategies, 

employed in the current study; Hosenfeld 1977; Rubin 1987; Chamot 1987; O'Malley 

1987). Barnett (1989). and Cohen (1990) have set lists of reading strategies which 

combine cognitive strategy use and monitoring. 
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Research on this area confinns that good readers employ metacognitive skiIIs more 

effectively than poor readers. Hosenfeld (1984) has found out that successful readers 

seem to keep the meaning of the passage in mind, read in broad phrases, skip unessential 

words, guess from context the meaning of words; on the other hand, unsuccessful readers 

tend to lose the meaning of sentences as soon as they decode them, read word-by-word 

or in short phrases, rarely skip words , turn to the glossary for the meaning of new words. 

Similarly, successful readers seem to choose a reading approach appropriate to a given 

text and their purpose in reading it; they summarize as they go along; they read for 

general meaning, and they tolerate ambiguity in their reading until they can clarify the 

meaning (Rubin 198 I). Recent research on second language reading instruction has 

focused on the effectiveness of strategy training for improved reading comprehension (see 

for instance, Wenden and Rubin 1987; Barnett 1989; Cohen 1990; CarreII, Pharis and 

Liberto 1989; Swaffar and others 199 I). 

3.222 Studies on reader-text interaction 

Second language researchers have studied the reading process by probing into what they 

consider as the decisive element in the process of reading, the reader-text interaction. It 

is admitted that the emphasis of one component of the reading process at the expense of 

another may not accurately iIIuminate what is going on in the process, however, for the 

sake of analysis , the process has been "frozen", such as in fonns of models or constructs, 

to aIIow investigation. Alderson and Urquhart (1984), and WiIIiams and Moran (1989) 

take the foIIowing arbitrary categories of the process to help them discuss the pertinent 

research questions and findings: the text, the reader and the interaction between the reader 

and the text. It is to be noted that these aspects of the reading process have been 

discussed above in relation to the relevance of the reader's background knowledge to 

effective reading. Each model of reading ascribes particular attributes to each aspect. For 

instance, the decoding model takes the text as containing the writer's entire meaning and 

the task of the reader is to extract this. According to the psycholinguistic model it is the 

reader's background knowledge or 'the theory of the world in the head' that is the most 

important and the text facilitates the ability to confurn predictions and make further 

hypotheses. 
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3.2221 The text 

Candlin (1984) and Widdowson (1983, 1984) argue that the text (as a collection of 

features, letters or words) does not contain meaning . . Meaning is not in the text. 

Although text embodies a "residual quantum of meaning," it is the readers, with their 

meaning-generating capacities and helped by the clues in the text that invoke their 

schemata, who expand and develop this potential (Widdowson 1990). However, these 

readers' capacities, depending on both linguistic and extra-linguistic experience (or 

background knowledge), reading purposes and the affective involvement of the readers, 

make the reading process more complex and render textual descriptions, however 

elaborate, inadequate to explain readers' comprehension difficulties. Moreover, the 

meanings generated from texts may vary from reader to reader. As Candlin (1984:x) 

states, "texts do not have unitary meanings potentially accessible to all; they rather allow 

for variety in interpretation by different readers, governed by factors such as purpose, 

background knowledge, and the relationship established between the reader and the 

writer." 

It is also contende.d that text accessibility and reading comprehension are related to each 

other. Anderson (1971:180) confinns this assumption by stating that "the readability or 

reading difficulty of a passage and a reader's comprehension of a passage ... are two ways 

of looking at the same event. If there is close correspondence between the decoder's and 

the. encoder's system of 'language habits', then Ihe passage or message is easy to 

comprehend. If there is not, comprehension is difficult." Widdowson (1990) on the other 

hand, emphasizes that encoder-decoder correspondence should be envisaged not only on 

systemic constraints (if thaI is what Anderson wants to imply when he mentions 'language 

habi ts') but also on schematic (all the various assumptiom embedderl in II' te){f~ aspects 

as well. 

The above , .;~ws about teJCt-reader relationships have superseded those held in the 1950s 

~ .. <l the 196()s. Behaviouristic views took reading as a means of facilitating language 

practice 1.1rough the use of simplified texts and graded readers, as mentioned above 

(WWiatnS a nd Moran 1989; section 2.3, Chapter 2 above, for a list of such readers used 
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in Ethiopian schools in the 1950s and 1960s, graded on lexical and syntactic aspects). 

Apparently, the major concern was on the linguistic accessibility of texts to imagined 

readers, mostly school children, and various types of readability formulae were developed 

to tap this difficulty considered to be mainly caused by word length and frequency, and 

sentence length and complexity. These readability formulae were used extensively in all 

areas, especially, in schools, courts, hospitals and the like in the United States of America 

(Klare 1969). 

To relate this to the current concern, research studies (see section 2.6, Chapter 2 above) 

have indicated that social science first year students find their academic course books too 

difficult to read. Some researchers have used readability formulae, including the c10ze 

procedure, to determine the level of difficulty of the course books and claim to have 

identified the gap between the readability of the course books and the reading ability of 

the students. It might not be wrong to assume that students find their course books 

difficult to read with a reasonably high degree of comprehension and involvement. What 

may be a bit hard to accept would be first, whether or not the tools they employed can 

be justified to indicate what they claim, or if not, what they actually measure. 

The readabili ty index of a text is established by taking word and sentence constraints into 

consideration. In other words, 

word difficulty may relate to infrequency of occurrence, and has been indexed 
either by reference to frequency lists, or by reference to word length, usually 
measured in number of syllables, since, on the whole, longer words tend to be less 
frequent and therefore might be expected to cause processing problems. Sentence 
complexity can be measured by a variety of devices, ranging from the number of 
transformations required to produce the surface string from a posited deep 
structure ... to a simple count of the number of words in a sentence, since, again 
on the whole, the longer the sentence, the more complex it is likely to be, with 
embedded and subordinate clauses and the Iike ... (Alderson and Urquhart 
1984:xxii). 

By stating the practical definition of readability as "elements of writing (text) that are 

related to readers' success: content, style, format and organization" (1969:6-7), Klare 

argues that though readability has come to be used to indicate the legibility of either 
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handwriting or typography, ease of reading due to either the interest-value or the 

pleasantness of writing, and ease of understanding or comprehension due to the style of 

writing, it has mainly emphasized the last one which is usually assessed by subjective 

measures (such as asking readers their opinions about the level of difficulty of a text they 

have been given to read, taking teachers' and experts' opinion regarding the difficulty 

level of a given text, or even administering multiple choice questions to establish level 

of comprehension to aid in the decision for readability) and a set of readability formulae. 

But, Klare contends that skill factors, set to learn and the principle of least effort (as 

indicated in Figure 3.1, below) are not a direct function of textual factors, and thus they 

cannot be included in a readability formula - this being as the basic discrepancy of 

readability formulae. 

frequency of 
occurrence 

word 

length 

te~t 

factors 

length I 
sentence 

redundancy 

I readability 

speed (word recognition and 
memory speed) 

skill factors (as represented in 
educational level, 
special reading 
e~perience) 

reader 
faclOrs 

-
set to learn 

principle o f the least effort 

Figure 3.1 Summary of readability constraints (adapted from Klare 1969:6-7) 
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Dale and Chal\ (cited in Gilliland 1972) stipulate that "readability is the sum total 

(including interactions) of all those elements within a given piece of printed material that 

affects the success which a group of readers have with it." They state that success is to 

be seen in terms of comprehension, speed and level of interest. Of course, it is highly 

debatable whether or not one could come up with a formula that measures al\ these 

factors . Another aspect of a readability formula is its reliability and validity. Harrison 

(1980) takes some factors to investigate the reliability of any given readability formula. 

These include sampling (that is, how consistently the formula does its job of predicting 

the difficulty level of a whole passage or book on the basis of a number of samples), age 

level accuracy (that is, how accurately it predicts the age level of the passage) and analyst 

reliability (that is, how accurately the teacher or researcher does the calculations). These 

traditional criteria could be taken as rough guidelines and not as scientifically proven 

parameters of validating a given readability formula. 

However, the claims of most readability formulae could not be substantiated and it is 

found out that no formula consistently predicts a similar grade level to any other formula 

(Stokes 1978:21). Harrison 1980 has also indicated the limitations of the readability 

formulae he selected for study, and he recommends the use of appropriate formulae for 

various purposes and concludes that there is no single formula that can be used for all 

levels; he advises the user to be selective and provides the preferred list of formulae for 

selected levels. On a practical level, most of the readability formu lae are easy to handle, 

but it is not clear what they really measure. If it is argued that meaning does not reside 

in the tel(t but is the result of the reader's interaction with the given tel(t (Widdowson 

1984), it is unclear what these readability formulae (with their emphasis on tel(tual factors, 

even that limited to few aspects of the tel(t) measure. 

Another point of contention is what these readability indices indicate or what could be 

done if a tel(t was found to be difficult according to the prediction of the selected 

readability formula. It is argued that these indices cannot indicate causes of reading 

difficulty. In other words, if one applies a readability formula to a tel(t, finds it difficult 

for a given group of readers, and then manipulates the tel(t to shorten sentence length and 

remove or replace any long words, it may not necessarily follow that the cause of 
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difficulty has been removed: the text might actually have been made more difficult. 

although the readability index would indicate that it is an easy text (Alderson and 

Urquhart 1984: xxii; Grellet 1981; Davies 1984). By selecting short sentences with one 

or two-syllable common words. according to the indications of the readability fonnu la 

employed. one might get a low readability index. However. the new text. thus created. 

may have lost its redundant elements, essential rhetorical devices, and some of the words 

may have become more difficult than the original ones. The task of simplifying a text 

in this manner is aimed at the simplification of usage and not use (Widdowson 1979; 

Da vies 1984); the attempts to make the text syntactically less complex: may distort the 

original meaning. 

In conclusion. it might be remarked that readability fonnulae mostly detach a tex:t from 

its readership and its contex:t - thus denying it its potential for meaning. In other words. 

these fonnulae disregard reader variables - background knowledge and the heterogeneity 

of readers - in order to establish readability indices of tex:ts. Thus, it might be very 

difficult to come up with conclusive results regarding the qualification of the gap between 

the social science first year students' reading ability and the readability levels of their 

course books (which may not be easy to specify which course books are used by 

university students since they are ex:pected to refer to various sources indicated in most 

course reading lists supplied by respective instructors using the readability fonnulae; and 

the readability fonnulae are based on Ll readers ' perfonnance. 

The other method employed to detennine tex:t difficulty is what is commonly cal led the 

cloze procedure. The cloze procedure (not a readability fonnula) is claimed to tap both 

reader and text constraints, or more ex:plicitiy, the correspondence between the 

grammatical and semantic 'habit systems' of encoders and decoders (Anderson 1971). 

First employed by Taylor to test reading comprehension, it was assumed that it was based 

on the concept of closure in gestalt psychology. However, since the gestalt ex:planations 

of closure are related to merely perceptual stimuli rather than to cognitive thought 

processes, many researchers associated the functioning mechanisms of the cloze with the 

concept of 'noise' in Weaver's model of communication theory. By way of justifying the 

cloze procedure, Anderson indicates the assumed theoretical roots by stating that 
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according to the language communication model ... the transmission and receiving 
of a message are seen essentially as coding operations. The source or encoder, the 
writer or author, produces a message, a passage of printed English. Noise, which 
in the present context consists of mutilation of the language patterns of the 
message, interrupts the coded message before it is received, by the decoder or 
reader. To decode the message, cloze procedure requires the reader to construct 
the mutilated language patterns by making the most likely replacement in the light 
of his language system and the grammatical and semantic cues that are available 
(1971: 179-180). 

Moreover, it is claimed that the crucial aptitude in answering cloze tests is the ability to 

exploit linguistic redundancy (Anderson 1971; Harrison 1980; Smith 1982). In line with 

the psycholinguistic view of the reading process, Smith (1982:229) expounds the concept 

of redundancy as a major factor in cloze. 

One way of interpreting a high score for a particular space would be that there are 
very few alternative words that could be put in that position - the uncertainty is 
low. And the only reason that uncertainty is low in that position is that most of 
the alternative words have been eliminated by information acquired from other 
parts of the passage, from the words that have not been removed. Passages that 
get a relatively large number of missing words correctly replaced may therefore 
be regarded as more easily comprehensible than those whose spaces are more 
dubious; thus this type of score is sometimes interpreted as a measure of the 
"intelligibility" or "readability" of a passage. 

Harrison (1980: 102) claims that the cloze test is both reliable and valid and recommends 

a seventh-word deletion rather than a fifth -word deletion if the students are weak. He also 

prefers verbatim scoring and states that the cloze test indicates information gain in general 

knowledge, linguistic competence and general intelligence. On a fifth-word deletion, he 

suggests that the scores can be interpreted as 35 per cent to 40 per cent as frustrational 

(material too difficult for the learner), 40 per cent to 55 per cent as instructional (the 

learner can manage the reading with some teacher's help), and 55 per cent to 60 per cent 

as independenr (the learner can handle the material on hislher own). These 

recommendations are made based on earlier research findings by Bormuth (1968). The 

cut-off points are corroborated by further research conducted in Fijian schools (Elley 

1984). An alternative cut-off points based on the seventh-word deletion is 37 per cent and 

below as Jrustrational, 38 per cent to 50 per cent as instructional and 51 per cent and 
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above as independent (Cripwell 1976). The current study selected this for the analysis of 

the c10ze test results (section 5.222 and section 5.322 Chapter 5) but it should be noted 

that these cut-off points are guidelines for assessing text accessibility. 

Despite the strong claims made. c10ze tests do not seem to answer the question what 

causes a text to be difficult. It has also been argued that the c10ze procedure is limited 

as a tool for identifying text difficulty. It is claimed to be insensitive to aspects that range 

beyond the context immediately surrounding a deletion (Alderson 1979. 1980; Porter 

1978. 1983; Shanahan and Kamil 1982. 1983. to mention a few). Alderson (1979, 1980) 

and Davies (1984) contend that the c10ze procedure is variable and may be limited to 

assessing lower order linguistic ability. 

On the other hand, some researchers feel that the cloze procedure is sensitive to inter­

sentential constraints and can be effectively employed to test higher-order skills (Bachman 

1982). Bachman (1982. 1985), Brown (1983), Chavez-Oller, and others (1985), Gamara 

and Jonz(l987). Jonz (1987, 1990), among others. argue that cloze is stable, reliable and 

sensitive to comprehension processes at various levels; some (Bachman 1985) 

recommend a rational deletion and not the conventional every nth word deletion. 

The argument whether or not to use readability formulae and/or the cloze procedure to 

establish text difficulty has not yet been settled as evidenced by the recent article by Jonz 

(1990) on the merits of the cloze procedure. However, other researchers have pursued 

other routes to define text difficulty without venturing to provide their readers with a 

formula or a tool for identifying text difficulty (section 3.221 above). Cooper (1984), 

Williams and Dallas (1984), and Wodinsky and Nation (1988) have studied vocabulary 

as an index of text difficulty, while Berman (1984) mentions structure, Urquhart (1984) 

examines text organisation as an aspect of text difficulty. 

Despite the heated debate about the limitations of the readability formulae and the doze 

procedure - that is, whether or not they precisely measure text difficulty and, even if they 

do, they do not indicate the cause of the difficulty - they are still used by some reading 

course writers to select and grade texts. For instance, the SRA reading packages and the 
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ELSIP seem to be produced by the use of a variety of readability fonnulae and the c10ze 

procedure. The two types of reading sets will be discussed in some detail below, but it 

seems apt to include here briefly an investigation of the general assumptions used by 

some current course designers for reading in English for academic purposes. 

After having undertaken a series of investigations on the reading abilities of their students, 

mostly based on discourse analysis, Selinker, Todd-Trimble and Trimble (cited in Jordan 

1989: 155-156; section 3.2 above) concluded that their students "often seem unable to 

comprehend the total meaning of the EST discourse even when they understand all of the 

words in each sentence and all of the sentences that make up the discourse." They 

suggest that students should be taught to see the rhetorical organizations in their reading 

texts, and teaching materials for reading in EST should provide ample exercises on 

rhetorical devices. Thus they felt that the rhetorical organizations of scientific texts in 

English contributed to their inaccessibility and recommended the teaching of these to 

students. 

Text difficulty is presumably an area of interest for reading materials writers. Some may 

employ, such as the graded readers producers, indices of text difficulty to select and grade 

texts. Usually, lexical and syntactic factors are considered in the graded readers (Bamford 

1984). Bloor (1985) surveys the design and the theoretical justifications for the design 

of some contemporary reading courses claiming to help EFL students improve their 

reading ability for academic purposes. Her analysis does not include the assumptions 

from the selection and grading of the reading texts. Fundamentally, all reading courses 

claim to help students develop the ability to read a variety of non-fiction texts for the 

purpose of gaining information (this per se is controversial; we may read not necessarily 

for gaining information, and there may not be a difference in developing the ability to 

read texts that are dense with information and those with less information; purpose and 

background knowledge of the reader, among other things, seem to override the whole 

process). 

Bloor (1985:342) admits that in light of the specUlations, opinions and claims made by 

reading materials writers, "it is often difficult to sort out the reasons for particular 

90 



activities let alone establish their validity." She identifies four categories based on the 

approaches these course books seemed to reflect. The first is what she types as the 

psychological approach. This includes all those courses that "claim to provide exercises 

or activities which train natural reading processes; they focus on what takes place in the 

mind of the individual reader" (page 342). The courses focus on two distinct levels -

word recognition (the graphic-phonic relationship) and interpretation (the syntactic­

semantic-pragmatic relationship in the text). Examples are provided from Skj[[s for 

Reading (Morrow 1980), and Reading and Thinking in English (Moore and others 

1979180). 

The second category includes those materials that implicitly or explicitly employ the 

linguistic approach which emphasizes the mastery of words and sentences of the selected 

reading text. "The assumption is that if the learners can handle linguistic features of the 

text efficiently, reading ability will be improved" (page 348; see also section 3.22 above). 

Extracts from Reading and Comprehension Course (Sim and Laufer-Dvorkin 1982) and 

the earlier books of Reading and Thinking in English (Moore and others 1979/80) are 

taken to demonstrate this. It is stated that in the latter, the exercises are not overtly 

grammatical though they have a range of language-related exercises. 

The third category is what Bloor calls the content-orientated approach. This is based on 

the view that "the purpose inherent in a particular act of reading is an essential feature" 

(page 351). The task of the course designer is to help the learner to learn to define his 

or her purpose for reading. "Content-orientated reading exercises sometimes provide the 

purpose for the reader by specifying a reason for reading a particular passage before 

actual reading takes place. In other cases, it is assumed that reading passages on topics 

related to learners' specific needs will fulfil their real-world purposes, and thus stimulate 

their interest and involvement in reading" (page 351). These assumptions are 

demonstrated by drawing sample exercises from Reading for a Purpose (Bloor and Grant 

1978), Reasons for Reading (Davies and Whitney 1979), Study Skj[[s in English (Wallace 

1980), and English Studies series (Mackin 1971). It might be argued that although the 

reader's purpose, among other factors, determines how and what he or she reads, it might 

be difficult to produce reading materials incorporating all possible purposes of readers -
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even academic purposes may be difficult to pin down due to individual differences in all 

respects (Dickinson 1987; Clark 1987). Learning or reading purpose, as such, is 

appropriately defined by the individual who is learning to read. 

Bloor refers to the last category as the pedagogically-orientated approach, that is "when 

learning theories are the prime motivation for the design of the total course rather than 

the design of individual exercises" (page 355). These are reading courses which involve 

reading boxes or sets of reading cards and they are mostly designed for reading at the 

learner's own individual rate of progress. She mentions Reading Choices (Jolly 1982), 

which are specifically prepared for self-access work. She relates (from the Teacher's 

Book of the Reading Choices) that "textual difficulty for any individual student depends 

on a number of factors, not simply on those of lexical frequency and grammatical 

complexity. The same text may appear difficult to one student and easier to another often 

for no reasons than differences in motivation, previous knowledge of the topic or text 

type. These factors transcend mere linguistic description" (page 355). Bloor summarizes 

the theoretical assumptions of this approach as follows: 

readers who are given some choice in the selection of their own reading materials 
and who can develop at their own rates will be more successful readers than those 
whose programme of studies is directed by the teacher, the course book or the 
administrator. 

[Moreover] the interests of the students are best served if control of the reading 
activity is left in their hands (rather than in those of the teacher) with respect to 
choice of topic, text type, textual function, apparent difficulty and amount of help 
required in understanding texts. On the question of difficulty, Jolly's approach 
differs from that of some earlier sets of reading cards in that the cards are not 
graded in level from the point of view of language complexity, although they do 
vary in length and text type. 

One significant ppint Bloor mentions about Jolly's approach is that the collections are not 

graded on the basis of linguistic factors as the SRA or other graded readers like ELSIP. 

She adds that the exercises are varied and content-orientated but they remain as facilitators 

of the reading activity. In other words, they are, in effect, "superfluous to the objectives 

of allowing students the time and opportunity to read in English" (page 355). Bloor 

concludes by stating "it is claimed that courses which permit individuals to assume 
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responsibility for their own work also help the learners to a position of independence of 

the teacher, which is ultimately essential for any reading course since reading has to be 

an individual activity" (page 356). 

Both the SRA and ELSIP reading collections make similar claims. As pointed out below 

(section 4.2224 and section 4.335, Chapter 4), both allow students to make their own 

choices from the collections and read as fast and as far as their learning rate and capacity 

allow. The SRA collection, in particular, is based on the following assumptions of the 

reading process: 

Reading consists of many skills. The student must learn to connect sight and 
sound to produce the visual recognition of letters, letter combinations, words, 
groups of words, and sentences. He must learn how to derive meaning from 
sentences, then from paragraphs, then from whole stories, articles, or textbook 
lessons. He must be able to use a systematic approach to reading and study, such 
as the SQ3R formula used in the READING LABORATORY [sic]. He should 
also be able to enjoy reading for pure pleasure, using whatever method he chooses 
- or no method at all (1985 Teacher's Book, Introduction). 

In other words, the endeavour to relate reading activity to education objectives is the 

characteristic claim of the collections, although it may be mentioned that the serialist, 

bottom-up approach assumed towards reading in particular and learning in general seems 

to be somewhat assertive. The approach recommended for reading development is SQ3R 

(survey-question-review-read-recite) for all types of learners. Royer, Bates and Konold 

(1984:79) appreciate the effectiveness of inserted questions in reading texts to enhance 

reading ability and, by citing Keller, indicate the characteristic features similar to the SRA 

used by the personalized system of individualised instruction. In general, the features 

include the following. Firstly, "the instructional material is organized and sequenced into 

smaller units, and students are required to 'demonstrate mastery' by performing at or 

above some minimum achievement level before proceeding to subsequent units." 

S&ondly, the material consists of almost entirely written textual information. Thirdly, 

lectures or demonstrations are mainly designed to maintain student interest and motivation 

and not explicitly for instructional purposes. Lastly, "students are ideally allowed to 

proceed through instructional units at their own pace, going as fast or as slow as their 

abilities or special needs dictate." 
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Despite its limitations, the collection contains several texts selected from a variety of 

books and periodicals containing a wide range of subjects such as science, biography, 

adventure, humour, fiction, folklore, ecology, history, sports and the like featuring a wide 

whole/part thinking 

seeing relationships 

readi ng 
skills 

sequence and 
organization 

inferences and 
cone I usions 

Figure 3.2 Reading skills in SRA 

-grasp the main idea 
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-grasp the writer's 
purpose 
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opinion 

-predict the outcome 

-draw a conclusion 

-understand the 
cause 

-see the result 

-find the reason 
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-notice the 
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-consider the 
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sampling of writing styles (page 9). Moreover, the authors claim that the "materials have 

been ranked on a continuum of difficulty from easy to hard according to the existing 

knowledge of the basic skills that make up the total skill of reading" (page 8). The 

authors, however, do not explicitly mention the criteria they have used to select and grade 

the materials. From the focus on vocabulary and structure development exercises, one 

may safely imagine that linguistic factors are decisive. The authors consider the reading 

process as consisting of subskills in a hierarchical manner as indicated in Figure 3.2 

above. 

The focus on developing the mentioned skills, which the authors recommend, has been 

taken by Baird and White (cited in Nisbet and Shucksmith 1986:71) as a discrepancy in 

the materials and they argue that "they do not ultimately give students the responsibility 

for their own learning - too many learners remain limited to following instructions and 

protocols" ( see also comments given by students in the main study group, for instance, 

sir 3.1258, Appendix 3.12). 

However, as Robb and Susser (1989:243) indicate, the materials are more goal-orientated 

and suitable for developing reading through extensive reading which, according to Nuttal 

(1982:65) "is the single most effective way of improving both vocabulary and reading 

skills in general." Davies and Widdowson (1974) and Fawcett (1977, 1979) also claim 

that the materials are suitable for developing reading. Fawcett, after administering the 

materials on native speakers of English, reports significant improvement in learners ' 

reading comprehension and adds that the materials should be used as the authors have 

prescribed. He states that "the groups using the Reading laboratory material made highly 

significant gains over the control groups, at all age levels in speed and accuracy of 

reading, development of vocabulary and the ability to comprehend. These gains were 

made initially, on completion of the intensive experimental programme, and maintained 

or even improved over the next six months (1977: abstract). Boey (1976), Eskey (1973) 

and Lynn (1972), however, doubt the effectiveness of these materials in developing 

reading comprehension. Eskey and Grabe (1988:230-231) doubt the effectiveness of the 

reading lab approach, which the SRA and ELSlP promote, and argue that the approach 

"presupposes a substantial library of materials, and, since there are no texts that every 
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student reads, it limits the kinds of group work that can be done and tends to isola Ie 

reading from other parts of the curriculum - or other shared experience. For students who 

are not strong self-motivators -who, for example, have not developed the habit of reading 

in depth in their own languages - this may be a major problem." They suggest the 

organization of a content-centred approach - that provides a "critical mass" of information 

on a subject that help to read about it extensively and integrate all the macro-skills of 

language - listening, reading, speaking and writing. 

The ELSll' (English Language Self Instruction Package materials), unlike the SRA, do 

not contain exercises on developing any explicit reading skill, though a claim is made that 

as one reaches Level Four of the graded readers published by various UK publishing 

companies, such as Collins, Longman, Heinmann, helshe will have achieved an 

approximate equivalent to a score of 500 on the TOEFL test (ELSIP student guide). The 

ELSIP is a collection of graded readers not particularly different from earlier series of 

graded readers, except that it contains, as indicated in Table 4.4, Chapter 4 below, a series 

of progress tests after each level. Thus it shares all the characteristics of most graded 

readers from which it incorporated a substantial number of reading books. Bamford 

(1984:218-219), after having surveyed most of the graded readers recommended for use 

in schools, states that 

these are short books of fiction and non-fiction which are graded structurally and 
lex ically - and occasionally in other ways. At lower levels, the books are usually 
purpose-written original titles. At higher levels, they are usually abridged and 
adapted from existing books. The levels are graded from beginner to advanced. 
and at each level the hooks are written using only the grammatical structures and 
vocabulary items appropriate to that level of study. This grading ostensibly 
ensures that learners can read with relative fluency without being overwhelmed by 
unfamiliar structure and vocabulary. 

In addition, Bamford sta tes that graded readers try to resemble textbooks or books that 

young readers would like to read for pleasure. They are usually controlled in structure. 

sentence length and complexity, vocabulary and "(rarely) the flow of information and the 

explicitness of background concepts and suppositions" (page 219). 
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In summary, texts for reading are selected by using various criteria, including the 

readability formulae and the cloze procedure but more significantly using word lists, like 

the Dale-Chall or Michael West, and sentence complexity. As has been stated, there are 

problems in establi shing the levels of difficulty of words and sentences, and the mere use 

of frequency and length for word difficulty and length for sentence difficulty often yields 

inconclusive results (Bamford 1984). 

3.2222 The reader 

One fundamental issue that readability formulae seem to fail to include in the assessment 

of text difficulty is the reader variable. It is alleged that they separate text from its 

context and readership. Similarly, the c10ze procedure, it is alleged, is mainly limited to 

short passages. 

However, a number of researchers who used the graded readers described above, claim 

reader successes (Hafiz and Tudor 1989, 1990; Elley and Mangubhai 1983; Robb and 

Susser 1989), despite the limitations of graded readers mentioned above. Elley and 

Mangubhai (1983:61), in particular, state that, by giving Fijian school children a large 

number of high-interest story books in English, and by conducting this experiment for 

over two years, they claim to have found that the children in the experimental group 

improved their "general reading comprehension skill at over twice the normal rate." 

Similarly, Robb and Susser (1989) describe an experiment comparing the improvement 

of reading comprehension by Japanese college freshmen taught by either a skills-based 

or extensive reading procedure and they assert that their results suggest what they labelled 

as extensive reading procedure may be at least as effective as skills building with the 

additional advantage that the extensive reading procedure is more motivating. This casts 

the usual doubt as to whether it is the nature of the texts or the long-term effect of the 

learners' use of the materials or, more significantly, the predispositions of the readers that 

has brought about the claimed change. As Williams and Moran (1989:220; also implied 

in Bloor's, 1985, assessment of EFL reading materials, especially in her fourth category) 

state 
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one of the effects of a more learner-centred pedagogy in EFL reading has been to 
focus less upon a text, and more upon the reader. Although this concern has been 
evident in the research literature, the evidence from published material suggests 
that it has proved difficult to incorporate all aspects of research findings into 
material for EFL learner readers. 

Admittedly, what has proved to be more difficult than this is the research findings 

themselves are inconclusive and the claims made by some researchers cannot be 

substantiated. One type of approach pursued to explain the reading process (and whose 

findings are used to develop rending courses for EFL contexts, such 8S the types 

mentioned by Bloor, 1985, above, and the SRA, as depicted above in Figure 3.2) is the 

skills approach to developing EFL reading. 

The skills approach to reading is informed by research on the analysis of the subskills of 

reading. Typical taxonomies of reading skilIs include that of Barrett (1968), Davies and 

Widdowson (1974), Adams-Smith (1981), and possibly, Royer, Konold and Bates (1984). 

Brown and Hirst (1983:138-139) reject the idea that reading is a skill "comprising a 

number of discrete subskills, which can be differentiated and described and therefore 

perhaps taught and tested. Instead, they suppon Lunzer and Gardner (1979) by claiming 

that individual diffe.t1'.nces in reading comprehension "reflect only one general aptitude: 

this being the pupil ' s ability and willingness to reflect on whatever he is reading." 

Likewise, Alderson and Urquhan (1984) find the skilIs-approach to the analysis of reading 

raises far more and complicated questions than the answers it provides about the reading 

process. The claim that types the reading process as consisting of a series of discrete 

subskills is unsubstantiated by research. Lunzer and Gardner (\979) fail to establish the 

existence of separate subskills. "They could not find, for instance, readers who could 

make inferences and do lower tasks, but could not make judgements about what they were 

reading" (Alderson and Urquhan 1984:xvii). 

Another point ,.,. •• ed by Alderson llJJd Urquhart is related to the way researchers estab,lish 

lOe reading skill~ . Hey state that "the skills approach typically proceeds by giving 

subjects iests on their understanding of passages, yet doing a comprehension test and 

act!Hilly reading are probably not the same thing" (page xvii). Moreover, testing the 



comprehension level of a learner may not be an appropriate indication of how the learner 

has achieved this level or has not achieved another. This is by no means an appropriate 

clue to help the teacher of reading to plan strategies to help his or her students to reach 

the next level (although this is the major assumption underlying the placement tests in 

SRA and the graded readers such as ELS IP). Alderson and Urquhart also argue that the 

levels established by administering reading comprehension tests are indicative of the 

product of readi ng, or the outcome of understanding, rather than the process of reading. 

They argue that 

a description of what the student has understood of a text is not the same as a 
description of how he arrives at such an understanding. The product of reading 
may vary in terms of levels of meaning and comprehension, but it does not follow 
that the levels of comprehension reflect different skills. It is at least possible that 
readers use similar processes for getting at different products (page xviii). 

Another point of contention against the skills-approach to the study of the process of 

reading is that even the product of reading is affected by reader variables - such as 

background knowledge (Carrell 1988), cultural knowledge (Steffensen and Joag-Dev 

1984), the ability to prompt appropriate background knowledge (Bransford, Stein and 

Shelton 1984), or subject or content background knowledge (Alderson and Urquhart 1988: 

Mohammed and Swales 1984). Apparently, these reader variables affect his or her 

product of reading and, possibly, the process of reading. Readers' purpose and motivation 

have the same, if not more, effect on the product or outcome of understanding. Royer, 

Bates and Konold (1984) confirm that a reader's purpose (not a teacher's or a material 

writer's purpose, though this may affect the outcome) affects his/her outcome of 

understanding. Fransson (1984) indicates, despite the experimenter's attempts to 

manipulate purpose (however, this is one of the guidelines used to develop EFL reading 

materials, as pointed out by Bloor, 1985), readers' motivation has an overriding effect on 

both the process and product of reading (Elley and Mangubhai 1983; Frankel 1982). This 

is also confirmed by Olshavsky (1977) and Elley (1984). 

Lastly, Alderson and Urquhart argue that the skills-approach to the study of reading is 

based on the traditional assumption that "texts have predictable meanings, which can be 
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extracted if only the reader is sufficiently skilful" (page xix). 

In conclusion, while not denying the relevance of product for various purposes, Alderson 

and Urquhart argue, the overemphasis on the product at the expense of the process may 

not give the true picture of the reading act. Research has concentrated more on product 

than on process. They state that emphasizing the aspect of process in reading has 

valuable pedagogical implications. 

the value of concentrating on process in research and teaching is that if processes 
can be characterized, they may contain elements that are general across different 
texts, that learners can learn in order to improve their reading. The basic rationale 
behind attempts to describe process is that an understanding should lead to the 
possibility of distinguishing the processing of successful and unsuccessful readers. 
This in tum should lead to the possibility of teaching the strategies, or process 
componen ts , of successful readers to unsuccessful ones, or at least making the 
latter aware of the ex istence of other strategies, which they might wish to try for 
themselves (page xix). 

Though one may concur with their statement that the process of reading is elusive and 

difficult to pin down to concrete realization, Alderson and Urquhart do not explicitly 

indicate, at least in the above work, that learning by itself is a process and the relationship 

between teaching and learning a controversial issue. It is argued that teaching and 

learning may not have cause and effect relationship (see 1.12 Chapter 1; Allwright 1984), 

Their suggestion seems not to include the aspect of individual differences. What works 

for one to be a successful reader may not be helpful for another (Dickinson 1987). It 

might also be argued that product, as an outcome of process, has some valid indicative 

value. 

3.2223 Text-reader Interaction 

Alderson and Urquhart recommend the study of the process of reading rather than the 

product of reading, and this approach subsumes the analysis of the interaction between the 

reader and the text. The study of the interaction may yield some recurring styles, skills 

and strategies of reading of the target population. As Williams and Moran (1989) state, 
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recall, predict, evaluate, and identify main points from supporting details. Each test 

takes forty five minutes. The reading comprehension pretest and post test results are 

anal yzed in section 5.221 Chapter 5 below. 

4.2222 Readability tests 

The major purpose of the readability tests (Appendix 5) is to find out the degree or level 

of difficulty students have in reading their first year course books. It has been pointed 

out in section 3.2221 Chapter 3 above that establishing a readability level of a text is 

quite subjective and prone to leave many questions unanswered rather than provide a 

convincing solution. There is no readability formula available to date that can effectively 

test whether a given text is difficult or not for a target population. Most readability 

formula are based on the common assumption that a text is likely to be difficult to read 

if it has many long sentences with a number of more than three-syllable words (section 

3.2221 Chapter 3; Klare 1969; Gilliland 1972; Alderson and Urquhart 1984). Besides 

this, each readability formula has its own discrepancies (Harrison 1980). 

It is indicated in section 3.2221 Chapter 3 that some researchers claim that the cloze 

procedure is effective in bringing together both reader and text characteristics (Bachman 

1982; Jonz 1987). They claim that the procedure is sensitive and reliable to 

comprehension processes at various levels - low and high level skills in reading. As 

mentioned in section 3.2221 Chapter 3, other researchers argue the cloze procedure is 

only effective in measuring only the lower order reading core proficiency skills. They 

claim that the research findings confirm that the cloze procedure is erratic, unreliable and 

insensitive to textual aspects across sentences (Alderson 1979:219; 1980; Klein-Braley 

1983; Markam 1985). Despite these conflicting views, the cloze procedure is used in this 

study because (a) it is assumed that it is better than most readability formula (Jonz 1990) 

and (b) some researchers claim that it is simple to set and mark (Cripwell 1976; Harrison 

1980; Elley 1984). 

Accordingly, three texts of 250 to 300 words length have been selected from the first , 

the middle and the last sections of each freshman course book: geography, .. ~i story, 
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philosophy and political economy. Every seventh word is deleted and there are 25 

deletions in each text. Actual deleted words are sought as correct responses in order to 

avoid any subjectivity in the marking'. By using Cripwell's (1976) cut-off points5
, the 

raw scores are interpreted as follows: a score of 37 per cent and below indicates that the 

text is very difficult, and thus its readability level is identified as jruslraliorwl; a score 

between 38 per cent to 50 per cent indicates that the text could be understood with some 

help from the teacher, and its readability level is labelled as inslruCiiorwl; and, a score 

of 51 per cent and above indicates that the text is easy enough to be handled by the 

student independently, and its readability level is indexed as independent level. When 

this is computed out of 25,9 and below, 10 to 12, and 13 and above out of 25 can be 

taken to indicate the frustralional, inslrucliorwl and independent levels of readability 

respectively for a particular course book. 

4.2223 Tests of English language ability 

The test papers of the first two service English courses (Freshman English 101 A and 

Freshman English 101B) have been selected to evaluate students' linguistic ability in light 

of the official linguistic requirements (Appendix 6) . These test papers are selected 

because they are conventionally taken as reflecting the official English language 

requirements of the Department of Foreign Languages and Literature. Whether these 

tests succeed in assessing the students' linguistic ability to cope with the academic 

requirements or not, or whether they meet the general criteria of test validity and 

reliability, or the like, has been considered beyond the scope of this study. However, 

recent studies tentatively hold that there are some limitations in these tests (Teshome 

4However, it should be noted that those who claim that the clore procedure is effective for measuring 
readability levels, do not agree on two basic issues: lbe basis of lbe deletion and the marking of the 
responses. While Bachman (1982, 1985) asserts rational deletion (deleting selected syntactic elements) as 
lbe most effective in assessing readability, Harrison (! 980) recommends random deletion (whereby every 
n~ word, usually the fifth or the seventh , is deleted) . Moreover, Harrison (1980) and Cripwell (1976) 
recommend original deleted words as correct or acceptable responses to avoid subjectivity . 

S As indicated in section 3.2221 Chapter 3, Elley (1984) studied lbe correspondence between lbe cut-off 
points of scores of native and non-native speakers on a cloze test in order to justify the use of lbe cloze 
procedure for establishing readabili ty levels. He claimed that there was a high relationship between the two 
cut-off points. 
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1992), such as the assumption that a great majority of the students can perform 

satisfactorily well as soon as they join the university after completing high school in, for 

instance, Freshman English lOlA , before they take the course Freshman English lOlA 

for a semester (section 5.323; Figure 5.9 Chapter 5) . It is understood that both tests 

follow the same pattern: reading comprehension section, vocabulary section, structure and 

usage section, and composition section. All sections in each test do not receive the same 

weight. In general, more marks are allotted to the reading comprehension, and the 

structure and usage sections. 

4.2224 Teaching materials for the pilot study 

As stated above (section 1.2, section 1.5 Chapter 1; section 3.2221 Chapter 3) the 

selection of teaching materials is dependent on the theoretical assumptions that inform 

individualised reading. These materials should encourage learners' creativity and 

facilitate learning through discovery. They should allow the use of preferred learning 

styles and strategies while at the same time provide ample rich learning experience and 

maintain learners' motivation (Frankel 1982; Dickinson 1987; 1988; Bloor 1985). They 

should also be relevant to learners ' purposes - in this case, they should enhance reading 

in English for academic purposes. 

The English Language Self-Instruction Paclwge or ELSIP (section 3.2221 Chapter 3) 

is selected for the pilot study group (section 4.213) . The package consists of graded 

readers with tapes published by various ELT publishers. It consists of 'talking books' 

Initial Levell Level 2 Level 3 Level 4 levelS 
placement 600 voc. 600-1200 1200-2000 2000-2500 2500+ 
test 30 bks 30 bks 30 bks + 20 bks lOtaped 

20 readrs novels 

Progress progress progress progress progress 
Test test 1-5 test 6-10 test 11-15 test 16-20 

Table 4.4 Components of the ELSIP (source: ELSIP Student Guide) 

' EL T means English language teaching 
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(books with tapes), readers and taped novels in five levels of difficulty as indicated in 

Table 4.4 above. 

The ELSIP Student Guide outlines the preliminary tasks of a student wishing to use the 

package. It advises students to wan! to learn English, develop the purpose for learning 

the language, determine their current linguistic ability, assess their rate of progress in 

their learning, programme their study, decide whal and how much to study, and 

determine the time they could spend in studying. After taking the initial placement test 

(which is exclusively developed using the cloze procedure), students are supposed to 

choose the titles and descriptions given in the guide, select the one title they like best , 

read the book and listen to the tape at the same time, read the book without the tape 

Gotting down some vocabulary items), read the book and listen to the tape again, listen 

to the tape without the book, do the exercise or puzzle at the end of the book, and be 

ready to answer questions such as whether they liked the book they read, how much time 

they spent on reading the book and whether they followed the steps. Ultimately, students 

are advised to complete their entry on their progress chart (ELSIP Studen! Guide). 

These readers are believed to provide learners with the freedom to learn on their own on 

the one hand, and an adequate learning material which is both interesting and motivating, 

on the other (Elley 1986:222-5 for the results of book floods in the Fiji islands). 

However , due to the problem mentioned above (section 4.213), the materials have to be 

used without the tapes and some of the steps recommended in the ELSIP Student Guide 

have to be adapted to the prevailing situation. 

\" 4.23 Mode of the study of the pilot group 

Before the classes started, the teachers involved have been given an orientation on how 

to manage the 'special' classes. The orientation has focused on teacher-student role, 

facilitating student independent work, methods of follow up of students in the 

individualised reading classes, maintaining and enhancing student motivation and 

confidence, and conducting the group work and discussion classes (section 1.11, section 

1.12, Chapter I ; section 3.3 Chapter 3; Dickinson 1987; Ellis and Sinclair 1989; 
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Allwright 1984; 1988). It is also planned that both the teachers involved in the study and 

the researcher would share their experiences of the study and their subsequent 

impressions about and reactions to the experimene. 

With the three sections of the control group, on the one hand , it is indicated to the 

teachers that they should use the conventional approach of developing reading (as 

stipulated in the Freshman English 101B course book). They should use the Freshman 

English 10 1 B course book and teach their students how to read the passages and ask them 

to answer the specified reading comprehension questions. They should also give their 

students explanations of the items of usage mentioned in the above textbook and ask their 

students to do the exercises as suggested in section 2.3 and section 2.5 Chapter 2 

(Madsen 1976; Tesfaye and Taylor 1976; Conroy 1985). The students have three periods 

of such lessons per week. 

On the other hand, as clearly specified in the orientation given to the teachers, their three 

study sections are to follow the schedule and mode of learning outlined below. 

4.231 Two periods per week of individualised reading 

With the help of the instructor, a student identifies an appropriate reading level 

from the ELSIP and takes the book that has the appropriate level of difficulty. 

Instead of the placement test that should accompany the ELSIP, the instructor is 

advised to classify his students' abilities based on their achievement in the reading 

comprehension and Freshman English pre-tests. It is understood that these tests 

are not placement tests and may not be appropriate to employ them to identify the 

reading level of each student. However, because the placement tests for the 

materials are not available, instructors have to use the test results to help them 

decide which level in the package (Table 4.4 above) suits each student. As 

'Though the sharing of experience between the teachers and the researcher continued throughout the 
semester , as it is indicated in section 5.21 Chapter 5, it is only possible to reproduce here the reports of 
the students. It is indicated in section 5.2 Chapter 5 that two sections (a pair of study and control) have 
been excluded from the analysis since the concerned instructor was not wi lling to administer the post test 
package to his students. 
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students progress in their reading, or if some of them find the booklets they are 

using inappropriate to their level of reading, they can look for suitable ones from 

the collection. It is not surprising to learn, however, that most of the students 

found Level I and Level 2 readers in the ELSIP collection very easy. The 

majori ty of the students in the pilot study used Level 2 and Level 3 readers. 

On the average, most students are expected to read one book in one period. Each 

student is supposed to write a short note describing what he/she has read and this 

is to be collr , .. AI by the concerned instructor for follow-up. Each student works 

on his/her own, and the teacher monitors the task, helps those who need help, and 

checks and records all student activities. For instance, for each student he/she will 

have in his/her file the readability level of the book, the speed of reading, what the 

student does while reading (for instance, the student notes some points, selects and 

writes new vocabulary items, summarises the story, and the like), the student's 

progress in his reading, the major difficulties the student has encountered while 

reading, and the motivation and level of confidence of the student to tackle the 

reading task on his/her own . 

Name ................... . .. ................. .lD. number ............... ... Section ......... . 
Dalt ... . Title of reading booklet ... ...... .. ............................ . 
Au/harts ... pages . . .. . vocabulary number . 

Summary ....... . ............ . 

Commenl (please include here your evaluation o/ your progress in reading , whelher you (ik.ed 
the material, how fast you read, how much you can remember, what you focus on when you Gre 
reading - such as vocabulary, grammar, lext organisation, de.) 

Table 4.5 An Outline for Recording Reading Progress 
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The report is planned to provide the reading instructor with ample chance for 

follow-up, without tampering with the student's independent learning (Rogers 

1983: 18; Riley 1982:61; Clark 1987:103). It could also help him/her to provide 

his/ her expertise to those students who need the guidance during the appropriate 

time. The report will be collected for analysis to establish the effects of the 

approach on the students' progress in reading in English for academic purposes 

(section 5.21 Chapter 5). 

4.232 One period per week of group discussion 

The one period per week of group discussion is fundamentally organised to 

achieve two things: (a) to encourage students to share their experiences of reading 

and to discuss what they have read, and (b) to work together the exercises on 

structure drawn from their Freshman English 10 1 B course book. It is assumed 

that students will develop the confidence that they are learning and that they are 

not lagging behind other students in the control groups (Tumposky 1982). It 

would also facilitate learner training activities - either for group or individual 

students. 

In other words , students are told to form groups of five or six. Student 

preference is taken as a major criterion for grouping. In groups , students 

exchange information about their reading in the reading lab, retell the stories they 

have read in their own words in English, comment on each other's progress in 

reading and learning to read, and plan together to finish doing the structure parts 

of the course book - Freshman English IOIB. The instructor attends to one group 

at a time, joining in their discussion and planning of their work. He/she also 

takes special attention of those students who may become apprehensive of the 

system because of lack of confidence in their ability to operate in the new learning 

situation. He/she provides, sometimes, the answers to some of the structure 

exercises in the textbook in printed form and demonstrates through this that it is 

not the mere getting of an answer to a specific question that is relevant but the 

engagement in the plethora of language learning activities, both individual and 
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group. Before students discuss a unit in the structure section, each student 

member of the group should do his/her share of work at home assigned to hi m/her 

by the group and come to class to contribute his/her share to the discussion. Thus 

the one period class discussion session engenders a situation where students could 

develop their communicative competence (Allwright 1984; Widdowson 1990). 

The pilot study lasted from January to May 1990. At the end of the programme all 

students, both in the control and study groups, were given a post test consisting of 

reading comprehension, readability and general English language tests. Students were 

also asked to submit a summary of their reports on their reading experiences. The results 

of the tests and the summary of reports of the pilot study are submitted in section 5.22 

and section 5.23 Chapter 5 below. The major observations from the pilot study used to 

improve the main study are mentioned in section 4.31 below. 

4.3 The main study 

4.31 Implications of the pilot study 

It is mentioned that the pilot study undertaken in the second semester of the 1989-90 

academic year has indicated that the approach is feasible (section 5.2 Chapter 5). 

However, some important lessons have been drawn from the pilot study that helped to 

redesign the main study (undertaken in the first semester of 1990-91 academic year) so 

that both teachers and students could find the approach easy to implement. As mentioned 

above, the corpus study was originally planned to last one whole academic year with a 

new group of students and teachers. However, as it is indicated (section 1.33 Chapter 

1; section 2.44 Chapter 2; section 5.3 Chapter 3), the main study has been limited to one 

semester. It is to be noted that initially, a pre-test , a mid-test and a post test comprising 

reading comprehension test, readability test and general English language ability test were 

prepared. Three types of questionnaires with almost the same style and content for 

students and one questionnaire for teacher reactions towards the individualised reading 

programme were also planned. However, due to the unexpected closure of the Addis 

Ababa University in the beginning of the second semester of 1990-91 academic year, the 
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test package and questionnaire had to be limited to two sets only - one for the pretest and 

another for the post-test. 

It is pointed out that the main study has been modified by using the experiences gained 

from the pilot study. From the pilot study, the following have come out prominently: 

4.311 The administrative authorities concerned with the academic programming 

of the College of Social Science first year programme have not been convinced 

of the effectiveness of the approach pursued. It is alleged that students are not 

given enough time for learning grammar; and the approach has encouraged 

laziness on the part of instructors. Another allegation is that the materials used 

are not appropriate and not informed by the officially approved syllabus of the 

service English courses, and, as a result, students are poorly prepared for the 

Freshman English examination (section 2.44 Chapter 2). The fear is quite 

understandable given the conditions in the country in general and the university 

in particular (Teshome 1990; Girma 1992; section 2.44 Chapter 2). It is evident 

from this that the office could block the conducting of the corpus study. Hence, 

some ways that do not contradict the main thesis of the approach should be sought 

to prove to the concerned that the students are appropriately being prepared for 

the service English final examination. 

4.312 The pilot study has made it evident that some instructors, for one reason 

or another, have not been following the essential procedures of the approach as 

outlined in section 4.23 above. As a result of this, and in light of the failure of 

one teacher to administer the post test package, a pair of study and control group 

has to be excluded. As indicated below, if the main study is to succeed, the 

instructors to be selected should be willing to follow the procedures the approach 

entails and to conduct both the pretest and post test packages for their groups. 

4.313 A number of students, specially those who have been excluded from taking 

the post test in 1989-90 academic year, report that they have not been taught what 

the Freshman English 10lB specified. It is understandable that they have taken the 
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course book as an end in itself because it is thought that it determines the format 

and content of the Freshman English examination. The approach recommended 

demonstrates that there are other possible ways , more effective and motivating, 

of learning language (and subsequently, meeting the demands of the service 

English courses and the learners themselves) that could help students to succeed 

in examinations - not only in Freshman English but al so in other academic 

courses. This has not helped to convince some of them that they can succeed 

(Geddes 1982). However, as it revealed itself later , the students have not been 

complaining about the approach but about the way the particular Freshman 

English class was handled by their instructor. Apparently, the way the instructor 

employed could not engender confidence in the students. In general, the 

following could be said about these complaints: 

4.3131 In the concerned class, it might not have been possible, for various 

reasons,to create a situation that could generate student confidence in what 

was being done. In fact, it was alleged that there was not enough time for 

lectures on grammar. The programme as such was not designed to suit to 

lectures on the description of the English language for first year students. 

4.3132 The studen ts were not getting appropriate follow-up and their 

Engli sh classes represented the abuse of the individuali sed reading 

programme. All students were treated as if they did not need any help 

from their teacher regarding all their activities, including their attempts to 

learn the structural items outlined in their course books. Of course, there 

was no follow up of thei r progress in their reading . 

4. 3133 As indicated above, during the pilot study the ELSIP did not 

contain enough reading comprehension exercises, and students who had 

already had one semester learning Freshman English and had already 

adjusted themselves to the lecture method , did not want to switch to 

another method that required more work with less certainty about success 

in Freshman English examination. This had a strong bearing on the fact 
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that the transition from a teacher-dominated classroom situation should 

have been managed more carefully, and the ELSIP, in the way it was used, 

without the tapes and the student workbooks, was not effective, at least in 

this panicular class, for generating individualised reading and independent 

work (Tumposky 1982; Geddes and Sturuidge 1982; Dickinson 1987). 

Despite these problems and the constraints of time, it can be claimed that the pilot study 

has proved to be successful. The students' reports indicate that they have found the 

approach useful and the reading materials interesting (Appendix 3). Their reports are 

summarised in section 5.21 Chapter 5. The experience from the pilot study has been used 

to introduce some modifications in the original plan of the main study in order to make 

it more comprehensive, organised, and, for students and teachers alike, confidence­

generating and interesting. 

4.32 Selection of subjects for the main study 

The pilot study has indicated, beyond any doubt, that the student-teacher variable is the 

most important one. It is imperative to see to it that both teachers and students identified 

for the programme have the willingness and readiness to try new approaches to teaching 

and learning language for specific purposes, and to accept with modesty the fact if the 

selec ted approach ends in some sort of an unpredicted fru stration. Hence, the research 

could only be conducted by those teachers who are open-minded to try new ideas, and 

who are willing to participate in the programme (Appendix 3.2). 

Before the selections of subjects for the corpus study, the objectives of the programme 

has been introduced to a number of the 1990-91 academic year Freshman English course 

instructors. Eight instructors have been identified, after a series of discussions, who are 

willing to participate if given the permission to do so by the Department of Foreign 

Languages and Liter ilure . 

Subsequently, the instructors have been given an orientation, as specified in section 4.34 

below, and the system demonstrated in their respective classes as soon as they have taken 
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up their assignments. It has been agreed that the researcher would help instructors with 

the follow up and the conducting of the reading and discussion sessions. It is also 

planned to hold frequent meetings to discuss issues arising in the progress of the study. 

As a result of this arrangement, the researcher is able to get access to the thirteen sections 

of first year social science students. These sections are ss03, ss04, ss06, ssOB, ss09, ssll, 

ssl2, ssl3, ssl6, ssl7, sslB, ssl9 and ss21. The total number of students involved in 

these sections is 420. This is more than 60 per cent of the annual intake of the College 

of Social Science Fre,hman Programme in the 1990-91 academic year. 

Table 4.6 below indicates that 79 per cent of the students are 18 and above years old. 82 

per cent are male and only 15 per cent are female. The inequity in the representation of 

the sexes in Addis Ababa University, as pointed out in section 2.4 in Chapter 2 and 

section 4.21 above. is also corroborated by the present figures taken from the main study 

groups. Similarly about 54 per cent of the selected population report that they come from 

families with a low socio-economic standard as one would imagine this figure to be more 

than this in light of the fact that the majority of the Ethiopian population is poor as 

reflected in the GNP (McNab 1989; Eshetu 1991). 

Another interesting phenomenon is to what degree the rural population of the country. 

which is more than RO per cent of the total population, is represented in this target 

population. Only 25 per cent reported that they come from rural schools. and the 

majority, 72 per cent, say that they are from urban centres. 71 per cent claim that 

Amharic is their mother tongue; and. 10 per cent and 7 per cent indicate that their mother 

tongue is Oromigna and Tigrigna respectively. 8 per cent of the students reported other 

Ethiopian languages. It might be interesting to compare this with a similar study made 

on first year students' mother tongue in the fall of 1968. The study indicated that 55.5 

per cent were Amharic mother tongue. 23.5 per cent were Tigrigna mother tongue. 10.4 

per cent were Oromigna mother tongue, 7.8 per cent other Ethiopian languages (Cooper 

and King 1976). Apparently. even after more than twenty years. the disparity is clear. 

It can be claimed that access to the university is limited. and the relevance of the 

educational programmes it offers to the day to day activities of the majority of the 

Ethiopian popUlation remains questionable (see section 2.4 Chapter 2). 
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- --

section Age Sex SES Place Mother tongue 
number 0 1 2 3 0 I 2 0 I 2 3 0 1 2 0 I 2 3 4 5 
/ per 
cent 

ss03 I 6 22 6 I 25 9 I I 21 12 I 20 14 I 29 I 3 1 0 
n8=35 3 17 63 17 3 71 26 3 3 60 34 3 57 40 3 83 3 9 3 0 

ss04 0 4 20 6 0 28 2 0 0 10 20 0 19 11 0 24 I 2 3 0 
n = 30 0 13 67 20 0 93 7 0 0 33 67 0 63 37 0 80 3 7 10 0 

5s06 1 8 18 8 1 27 7 1 0 16 18 1 25 9 1 28 3 2 1 0 
n=35 3 23 51 23 3 77 20 3 0 46 51 3 71 26 3 80 9 6 3 0 

ss08 I 6 16 7 0 22 8 0 0 19 1 I 0 26 4 0 20 I 3 4 2 
n= 30 3 20 53 23 0 73 27 0 0 63 37 0 87 13 0 67 3 10 13 7 

ss09 0 8 15 7 0 28 2 0 1 6 23 0 20 10 0 17 8 2 3 0 
n= 30 0 27 50 23 0 93 7 0 3 20 77 0 67 33 0 57 27 7 10 0 

ssll 0 5 20 6 0 26 5 0 1 II 19 0 20 II 0 21 4 0 5 I 
n= 31 0 16 65 19 0 84 16 0 3 35 61 0 65 35 0 68 13 0 16 3 

ss12 3 7 18 5 3 24 6 3 0 II 19 3 24 6 3 22 5 3 0 
n=33 9 21 55 15 9 73 18 9 0 33 58 9 73 18 9 67 15 9 0 

--

Bn stands for number of students in the specified section. SJ stands for social science first year section 
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ss13 5 2 21 9 5 26 6 5 0 12 20 5 25 7 5 24 2 3 0 
n=37 14 5 57 24 14 70 16 14 0 32 54 14 68 19 14 65 5 8 8 0 

ss16 2 6 19 1 I 2 31 5 2 I 20 15 2 29 7 2 30 4 1 1 0 
n=38 5 16 50 29 5 82 13 5 3 53 40 5 76 18 5 79 11 3 3 0 

ss17 0 5 18 10 0 32 1 0 0 7 26 0 23 10 0 25 5 I 2 0 
n=33 0 15 55 30 0 97 3 0 0 21 79 0 70 30 0 76 15 3 6 0 

ss 18 0 2 14 7 0 23 0 0 0 15 8 0 20 3 0 I I 5 6 I 0 
n = 28 0 9 61 30 0 100 0 0 0 65 35 0 87 13 0 48 22 26 4 0 

ss 19 0 10 14 9 0 26 7 0 0 15 18 0 26 7 0 25 I 1 6 0 
n=33 0 30 42 27 0 79 21 0 0 46 55 0 79 21 0 76 3 3 8 0 

ss21 0 7 15 10 0 27 5 0 I 14 17 0 26 6 0 23 3 4 2 0 
n=32 0 22 47 31 0 84 16 0 3 44 53 0 81 19 0 72 9 13 6 0 

All sec 13 76 230 10 I 12 345 63 12 5 177 226 12 303 105 12 299 43 31 32 3 
n=420 3 18 55 24 3 82 15 3 I 42 54 3 72 25 3 7 1 10 7 8 1 

- --- ---------L-__ _ ___ 

Table 4.6 Description of students selected for the main study 

key: 0 = no response for all attributes; Age: I = 17 years and below, 2 = 18 and 19 years old, 3 = 20 years and above; Sex: 

= male, 2 = female; SES (family's socio-economic background: 1 = rich, 2 = middle, 3 = poor; Place (location of school): 

= urban, 2 = rural; Mother tongue: I = Amharic, 2 = Oromigna, 3 = Tigrigna, 4 = other Ethiopian languages, 5 = non­

Eth iopian languages. 
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After the sections are identified, a questionnaire (section 4.331 below) is administered to 

find out the demographic information and the students' knowledge of the reading process 

and reading strategies. A part of the information is given in Table 4.6 above. After the 

questionnaire, the selected population is categorised into study and control groups. The 

classification is based on the rationale discussed in detail in section 4.21 and section 4.31 

above. Accordingly, six sections, namely ss03, ss06, ss12, ss13, ss16, and ss19 are 

categorised as study, and ss04, ss08, ss09, ss11, ss17, ss18, and ss21 as control. The 

demographic information compiled for the two groups indicates that there is no major 

difference in the subjects' attributes as indicated in Table 4.7 below. Table 4.7 below 

indicates that the comparison between the study and control groups using the attributes 

of age, sex, socio·economic standard (SES), place and mother tongue confirms that the 

two groups belong to the same population. 

After the questionnaire, the students take the pretest package described in section 4.33 

below, in two categories: readability test with Freshman English lOlA test, and reading 

comprehension test with Freshman English IOIB in two different days (Appendix 5 and 

Appendix 6). Both the questionnaire and the tests are given before the students start 

classes. As mentio! 'f'd above, the control group follow the conventional approach to 

learning to read in English for academic purposes, while the study group are introduced 

to the suggested approach. Before the study groups start classes instructors give an 
( 

explanation of the basic objectives of the new approach and the procedures that should 

be used to realise these objectives. 

1$1 Accordingly, the most important points included in the orientation are mentioned in 

section 4.342. The salient points mentioned include the contents of the programme, the 

methods of keeping a regular progress record in the student workbook, the selecting of 

appropriate reading cards, the system of developing a continuous assessment of one's 

reading performance (and subsequently, the techniques of utilising results of reading 

comprehension, vocabulary and reading speed exercises for improving one's reading 
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section Age Sex SES Place Mother tongue 

number! 0 1 2 3 0 1 2 0 1 2 3 0 1 2 0 I 2 3 4 5 

per cent 

ssSTIJDY 12 39 112 48 12 159 40 12 1 95 102 12 149 50 12 158 16 13 12 0 

n=211 6 18 53 23 6 75 19 6 1 45 48 6 71 24 6 75 8 6 6 0 

ss(Y'lNTROL 1 37 118 53 o 186 2: 0 3 82 124 0 154 55 o HI 27 18 20 3 

n=209 0 18 56 25 0 89 11 0 1 39 59 0 74 26 0 67 13 9 10 1 
~ -

Table 4.7 Comparison between STUDY and CONTROL groups' variables 

Key: 0 = no response given (for all attributes); Age: 1 = 17 years and below; 2 = 18 and 19 years old; 3 = 20 and above years old; 

Sex: 1 = male; 2 = female; SES (family socio-economic status, as perceived by the respondent): 1 = rich; 2 = middle; 3 = poor; Place 

(location of the school the respondent has come from): 1 = urban; 2 = rural; Mother tongue (respondent's first language): 1 = 

Amharic; 2 = Oromigna; 3 = Tigrigna; 4 = other Ethiopian languages; 5 = non-Ethiopian languages. 
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ability), and the role of the instructor in the study. The explanations are accompanied by 

demonstrations . Regarding the group discussion sessions, the instructors have focused on 

how students could form groups, se lect and assign learning tasks for study and discussion 

among group members, and seek for help , if needed, from instructors. After the series 

of orientations, a placement test taken from the SRA reading package (section 4.335 

below for the description of these materials) is administered and a guiding level for each 

student is established Each student finds out his/her appropriate reading level as soon 

as it is established using the SRA guide for instructors (SRA Teacher's Guide 1985). 

4.33 Tests and teaclllng materials 

4.331 The questionnaire 

As already mentioned, a questionnaire is administered to both the study and control 

groups to elicit information about the students' background and their knowledge about the 

reading process and reading strategies prior to the launching of the programme. The basic 

contents of the questionnaire remain the sarne as the ones used for the pilot study (see 

section 4.231 above; Appendix 2.2). However, the instructions and some selected phrases 

in the questionnaire have been made clearer and more explicit according to the 

recommendations maue by the instructors who have admin istered the questionnaire with 

the pilot group. 

A second questionnaire with almost the same format and content has also been prepared 

and administered after the end of the first semester of the 1990-91 academic year 

(Appendix 2.3). Besides all the information needed about the subjects' knowledge of the 

reading process and strategies, the second questionnaire is designed to include information 

about stude nts' attitude towards the individualised reading programme they have been 

following for one semester (Appendix 3.12). It should be noted here that the basic 

objective of these questionnaires is to observe any changes in students' awareness of the 

reading process and the use of the appropriate reading strategies and if this could be 

attributed to the individualised reading programme. The analysis of the students' 

responses to both the questionnaires is given in section 5.3113 Chapter 5 below. 
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Another questionnaire is given to the instructors involved in the study at the end of the 

programme. This is aimed at getting instructor reactions to the individualised reading 

programme regarding its efficacy and feasibility. Their responses are di scussed in section 

5.4 Chapter 5. 

4.332 The reading comprehension tests 

These tests are taken from the same source mentioned in section 4.222 above, for the 

same reasons mentioned in this section (Appendix 4). There are two sets of the reading 

comprehension test - one for pretest and another for post test. Initially, it was planned 

that there would be three sets to serve as pretest , mid-test and post test with the same 

level of difficulty. However, the latter was dropped because the study had to be 

discontinued at the beginning of the second semester of the 1990-91 academic year. The 

reading comprehension results of the pretest and post test of the study and control groups 

are discussed in section 5.321 Chapter 5 below. 

4.333 The readability tests 

It has been indicated above that the cloze procedure is used to analyze the readability of 

the selected first year course books as indicated in section 4.222 above (section 3.2221 

Chapter 3). It was originally planned that selections would be made from all the 

students' first year four course books - geography, hi story , philosophy and political 

economy . The course books for Quantitative Methods and Freshman English were not 

considered. However, in the 1990-91 academic year, students were not required to take 

Marxist Philosophy and Marxist Political Economy due to a change in government policy 

(section 2.44 in Chapter 2 above) . Hence, there were no established prerequisite courses 

with official course books that replaced the courses mentioned above for that year. The 

mentioned courses were reduced to being electives. As a result not many students 

registered for these courses. So, the selections were made from the geography and history 

course books (Appendix 5.1 and Appendix 5.2), and the steps mentioned in section 4.222 

above were followed to prepare two sets of readability tests for geography and history 

for pre-test and post-test. The results are discussed in section 5.322 Chapter 5. 
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4.334 General English language ability tests 

It is quite logical to assume that the Freshman English lOlA and Freshman Engli sh 10lB 

examination papers reflect the official objectives of the service English courses in the 

university. Most instructors ask to be informed about the format and scope of the 

examination at the beginning of the semester. The instructors cover the portions well in 

time and train their students to enable them to pass the exams. These exams might have 

their own drawbacks (Teshome 1992); however, in light of the fact that they remain the 

sole yardstick for a pass or failure in the two service English courses, they could be 

selected and assumed to have the same level of difficulty to assess the linguistic 

improvements of the students concerned. Two sets of Freshman English lOlA and two 

sets of Freshman English 10lB tests are selected from the past examination papers, and 

one set consisting of Freshman English 101 A and Freshman Engli sh 101 B is administered 

at the beginning of the programme. The question of a difference in level of di fficulty 

between the two sets of tests, or even more important (as indicated above), whether the 

tests satisfy the basic requirements of good tests have been considered as unimportant 

since they are equally official ly acknowledged to certify more or less the same linguistic 

knowledge outlined in the course books, and they are acknowledged as official tests, 

whether they are bad or good. The students' raw scores (both in pretest and post test 

and their scores in the fi rst semester official Freshman English lOlA) and their analysis 

is provided in section 5.323 Chapter 5 . 

4.335 The teaching materiills 

In section 4.3133 above, it is pointed out that the ELSIP, as the way they have been used, 

have not proved to be effective in generating the required level of confidence in students 

to embark upon independent work, though quite a number of the students have reported 

that they like the material s (section 5.2 11 Chapter 5; Appendix 3.11). Some students 

seem to be unclear of what to do with the booklets identified for them. They usually wait 

for specific tasks to be given or instructions to be spelled out instead of trying to set them 

for themselves. There are no exercises whatsoever accompanying the booklets; and quite 

a number of the students seem to want these (section 5.211 Chapter 5). One other factor 
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that seems to have made the process more difficult than it should be is the fact that the 

students have not been provided with workbooks that should accompany the materials. 

So, wi th the corpus study it is decided that the 1985 edition of the SRA reading packages 

would be used to facilitate the smooth transition from the conventional methods of 

learning reading to individualised reading. Despite the fact that the SRA materials 

overemphasise habit formation and programmed learning (Boey 1976; Eskey 1973; Nisbet 

and Shucksmith 1986:71), it is believed that the reading collections and exercises could 

be adapted to serv~ 'he purpose of independent learning (Lunzer and Gardner 1979; 

Fawcett 1979; Davis and Widdowson 1974). The reading passages and exercises on 

reading stra tegies have proved to help many students (section 5.3111 Chapter 5; Appendix 

3.12). The SRA materials, according to the editors of these collections (1985:7), are 

based on the following assumptions: 

4.3351 learners differ in both their learning rate and capacity - thus each learner 

can do any sets of exercises (reading comprehension, vocabulary building or 

reading speed) he/she feels he/she needs to improve hislher ability to read in 

English for academic purposes. 

4.3352 the increased use of self-supporting, self-corrected materials that provide 

immediate and long range feedback can result in more efficient training in the use 

of many skittj. The student gets the feedback from hislher own work. The 

instructor intervenes when he/she feels that the student is in a problem and cannot 

proceed. 

4.3353 a student should be allowed to see andfeel his/her progress. Each learner 

draws three graphs for each reading lesson for all sessions. These graphs provide 

himlher with some visual representation of his/her reading ability. 

4.3354 by conducting training and education - skill getting and skill using 

schooling becomes not preparation for life but life itself - thus pinning down the 

task to a level in which individual interests and involvement could be facilitated . 
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The student is engaged in reading to enhance his/her background knowledge. All 

other factors being constant, the learner learns how to learn. 

Most of these assumptions form the groundwork of independent learning. The SRA 

reading exercises are designed to help students to exercise common reading strategies 

which include whole/part thinking, seeing relationships (cause-effect, similarities­

differences), sequence and organisation, and inference and conclusion (Figure 3.2 

Chapter 3). These skills and strategies are added as brief subhead or instruction with 

each question to alert the student-reader (Fawcett 1979). 

The SRA reading exercises on comprehension and speed, and vocabulary are used to 

facilitate and engender independent work. It is assumed that students would ultimately 

move into the ELSIP and other selected materials for independent and advanced reading. 

The emphasis is on individualised reading, and students are encouraged to read 

intensively and extensively in order to help them develop their background knowledge 

and awareness of learning (Nuttal 1982). However, as indicated (section 1.3 Chapter 1; 

section 2.44 Chapter 2), students could not go beyond the SRA because of the 

university'S closure during the second semester of 1990-9\ academic year. 

4.34 Mode of study 

4.341 The control group 

The control group followed the conventional method using the Freshman English lOlA 

course book. In general terms, the language lessons were structure dominated with overt 

grammar explanation and practice, and consisted of exercises on specifically listed 

vocabulary, and reading passages followed by wh- or multiple choice questions. The 

students in this group were expected to cover all the units for the semester as specified 

by the Freshman English Testing Committee. Students were told to read the reading 

passages silently, or sometimes instructors read them for the whole class, and were asked 

to do the exercises that followed. The instructors supplied correct answers. The 

vocabulary and structure sections were done in the same manner. The teachers expl icitly 
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explained the notes , either the glossary for the vocabulary or the grammatical notes for 

the structure and usage , and the students were supposed to learn these and do the usually 

fill-in exercises on vocabulary, and structure and usage (section 1.11 and section 1.12 

Chapter I). 

4.342 The study group 

There were two modes of learning. These were the individualised reading seSSIOns 

conducted in the Spoken English laboratory and the group discussion sessions in the 

students' respective classrooms. Below is the common outl ine of the various learning 

activities students were engaged in. 

4.3421 Two sessions of individualised reading per week 

The students in the study group were engaged in the following learning activities 

using the SRA reading materials. 

4.34211 They identified (usually with the help of the teacher) their level 

of reading and selected the appropriate reading cards for developing their 

reading comprehension and speed and vocabulary power. Students usually 

informed their instructors whether the reading levels of the cards they read 

were difficult , appropriate or easy , and asked if they could read the levels 

of their choice; some, of course, remained teacher-dependent throughout 

the entire programme. 

4.34212 They recorded their achievement in reading comprehension and 

speed and vocabulary in their workbook. They indicated their 

achievement on a graph drawn on the last page of their workbook. The 

graph visually indicated to the student his/her cumulative performance in 

reading comprehension, speed and word power. 

Besides helping in the planning and organising of the programme, the instructors 

were also engaged in the various activities that would facilitate the process. Some 

of the work included the following . 
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4.34213 They helped their students in finding appropriate reading cards. 

Once the students got used to the system, they started to undertake the 

work by themselves. At the initial stages, group leaders assisted the 

instructors to avoid any crowding and delay in selecting appropriate 

reading cards. However, later, individual students managed to handle this 

successfully by themselves. 

4.342; 4 They also helped those students who had some reading problems 

as identified by their continuous follow-up. They gave appropriate 

guidance to those students who needed help - such as recommending 

remedial and additional work for the weaker students, and advanced work 

and reading for those who were ready to take up the task. This was mostly 

done during the discussion period but some instructors advised their 

students to see them in their offices for further guidance. 

4.34215 They encouraged students to read better, faster and learn effective 

methods of developing vocabulary. They recommended the exploitation 

of whatever was available in the SRA resource. Besides the regular 

reading comprehension cards (power builders) and the reading speed cards 

(rate builders), they encouraged students to use the additional materials on 

deveh :ling higher skills of reading comprehension and vocabulary. 

4.34216 They kept follow-up records of the performance of their students. 

They collected students' workbooks when convenient and assessed their 

students' comments on their own performance and learning progress. They 

sometimes discussed the students' comments (written in their work books) 

about their own reading successes or failures, or plans for improvement, 

and asked them how realistic they were in setting their targets. 

4.34217 They compiled efficient and inefficient ways of reading from their 

observation and their students' workbooks to serve as topics for discussion 

during the di scussion period (Appendix 3.2). 

153 



4.3422 One session per week of grollp work 

Students grouped themselves into five or six, depending on class size, and engaged 

themselves in group activities demanding the participation of all members of the 

group. The activities included most of the following: 

4.34221 They drafted a plan of work or schedule for discussing the 

grammatical items and the exercises specified in Freshman English 101 A, 

and shared the portions among themselves for study on their own and later 

for presentation and discussion within the group. 

4.34V? The students asked for any assistance they sought regarding,for 

instance, the explanation of a certain grammatical item. During the 

discussions the instructor provided the students with suggested answers to 

selected exercises and made it clear to them that in leaming the language 

it was not the mere answering of the exercises that was important but the 

discussions and further study they did individually and in groups. 

4.34223 They assigned themselves more exercises to be done at home and 

then for discussion in class. 

In addition to the follow-up that they were supposed to do, instructors used their 

expertise to generate ideas that facilitated the programme. The following were 

among the common activities they were engaged in. 

4.34224 Instructors were involved in checking whether all students were 

doing all the exercises their group selected. Most students did their 

assigned jobs with interest and involvement. 

4.34225 Instructors participated with students in a group in the discussion 

of the language items or others, such as problems of reading with speed 

and comprehension. 
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4.34226 Depending on agreed schedule of the work, instructors took time 

to explain and demonstrate effective ways of writing reports and 

summ:l.ries as these were felt essential for promoting the discussion classes, 

and usc:ful for all the courses the students took and the students reported 

they needed for their courses. 

4.34227 Sometimes instructors invited the whole class to listen to an 

explanation that they might give on, say, the assessment of reading 

performance, vocabulary development or writing a paragraph or studying 

grammar - any topic or item that needed elaboration to the whole class. 

4.34228 Instructors marked any assignments given to individual students. 

Those students who asked for more exercises to be given, such as exercises 

on grammar or composition, were given their choices and instructors gave 

their guidance to those who needed it. In fact, as Altman (1980:15) 

recorr, :nends, this programme required of the teacher ..... all of the technical 

skills utilized in curriculum-centred and teacher-centred pedagogy, and 

much more ." 

This pattern was followed throughout the study period - from September 1990 to January 

1991. The researcher participated in demonstrating the recommended procedure wi th all 

the study groups. At the initial stages, it was not so easy for both instructors and 

students to exercise the mode of study , However, after a few weeks, they were able not 

only to follow the recommended style but they were also contributing to its development 

and subsequent modification. At the end of the first semester, the post test package was 

administered. A questionnaire for the students (section 4.331 above) and another for the 

instructors were administered. The results of the questionnaires are summarized in section 

5.31, for students, and section 5.4, for instructors, Chapter 5. 
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CHAPTER FIVE 

A nnlysis oj results 

5.1 Introduction 

Current research confirms that reading is an interactive process (Grabe 1991). As 

Williams and Moran (1989:218» indicate, "the currently prevailing research-based view 

of reading, whether iii L I or L2, is that it is an interactive process, involving knowledge 

of the world and various types of language knowledge, any of which may interact with 

any other to contribute to text comprehension." Thus, reading research emphasizes the 

importance of the mass of knowledge, or background knowledge, the reader brings into 

the reading si tuation to reconstruc t meaning from a text. As Huey (1968) argues, the 

reader's unders tanding of a tex t is the resu lt of hi s/her reconstruction and not the mere 

transmission of the graphic symbols to his/her mind. The capacity to reconstruct meaning 

is constrained by the reader's background knowledge. It has been indicated (section 3.221 

Chap ter 3) that a tex t does not by itself carry meaning. As Rumelhart (1980) argues, a 

text onl y provides directions for readers as to how they should retrieve or construct 

meaning from their background knowledge or abstract knowledge structure (schemata). 

Similarly, "schema theory research shows that the greater the background knowledge a 

reader has of a text 's conten t area, the better the reader will comprehend that text" 

(Carrell 1988c:244-245). On the other hand, the absence of an appropriate schema or 

schema specificity of a text - for instance, cultural (Stefensen and l oag-Dev 1984) or 

di scipline (Alderson and Urquhart 1988) spec ific - may impair L2 reading. 

Moreover, Eskey and Grabe ( 1988) examine the role of the knowledge of grammar and 

vocabulary in L2 reading from the point of view of the models of reading di scussed in 

sect ion 3.2 1 (Chapte r 3) . While noting that a top down model is on ly a model of fl ue nt 

L I readers, they also assert that it does not give due emphasis to the knowledge of 

grammatical structures as a prerequisite for fluent L2 reading. An in teractive model, on 

the other hand , accounts for the conspicuous bottom up processing problems of L2 
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readers. Eskey and ( rabe (1988:226) point out that regarding vocabulary "much evidence 

that supports an interactive model suggests ... that poor readers simply have not acquired 

automatic decoding sk ills. They therefore spend much more processing time in guessing 

from the con text, which is just the sort of skill a top down model suggests is lacking." 

So, it is argued that the common problem of most L2 readers is not that they do not guess 

but that they overdo it and overdo it inaccurately. 

Models are simplified constructs of a process. They cannot embody the reading process 

in its entirety. As Eskey and Grabe (1988:227-228) argue, 

for one thing, such models are ... models of the ideal, completely fluent reader with 
completely developed knowledge systems and skills; whereas the second language 
reader is, almost by definition, a developing reader with gaps and limitations in 
both of these categories. For another, we have no clear idea at this time of how 
readers in gnp-ral combine bottom up and top down processes, much less how 
particular rea":as do so. 

All these may constrain the models to be of grea t practical value to L2 reading instruction. 

So, the practice of developing L2 reading cannot be merely reduced to the translation of 

these models into practical classroom prescriptions. All the variables affecting ESL/EFL 

reading classroom situations should be taken into consideration when designing an 

approach to developing reading in English for academic purposes. 

Research (section 2.6 and section 2.7 Chapter 2) indicates that the social science first year 

students do not have adequate experience in reading in English and the service English 

courses have not helped much to improve the students' reading ability in English. The 

service English courses in the university, with their emphasis on teaching usage or the 

fonnal descriptions of a language, promote the assumption that the mastery of usage 

would enable studeJ;-:; to read their academic courses in English. It seems that this 

assumption has, as a result, discouraged the attempt to help students to develop their 

reading ability - mastery of the language rules has been taken as all what students need. 

It is assumed that if they master the language, as the Freshman English courses in Addis 

Ababa University seem to imply, they can become fluent readers . It has been pointed out 

that such an approach was prevalent elsewhere in the late 1970s and early 1980s (section 
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3.1 Chapter 3). However, it seems that thi s approach to reading instruction in the 

universi ty has not helped to narrow the gap between the students' reading abi lity and the 

readability level of their course books (Gebremedhin 1988; sec tion 2.6 Chapte r 2) . 

Strictly speaking, thi gap (the gap between prior knowledge and the required knowledge) 

can be qualified as the lack of what Eskey and Grabe (1988) term as the 'critical mass 

of knowledge', or, according to schema theori sts, the essential systemic and schematic 

knowledge (Widdowson 1990). Elsewhere in this study, it is termed as background 

knowledge. Regarding this gap, some major assumptions could be made: 

Firstly, it may not be possible to explicitly describe the gap in quantitative tenns -

results extracted from administering language tes ts, such as reading comprehension 

tests or even readabi lity fonnulae (cloze tests in this case) may not qualify the gap 

in the process of reading. As Alderson (1984) argues "doing a comprehension test 

and actually readi ng are probably not the same thing". Moreover, it might be 

assumed that students may understand a text but they may lack the combined 

knowledge of syntax and lexis to supply a required item in a cloze test, for 

instance (Ah".;son 1984). While the tests may emphasize the knowledge of 

discrete lin guis tic elements, the gap referred to is a combination of all the 

compone nts of the reading process that may not possibly be represented in 

numerical terms. In other words, results of such tests may yield a partial 

explanation of the process of reading. By implication, as Alderson (1984) argues, 

it is not clear that testing, or its outcome, is relevant to teaching. 

Secondly, the gap is variable among the population. It is constrained by individual 

differences (Dickinson 1987; Clark 1987) accentuated by various factors including 

the educational, socio-cultural and linguistic background di scussed in section 2.2 

and section 2.3 (Chapter 2). Thus, firstly, it might be misleading to assume that 

all learners need the same learning items; secondly, it might be difficult to li st the 

learn ing item· in a generally acceptable way; and lastly, the learning outcome "is 

not just that a certain bit of the syllabus is taught, or a certain planned method is 

used, or that a certa in planned atmosphere is created", but "it will be the resu lt of 
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interactive processes, and therefore necessarily different from any plans" 

(Allwright and Bailey 1991 :22-3). It is claimed that thi s, that is, the interactive 

process, is what may bridge the gap. Moreover, the question of the listing of 

foreign language learning items in general per se has remained as the source for 

controversy in language teaching for specific purposes for many years, and applied 

linguists do not have the same approach to the issue (see, for instance, on issues 

of ELT syllabus design, Brumfit 1984; or ELT curriculum and instruction, Clark 

1987, White 1987). 

Thirdly, based on the survey of the above reading (section 3.3 Chapter 3) and by 

assuming language instruction as a component of the educational process 

(Widdowson 1983), it is believed that students could be helped to bridge the gap 

by taking the activity as a short term objective in the process of learning to learn 

and learning through discovery (Holec 1980; Rogers 1983). It is believed that no 

one can explain the gap better than the learners themselves. This approach 

stipulates that learners are at the centre of the teaching learning process (Dickinson 

1987). A learner centred approach dictates that learners are active participants in 

the process of educating themselves and learning is not equated with the mere 

decoding of discrete linguistic elements from teachers and course books. 

And finally, attempts to bridge this gap can be tied to the major educational 

objectives of ;he university, that is, to promote independent learning which is 

characteristic of many institutions of higher learning worldwide. As it is stated 

in section 2.7 Chapter 2 above, Abebe (1987) argues that reaching as telling has 

to give way to learning how to learn - a change of focus from looking for an 

elaborate language teaching methodology to an approach (Allwright and Bailey 

1991) to fac ilitating students' learning to learn . 

It has been pointed out that thi s gap is created because of the students' lack of the 'critical 

mass of knowledge' or background knowledge, defined in broad terms. The question 

addressed in the current study (section 1.1 Chapter I) is whether it is possible to help 

students develop their background knowledge (systemic and schematic) to enhance their 
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ability in reading in English [or academic purposes. So, the study is an attempt to test 

the feasibility of a possible approach to reading instruction that helps students to develop 

their ab ility to read in English for academic purposes. 

Admittedly, as Eskey and Grabe (1988) point out, whatever the design of a reading 

programme, there are at least three programme constants: 

The first is the quantity of reading. Any programme designed to facilitate 

students' reading ability considers allowing students to do enough reading. No 

programme of reading can claim the name without allowing students to do some 

reading. Eskey and Grabe (1988) argue that students learn to read by reading, not 

bidoing exercises. Nuttal (1982) shares a similar view. 

The second is the relevance of the materials to students' needs and interests. 

Elsewhere it has been stated that the materials selected for reading should help 

students to learn to read their academic course books. The materials should also 

provide students with the experience to trial various reading strategies without the 

students feeling that they are being tested (section 3.2221 Chapter 3). 

The last programme constant is the role of the teacher. The teacher of reading in 

a foreign language has the special responsibility for encouraging students to read 

in a language that is specifically used for academic purposes. He/she has the 

responsibility for setting the environment for reading. providing suggested reading 

materials, and, most important, handling learner training sessions, for instance, in 

individualised reading programmes (section 4.2 and section 4.3 Chapter 4). 

In the preceding chapter, it has been stated that the students in the study group during the 

pilot and the main study sessions have been provided with ELSIP and SRA reading 

materials respectively as suggested materials for developing reading fluency. As described 

above (section 3.222 Chapter 3), these collections provide ample and interesting reading 

materials for L2 learners. Moreover, the two reading packages were used mainly for the 

fo llowing two major reasons: 
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one cause for misunderstanding in the argument has been the use of the sarne words to 

imply different concepts. And this is true with the terms styles, skills and strategies. 

Alderson and Urquhart take skills and strategies as referring to different concepts (see the 

above quotation), while Nuttal (1985:199) takes them as synonymous. The component 

skills mentioned by Grabe (1991, above, section 3.221) and skills in the sense used by 

Alderson and Urquhart may imply different aspects. When used to imply different aspects 

of reading 

one may distinguish the temlS by defining a skill as nn ncquired ability, which has 
been automatised and operates largely sub-consciously, whereas strategy is a 
conscious procedure carried out in order to solve a problem .... Thus a fluent 
reader may possess the skill of rapid, automatic word recognition, but may resort 
to strategies such as phonological encoding when faced with an unfamiliar word 
(Williams and Moran 1989:223). 

Nisbet and Shucksmith (1986:6) refer to strategies as "integrated sequences of procedures 

selected with a purpose in view." Another common term employed in reference to reader­

text interaction is style. While strategies imply a conscious effort on the part of the 

reader, styles seem to refer to learned habits. In other words, styles denote readers' 

behavioural response to text. As instances of learning styles, Wilson(1981:18) observes 

that some learners appear "to have mainly a 'reproductive' or rote learning conception of 

study in which learning is equated to 'committing to memory'; others study with a view 

to extracting meaning from what they read and relating general relationship between 

quantitative and qualitative conception of learning principles to their current stock of ideas 

and personal representations of reality." Reading style may also be related to learners' 

experience with reading. Grabe (1991) points out that more often researchers of EFL 

reading do not try to find out the extent of literacy skills of students in their first 

language. This is usually taken for granted. 

Assuming that students have relatively similar reading skills in their first­
languages, a further question can be posed: To what extent do students use, 
interpret, or value reading material in their first language? Students who come 
from cultures where written material represents "truth" might tend not to challenge 
or reinterpret texts in light of other texts, but will tend to memorize "knowledge." 
Students who have not had easy access to libraries might be less likely to look for 
alternative sources of information or question the relative strengths and weaknesses 
of the texts they encounter. Studen ts who come from communities with limited 
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literacy among the population may downplay the importance of literacy skills and 
do little extensive reading ... .!n sum, the social context of students' uses of reading 
in their first languages, and their access to texts, may have a profound effect on 
their abilities to develop academic reading skills in English (Grabe 1991 :389). 

Grabe's description could be envisaged to imply a number of crucial elements in reading 

and learning to read in L2 in EFL contexts. Firstly, it would be wrong to assume that 

students, coming as they do from different cultural and linguistic settings coupled with 

the educational problems (section 2.2 Chapter 2; section 3.1 above) and with many 

languages without any writing system (section 2.1 and section 2.2 Chapter 2 above), 

would have similar reading or literacy skills in their first languages. The general 

consensus is that many students do not read in their first languages. They have not 

developed the skill of reading and they do not possess a strong reading background and 

the "critical mass of knowledge" (Grabe 1986) to cope with the demands of reading in 

English for academic purposes. There is also a significant variation in students' ability 

to operate in English. 

Secondly, to relate this to the earlier contention, raised by Alderson and Urquhart (1984), 

when he mentions literacy skills, Grabe might be referring to the macro-skill of reading 

or even to learning to read. The term 'skills' can also be extended to include skills in 

learning to read in English as a foreign language for specific purposes. This qualification 

may involve the 'strategies' students employ to learn to read or to read to learn their 

academic courses in English. 

One may wonder whether it would not be appropriate, for practical purposes, to assume 

the notions of 'style', 'skills', and 'strategies' to lie on a continuum whereby the two ends 

are represented by, on one side, the unconscious or, possibly, subconscious (that has 

become automatic) and, on the other, the conscious or deliberate without denying the fact 

that they are organically related. The unconscious would embody the 'styles' learned 

through different forms of exposure and fostering themselves as habits, such as eye 

movements , regression, vocalization, speed, or skipping texts (Williams and Moran 1989). 

N uttal (1982) and Grellet (1981) consider skimming, scanning, intensive reading and 

extensive reading as styles. This inclusion may be acceptable if these are considered in 
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behavioural terms, such as which a reader resorts to suit hislher purpose, background 

knowledge, and the like. The conscious would signify all deliberate actions that readers 

take to tackle the task of reading or learning to read. 

It has been pointed out that Nuttal (1982) takes 'skills' and 'strategies' as synonymous. 

Others would prefer to use skills to refer to assumed discrete categories of reading, such 

as the ones mentioned in Figure 3.2 above. Williams and Moran (1989:223) state that the 

skills categories are related to language-related and reason-related skills. They also 

distinguish 'skills' and 'strategies' by qualifying a 'skill' as an "acquired ability which has 

been automatised and operate~ largely subconsciously" (compare this with the notion of 

component 'skills' mentioned by Grabe in section 3.221, this chapter). A 'strategy', 

according to Williams and Moran, is a "conscious procedure carried out in order to solve 

a problem." In other words a reader may have the skill of "rapid, automatic word 

recognition" and he/she may employ strategies such as "phonological encoding when faced 

with an unfamiliar word." This might be considered as a narrow definition of strategies. 

From a broader perspective, and by taking into account the various learning strategies 

students in EFL contexts employ, strategies should be defined to reflect these conscious 

activities - activities not only for solving problems but also finding the course of one's 

own learning to read in L2. Rubin (1987:19) considers 'strategies' as "any set of 

operations, steps, plans, routines used by the learner to facilitate the obtaining, storage, 

retrieval and use of information, ... that is, what learners do to learn and do to regulate 

their learning." This assumption is drawn from the studies on metacognition and reading 

mentioned above, section 3.221, this chapter. 

This definition shifts the emphasis from the notion of whether reading is made up of 

subskills or not to the fluent reader, who sets the process of reading in motion by actively 

interacting with the text - the interaction realized by the use of appropriate strategies - to 

invest meaning on it. Such a construct for strategies will not only be applied to the 

process of reading but also to the process of learning to read in a foreign language . In 

a nut-shell, as Nisbet and Shucksmith (1986:6) indicate, strategies can be contrived to 

refer to 
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integrated sequences of procedures selected with a purpose in view, and successful 
learners have developed a range of strategies from which they are able to select 
appropriately and adapt flexibly to meet the needs of a specific situation. To do 
this, they need to be aware of what they are doing and of their own learning style, 
and to monitor their learning so as to be able to make appropriate decisions and 
to switch their choice if it appears to be ineffective . Thus successful learners are 
more likely to be those who are fine-tuned to the complexities of their learning 
style, who are perceptive of the requirements in learning, and who have developed 
a range of strategies which they can apply according to their own style. 

This assumption takes learners as active participants in their learning to read or reading 

to learn. As Stem (1987:xii) points out, by qualifying 'strategies' in this manner, it is 

admitted that "learners are active, task-oriented, and approach their language learning with 

certain assumptions and beliefs which have bearing on the way they tackle the new 

language." Pedagogically, it also implies that learners can be given the responsibility for 

their learning which will enable them to experiment with their learning strategies, and/ or 

assume new ones to develop their reading ability - by exposing themselves to reading 

materials that are interesting and not too difficult to cope with, and interacting with other 

learners and the teacher (Frankel 1982). 

3.3 lndividlUllisation: An approach to reading instruction in EAP 

In summing up his review of current research trends in L2 reading, Grabe (1991) states 

that reading is an interactive process and the ability to read cannot be developed by a 

single means. He suggests several guidelines for reading instruction in L2 without 

forgetting to underline the fact that students learn to read by reading. Some of his 

guidelines include using a reading lab to provide individualised instruction as well as 

practice in reading skills and strategies; fostering sustained silent reading to build fluency 

and automaticity, confidence and appreciation of reading; giving priority to certain 
-

identified effective reading skills and strategies for practice; fostering group work and co-

operative learni ng, and encouraging extensive reading. 

These guidelines, especially in EFL contexts, do not only encourage learner participation 

in the process of developing read ing abilities in L2 but they will also allow the learner 

104 



... , . • " -'.f·· · · 

to be a master of his! her own learning. The learner learns to manage his/ her learning 

tasks in a way that is unique to his/ her needs and capacities (Brookes and Grundy 1988; 

Riley 1987; Allwright 1984). It is assumed that, based on earlier research findings 

regarding their effectiveness in engendering successful learning in reading (Davies and 

Widdowson 1974; Fawcett 1977, 1979; Robb and Susser 1989), the SRA materials and 

the graded readers (Bamford 1984), such as the ELSIP, (as pointed out in section I, 

Chapter I; sec tion 3.221, this chapter; and section 4.2 and section 4.3, Chapter 4) can 

provide the necessary exposure for the learners to try their reading strategies and assume . 

new ones and to facilitate for learners to acquire the "critical mass" of knowledge 

essential for effective academic reading (Grabe 1986). 

The materials facilitate learning through experience and meaningful interaction. As 

Littlejohn and Windeatt (1989: 171) point out, "one may make stronger claims for a 

learning outcome that is arrived at experientially than for one arrived at referentially," that 

is , the learner is likely to gain more through what he or she does or is required to do in 

the given materials rather than the content of the materials (Jolly cited in Bloor 1985), or 

more significantly, what the learner wants to do with the materials. Experiential learning 

can be characterized as follows: 

It has a quality of personal involvement - the whole person in both feeling and 
cognitive aspects being in the learning event. It is self-initiated. Even when the 
impetus or stimulus comes from the outside, the sense of discovery, of reaching 
out, of grasping and comprehending comes from within. It is pervasive. It makes 
a difference in the behaviour, the attitudes, perhaps even the personality of the 
learner. It is evaluated by the learner. She knows whether it is meeting her need, 
whether it leads towards what she wants to know, whether it illuminates the dark 
area of ignorance she is experiencing. The locus of evaluation, we might say, 
resides definitely in the learner. Its essence is meaning. When such learning takes 
place, the element of meaning to the learner is built into the whole experience. 
(Rogers 1983:20). 

Some researchers may disagree with the above stipulation describing it as un testable and 

elusive. However, learning as a process is also elusive; it cannot be pinned down to 

discrete elements. If the major objective of education is not merely to impart knowledge 

through 'tell ing' or 'lecturing', as is the normal practice in Addis Ababa University rather 
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than the exception (see section 2.7, Chapter 2 above; Abebe 1987), but to equip learners 

with the effective means to pursue knowledge (as stipulated in the objectives of higher 

education in Ethiopia), this could be effectively realized by facilitating learner 

involvement in learning. Learners do not cram so called facts if they are encouraged to 

enhance their awareness of learning through involvement. However, all teaching 

approaches, albeit the few traditional ones, claim some form of learner involvement in one 

way or another with differing degrees of emphasis or attention given to the learner. 

According to Ilolec (1980), tendencies in language pedagogy (in accordance with progress 

in research in such areas as functions of language, psychology of learning, and teaching 

methodology) reflect three broad categories of approaches. The first category includes all 

those approaches which try to increase the efficiency of the learning process by improving 

teaching methods. For instance, Widdowson (1990: 114) qualifies a desirable teaching 

approach as an approach which "recognizes the necessary contrivance of pedagogy and 

seeks to guide learners through graded negotiating tasks. These would require them to 

take bearing on both systemic and schematic knowledge and would shift the focus of 

procedural work in a controlled way." 

The second category includes those approaches that attempt to adapt the teaching of a 

specific language to the type of learning public - teaching language for specific public use, 

such as nursing, cooking, and the like. This category focuses mostly on the specification 

of the content of language learning to meet public demands. Learner characteristics and 

needs are also taken into consideration. Thus, the various English language courses for 

specific purposes, generally grouped under ESP, fall in this category. 

The last category, suggested by Holee, consists of those approaches that attempt to 

improve learning both qualitatively and quantitatively by involving learners and enhancing 

their participation through training them to learn how to learn. Learner training is a broad 

feature. It could mean training learners in things like clarification - the learner asks , for 

instance, the meaning of a word, a sentence, etc - (Rubin 1981); how to go about learning 

the language (Wenden 1983); how to manage one's own learning, that is, understanding 

the conditions that help one learn and creating these conditions (O'Malley and others 
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1985); or even learning how to organize self and group assessment of written work 

(Dickinson 1987). 

By taking into consideration the above cited sources, Dickinson (1988:49; see also Holec 

1980:31 for a similar definition) qualifies learner training by including all the possibilities 

of learner training types he has studied. He states that learner training is "training in all 

those (potentially conscious) self-instructional processes, strategies, and activities which 

may be used in autonomous learning in a conventional classroom; and instruction aimed 

to heighten the learner's awareness of language and of the process of language learning." 

This definition includes the concept of learner involvement and the procedures of learner 

training used in this study (section 4.23 and section 4.342 Chapter 4 for the modes of 

study of the study groups) to help learners develop their reading ability to cope with their 

academic studies. 

Similarly, Allwright (1988), and Allwright and Bailey (1991) have compiled data from 

conventional classroom language lessons that indicate active learner involvement, fostering 

itself in ways unique to the individual learners and their attempts to individualize the 

language lessons (thUS, claiming learner autonomy) despite the teacher's attempts to 

impose her bit of a language syllabus, methodology and learning atmosphere. Allwright 

(1988) claims that these data gathered from actual classroom language lessons testify, 

however not exploited by language teachers , learners' attempts to individualize instruction 

and direct learning the way it suits them. "All learners' questions can be looked upon as 

autonomous moves to achieve that effect" (1988:37). Thus, individualisation and 

autonomy are not strange features even to conventional language classes. 

Individualised instruction is one way of responding to these language class phenomena. 

However, this approach is understood by different researchers in different ways. As 

Dickinson (1987:10-11) points out 

individualised instruction is used, by different writers, in ways that place it at both 
ends of the scale of responsibility for learning. That is, some others use it to 
describe situations where the learners are provided with specially prepared 
materials into which are built many of the management controls usually operated 
by the teacher. Others use individualised instruction to describe \earning situations 
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for which I would use the tenns self-directed learning or autonomous learning. 

In fact, Dickinson argues that individualised instruction, as an end by itself, does not offer 

very much independence to the learner though an attempt is made to respond to individual 

differences. As indicated in the above citation, in an educational system characterized by 

reconstructionism or the ends-means approach adopted as an educational value system 

(Clark 1987), individualisation involves the introduction of contract schemes whereby 

learners are expected to "pace themselves through a predetennined set of tasks, in a 

predetermined way, towards prespecified learning outcomes" (Clark 1987: 19). Apparently, 

the focus is on adapting predetennined learning tasks - as specified by policy makers, 

educators, teachers, etc. (Logan 1973; Disick 1975) - to identified individual differences 

(see Clark 1987; Dickinson 1987; Skehan 1989, for a discussion of individual differences 

that constrain learning). 

According to this conception of individualisation, learning is assumed to be effective by 

merely adapting the procedure of presentation of an already specified set of facts or set 

of discrete elements (especially, language elements, whether they are structural items, 

functions or notions or skills). This assumption does not give due emphasis to learners' 

active contribution to the teaching-learning process (though it is crucial for learning to 

occur, and as Allwright (1988) argues, the attempt by learners to individualise learning 

is inevitable but not exploited); nor does it indicate what the learner is going to do with 

the items to be learned. It has been argued that fluency in reading is achieved through 

learner contribution and interaction, but it is not necessary to depend on prespecified 

reading tasks and texts for reading to develop reading fluency. It is assumed that genuine 

interaction - the process of imbuing texts with meaning - can be fostered when the learner 

reader is given some responsibility for his or her learning and choice of learning materials, 

rather than someone detennining the choices for him or her - these choices might not even 

be appropriate to the learner (Geddes and Sturtridge 1982). 

The rationale for 'abdicating' at least some of the responsibility to learners is based on 

the following contention. Firstly, when learners take control of their own learning, 

learning becomes effective because they only learn what they are ready to learn - based 
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on motivation, purpose, background knowledge, and the like. 

Secondly, learners who are used to taking responsibility for their learning are likely to 

carry on learning outside the classroom as well - essential for developing both their 

schematic and systemic knowledge to cope with academic reading. No approach of 

language teaching or a contrived set of language teaching materials can claim to equip 

learners with all the critical mass of knowledge, or schematic and systemic knowledge, 

essential for developing fluency in reading in English for academic purposes; and the 

attempt to do as such becomes much more difficult in FL contexts. Lastly, if learners are 

given the responsibility for their learning, they are likely to transfer these effective 

learning strategies, possibly appropriate only for them, to study their academic texts -

considered as the major objective of the service English courses in the university (EUis 

and Sinclair 1989). 

Allwright (1982:24) prefers to envisage individualisation as something "learners may do, 

given the opportunity, to get whatever they want from a learning situation." Similarly, 

Carver and Dickinson (1982) define the self-directed learner as one who assumes the 

responsibility for the aims and objectives of the course, monitors its development, assesses 

himself and takes an active part in the learning. This may be assumed as the extreme end 

of the definition provided by Dickinson above. In fact, it may be considered as 

undesirable, among some circles and in some places, due to the fact that it goes contrary 

to established educational and cultural norms (Riley 1988). As Tumposky (1982:5) 

argues, "it is not unreasonable to suppose that a strong clash in philosophies of learning 

may have a demotivating effect especially in cultures with a traditional respect for 

authority, unless such changes in roles occur at the same time as a change in the overall 

educational philosophy of a given culture." 

It is admitted that socio-cultural norms and values constrain the prevailing educational 

philosophy and even the day-to-day teaching learning activities. This fear has manifested 

itself, though in a different form, when the current study was in full session (section 1.4, 

Chapter I; section 2.4, Chapter 2; section 4.1 and section 4.3, Chapter 4). 
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However, it can be argued, following Allwright (1988:39-40), that most language classes 

contain an element of individualisation and autonomy - as reflected in learner involvement 

and interaction determining, in most cases, the course of the language lessons. In other 

words, 

we should not overlook the possibility that the seeds of 'autonomy' and 
'individualisation' are to be found even in apparently inhospitable soil of whole­
class instruction, and that if we do find these seeds there then we can, without 
straining our ingenuity greatly, think of ways of nurturing them, and of giving 
them a chance not merely to survive but perhaps even to thrive . 

3.4 Conclusion 

It is apparent that the emphasis on language instruction (mostly structural) in the service 

English courses in Addis Ababa University is based on the assumption that better 

language instruction would result in increased reading achievement. It has also been 

established (section 2.6, Chapter 2) that social science first year students have a reading 

problem, thus an apparent justification for aiming to help students read better, which is 

tied to the first assumption. However , the research establishing whether it is specifically 

a linguistic or a reading problem is scanty. Elsewhere, research trends in this area have 

focused on assessing empirical data to establish plausible explanations to these basic 

issues: whether limited proficiency in a foreign language constrains general reading 

ability in that language -- thus implying the necessity for effective language instruction; 

whether limited proficiency in a foreign language restrict readers from utilizing specific 

textual information when reading in the language; and whether there is a 'th reshold' of 

linguistic competence or what Grabe (1986) in general terms as the 'critical mass' of 

knowledge readers should possess before they can read successfully in the given language 

(Devine 1988). 

Alderson (1984:24) states cautiously (because of the inconclusive research findings 

avai lable) that the problem of reading in a foreign language is "both a language problem 

and a reading problem, but with firmer evidence that it is a language problem, for low 

levels of foreign language competence, than a reading problem" although this by no 
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implies that there is no reading problem. In a situation where students have not had 

adequate exposure to written materials in English, Frankel (1982) and Elley (1984) 

suggest the use of several interesting reading materials for a long time, and imply that 

reading may function to increase language proficiency as well. Similarly, Swaffar and 

others (1991 :43) indicate the symbiotic relationship between foreign language reading and 

linguistic ability as follows: 

for the L2 reader, proficiency problems activate controlled processing, conscious 
attention to words and letters. The preferahle alternative is automatic processing. 
When vocabulary meaning is instantaneously recognized (Le., processed 
automatically without the conscious effort of the reader), comprehension is faster. 
The less time spent on an effort to remember individual words, the more memory 
is available to attend to other meaning factors .... Hence a lack of proficiency in 
language mechanics inhibits text comprehension. Without some automatic 
processing the reader is unable to allocate attention to context factors (schema) and 
the "chunking" or nucleation presumed necessary for recall. 

It has been established that reading is an interactive process for which the reader needs 

at least a minimal or critical mass of knowledge (or schematic and systemic knowledge) 

to negotiate meaning. This critical mass of knowledge or background knowledge or, 

possibly, the 'knowledge of the world in the head' (according to Smith 1982), according 

to schema theory of learning, can expand and develop or can be modified through 

experiential learning. It is also noted that the essential mass of knowledge for reading in 

ESUEFL contexts seems to be significantly constrained by linguistic factors (that is, 

knowledge of the English language). However, it is argued that these factors cannot be 

reduced to the knowledge of discrete structural elements. Moreover, the knowledge of 

a language does not necessarily make learners better readers as evinced by the common 

observation that many native speakers are not good readers (Bloor 1985). The writer's 

underlying assumptions (socio-cultural and linguistic aspects), the knowledge of the 

process of reading, and the purpose and capacity to utilize textual constraints detemline 

successful learning to read and reading to learn. This explains the possible reason why 

the teaching of language - based on structures, functions or notions, skills - may not 

necessarily engender effective reading. Allen (1986) states that reading problems in ESL 

situations can be tackled by providing students with functionally simplified texts (such as 

those that appear in the FoclIs Series) that help them to focus on the rules of the discourse 
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used. Although it is acknowledged that this approach has its own merits - the emphasis 

on meaning rather than on discrete structural items - it does not give prominence to the 

individual learner's meaning generating capacity in hislher interaction with texts. The 

quality and depth of interaction largely depends on individual differences. The Series 

does not seem to accommodate this and it tends to be rather prescriptive. 

Another trend in this sphere is the attempt to incorporate all possible assumptions about 

the reading process in teaching materials (Frankel 1982; Elley and Mangubhai 19113). 

However, this may not give the individual reader the choice to learn to read in a way it 

is relevant to him/her. Thus one criticism that can be made about the extensive reading 

programmes cited above (Hafiz and Tudor 1989; Robb and Susser 1989) is that they tend 

to ascribe the successes in reading as manifested in learners' linguistic performance more 

to the quantity, or even quality, of the reading materials provided than to the active 

learner involvement motivated by assumed successful learning outcomes and advantages; 

learners read these materials and become successful readers probably because they, as 

indi vidual learners, have seen them as appropriate materials to serve their purpose of 

satisfying their lacks. Some may concentrate on vocabulary learning; others may enjoy 

reading the content (Appendix 3.1). Teachers and teaching materials alone cannot make 

learners establish learning purposes that have individual import though they may playa 

significant role in facilitating the process. As Jolly points out (cited in Bloor 1985) 

materials , however well-designed, have a limited role to play in developing reading 

competence. Learning to read can be successful when the learner has been given the 

chance in the choice of materials, the definition and realization of learning purposes and 

the exercise and modification of learned strategies. As Rubin (1987: 17-18) contends, 

"learning is best achieved when the students play an active role in the process." In other 

words, active learning is a situation in which students have the opportunities to internalize 

information in ways which are meaningful to them." In addition to this, "the learning 

environment must provide ideas and experiences as well as opportunities to work through 

them." In a nut-shell , the effective processing of a text or efficient reading as an 

interactive process requires appropriate background knowledge. Background knowledge 

can be envisaged as all the essentials· both acquired and learned· needed for processing 

information by the reader. The requisite knowledge for the processing of a given text, for 
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instance. is dependent upon individual differences. It is argued that this knowledge can 

best be developed by the individual learner himselflherself in the process of learning 

through discovery. In other words. "the learner should discover. with or without the help 

of other learners or teachers the knowledge and the techniques which he needs as he tries 

to find the answers to the problems with which he is faced. By proceeding largely by 

trial and error he trains himself progressively" (Holec 1980:42) and develops his 

background knowledge to help him to effectively cope with the tasks of reading in English 

for academic purposes. It is argued that one way of realizing this is through 

individualised reading in English for academic purposes outlined in the succeeding 

chapter. 
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CHAPTER FOUR 

Research design and methodology 

4.1 Introduction 

As indicated above, the major concern of the research is to make an exploratory study 

of a possible approach to reading instruction that would help first year social science 

students to develop their ability to read in English for academic purposes. Various 

research findings confirm that there is a gap between students' reading comprehension 

ability and the readability of their course books or the general linguistic and academic 

requirements of Addis Ababa University (section 2.6 Chapter 2). The current service 

English courses seem to be not successful in enabling students to bridge this gap to a 

significant degree although originally the courses were introduced to achieve this purpose 

(Jarvis 1969; Mosback 1977). It is stated that this gap is created because students do not 

possess the critical mass of knowledge essential for effective reading in English for 

academic purposes (section 3.3 Chapter 3; Eskey and Grabe 1988). 

It is indicated that this essential mass of knowledge, or background knowledge, 

constitutes knowledge of content of a given text , the reading process and reading 

strategies, and the knowledge of the language (Smith 1982). This is sometimes 

summarised as content and formal schemata (Carrell 1988), or schematic and systemic 

knowledge (Widdowson 1990). Second language reading researchers mention that the 

development of these schemata, or knowledge structures, is essential for reading 

comprehension. Admittedly, the researchers differ in the degree of emphasis they give 

to the different aspects of systemic and schematic knowledge essential for reading. 

Without forgetting the fact that most reading theories are based on first language reading, 

it is claimed that reading is defined as either a bottom-up or data driven (starting with the 

printed stimuli working up to higher levels) (section 3.211 Chapter 3), a top-down or 

concept driven (the process of making predictions and confirming them by utilizing 
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minimal stimuli from the print) (Smith 1982; section 3.212 Chapter 3), or as an 

interactive process where all the parts (both reader and text factors) interact (Carrell 

1988; section 3.213 Chapter 3). All three conceptions of reading presuppose the essential 

role of background knowledge in fluent reading, though with different degrees of 

emphasis. Other researchers in the field of cognitive psychology, for instance, have 

concentrated on the study of the component skills of fluent Ll reading (Grabe 1991). 

The two most prominent fields of study in this area that this study has depended upon are 

automaticity in fluent reading and metacognitive knowledge of reading. It has been 

indicated above (section 3.221 Chapter 3) that second language readers should develop 

automaticity at the feature, letter or, more important, at the word level to be able to read 

fluently. As some researchers argue, the reading problems of most second language 

readers is not because they cannot predict but they have not developed the automaticity 

at the lower levels (Eskey and Grabe 1988) . It is believed that extensive reading 

encourages readers to develop automaticity at the word level. However, it is beyond the 

scope of this study to verify whether it is automaticity or prediction that explain fluent 

reading at other levels , say sentence levels (Grabe 1991 supplies a list of reading on this 

issue). Similarly, some researchers claim that reading can be viewed from the reader's 

knowledge about cognition and the self-regulation of cognition (Baker and Brown 1984; 

Garner 1987; Carrell 1989). In other words, researchers confirm that good readers 

employ metacognitive ski ll s more effectively than poor readers (Hosenfeld 1984). Thus, 

it is argued that learner training in reading in Engli sh should involve training learners in 

metacognitive skills (as pointed out in section 3.221 Chapter 3). However, the current 

study is limited in scope to involve an extensive training in metacognitive skills although 

it is believed that the learner training sessions involving these skills could promote 

learners' fluency in reading in English for academic purposes (Carrell 1989b; Rubin 

1981; Ellis and Sinclair 1989; Dickinson 1988). 

Thus, it is believed that first year social science students could be helped greatly to be 

effective readers in English for academic purposes if the selected approach to reading 

instruction is based on the following theoretical stipulations: 

(a) first year social science students need to be helped to develop their background 

knowledge (knowledge of the content, the reading process and knowledge of the 
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language, and most important, the capacity to employ all this knowledge for a 

specific purpose) (Carrell 1989b) in order to be fluent readers. It is argued that 

no language instruction, however elaborately it might be planned, can be a 

substitute for the efforts learners make to learn to acquire the critical mass of 

knowledge for reading in English for academic purposes. Language instruction 

may have a facilitative role in engendering independent learning but, as indicated 

above, teaching does not necessarily result in the learning of the specifically 

taught items. It is argued that teaching can only be effective in helping learners 

to identify the tools of learning, but it cannot cause learning (Riley 1987). 

(b) the critical mass of knowledge required for effective reading in English for 

academic purposes is dependent on individual differences. In other words, first 

year social science students are assumed to have varying schematic and systemic 

knowledge due to a multitude of factors such as socio-cultural and linguistic 

background (section 2.3 Chapter 2), the nature and degree of learning exposure 

(section 2.3 Chapter 2) , language learning aptitude, preferred learning styles and 

strategies, and the like (Dickinson 1987). It is difficult to know what and how 

much is required of each learner (in light of the fact that he/she comes to the 

learning situation with some background knowledge) so that he/she could read the 

academic course books with an adequate level of comprehension (section 3.3221 

for problems in assessing text readability; section 5.1 Chapter 5 for the difficulties 

in defining the gap). It would be misleading to assume that (i) what is required 

of each learner for successful reading in English for academic purposes at the first 

year level is the same, and (ii) thi s is exclusively linguistic, as the service English 

course books seem to indicate. 

(c) if the fundamental aim of the service English courses is to help learner.s to 

cope with their academic courses, they have to prove to be equally useful to all 

learners in facilitating the realisation of the fundamental educational objectives of 

the university (section 2 .4 Chapter 2). In other words, the courses have to be 

redesigned in a way all learners benefit from the lessons. Learners should be able 

to gain something from the lessons to enhance their background knowledge that 
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is considered to be essential for effective reading in English for academic 

purposes. In other words, as stated in (b) above, they have to have relevance to 

each individual learner - they have to be facilitative and not restrictive or limiting, 

as they are in their present form (Dickinson 1987; section 1.1 Chapter 1) . 

(d) one possible way of meeting individual learners' needs is encouraging learners 

to learn how to learn - reorientating them to have a different view of learning, 

different from the one they are used to (section 1.12 Chapter I). As Dickinson 

(1987:34) points out, learning how to learn involves developing knowledge about 

learning processes (as well as about oneself as a learner), planning learning, and 

discovering and using effective and preferred reading strategies to achieve 

specified objectives. It is argued that learners should have the knowledge of the 

reading process before they are able to develop their own preferred reading 

strategies for defined purposes (section 1.23 Chapter I; section 3.221 Chapter 3). 

Basically, learner training can be envisaged as training learners to learn how to 

learn (Ellis and Sinclair 1989), or, in the context of the subject of the present 

study, to train first year students to learn to read their academic courses in 

English. 

Based on the above, this study has been designed to explore the effectiveness of a 

possible approach to reading instruction for academic purposes. It has taken into 

consideration the objective realities of the country in general and the specific conditions 

of Addis Ababa University in particular (section 2.3, section 2.5 and section 2.6 Chapter 

2 above). It also endeavours to encourage students to develop their background 

knowledge in a way that is suited to each individual learner and allows them to progress 

in their learning starting from where they are and employing what they have. It strives 

not to prescribe any learning style or strategy, but builds on what learners have and 

leaves most of the learning decisions of what and how to learn to the learners themselves 

(Dickinson 1987; Geddes and Sturtridge 1982; Allwright 1982). It is hypothesized that 

through individualised reading, as a major component of independent learning, students 

will achieve a significant improvement in their reading comprehension and linguistic 

abilities, and, in particular , they will learn and employ appropriate and effective reading 
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strategies for academic purposes -appropriate as deftned by the current needs, lacks and 

wants of individual students and not a 'stereotype' ideal student (Altman 1980; Allwright 

1982; section 3.3 Chapter 3). 

The underpinning theoretical constructs informing the programme have made it necessary 

for the redefinition of teacher-student roles, the relationship between teaching and 

learning, the nature of teaching materials for reading, and the process of evaluation 

(Brookes and Grundy 1988:2). The programme takes the teacher as a facilitator, 

monitoring learning activities by encouraging learners to shoulder the responsibility for 

their own learning (Carver and Dickinson 1982). This by no means implies depriving 

students of due teacher guidance and relevant and useful learning experiences (Holec 

1980:31). The learners of reading, with appropriate help and guidance on learning how 

to read, can successfully trace their own preferred learning routes to develop their general 

knowledge which includes content knowledge (usually academic), knowledge of the 

reading process and reading strategies, and linguistic knowledge (phonological, 

morphological, syntactic and textual) (Widdowson 1983; Smith 1982). This exploratory 

posture helps the learners to wean themselves from undue teacher dependence to 

undertake more independent work in higher education. 

This chapter describes the research design and methodology pursued to realise 

individualised reading for academic purposes. It has two major sections. The fust, 

section 4.2, deals with the pilot study. This section discusses extensively the selection 

of subjects, the identification of test materials for both the pretests and post tests, the 

selection of reading materials and the design of the mode of study. The second section, 

section 4.3, deals with the main study. It discusses the major improvements made since 

the pilot study and has the following sub-sections: the selection of students for the study, 

the identification of the test materials fOl: the pretests and post tests, the selection of 

reading materials and the design of the mode of study. 
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4.2 The pilot study 

4.21 Identification of students for the study 

The quality of the output of an experimental study depends, among other things, on the 

ability and knowledge of the researcher to appreciate and manipulate a host of intrinsic 

and extrinsic factors. The intrinsic factors refer to the teaching-learning variables and 

the extrinsic factors refer to those that affect the process indirectly. The selection and 

sampling of subjects for such an experiment is again dependent on other variables that 

mayor may not be beyond the control of the experimenter (section 2.44 Chapter 2). 

Similarly, the selection of students for an experimental study in the Addis Ababa 

University is dependent on, among other things, the nature of the academic schedule of 

the students concerned - first year social science students in this particular study - the 

willingness of the students and teachers identified for the study to participate in research 

studies, and the availability of research facilities. 

4.211 The schedule of Addis Ababa University first year students 

First year students in the College of Social Sciences and the other colleges in the main 

campus of Addis Ababa University, besides other activities, are supposed to take fifteen 

to eighteen credit-hours in a semester. One credit hour is equivalent to a one-hour class 

each week . Freshman English has three credit-hours and thus students have three periods 

of English lessons each week and, under normal circumstances, forty-eight hours in the 

sixteen weeks of a semester. This excludes the time needed for examinations. 

The schedule for first year students is set in such a way that while a group of sections 

(usually three sections) takes lessons on one specific subject, the other group takes 

lessons on another subject. There are usually five subjects. For instance, in the first 

period of a Monday-Wednesday-Friday combination, if students in group one consisting 

of sections ss01, ss02, and ss03 (about 100 students in a group) are taking Freshman 

English in three separate rooms, students in group two - ss04, ss05 and ss06 - may be 

taking economics in one big lecture hall. Students in group three - ss07, ss08 and ss09 -
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may be taking geography, and so on. In the second period of the same, the first group 

may take geography, the second group Freshman English, and the third group economics. 

Afternoon classes are usually reserved for physical education, tests and make-up classes. 

Apparently, such an arrangement does not leave any extra or free time to allow further 

arrangements for experiments to be undertaken. The hours for Freshman English classes 

of some of the sections may not be convenient because they may clash with Spoken 

English class hours. It is to be noted that the students in the study group are planned to 

do their reading lab classes in the Spoken English laboratory . The experiment cannot be 

conducted if the lab is reserved for Spoken English, which gets the priority over any 

other arrangement. Besides, further rearrangements for experimental studies may create 

administrative inconveniences in such as organising make-up classes or tutorial classes 

for courses other than Freshman English, and the concerned authorities may not be 

willing to co-operate or even allow such 'extra-ordinary' arrangements for conducting 

experiments (section 2.44 Chapter 2; ins. 3.226 Appendix 3.2). 

4.212 Teacher-student variable 

Another crucial variable in experimental studies in the Addis Ababa University is teacher­

student involvement. Certain English language teachers, for one reason or another, may 

be reluctant to be involved in a study like this. Their reluctance may be explained by one 

or more of the following reasons: firstly , they might want to avoid actual or anticipated 

inconvenience, such as having to do more marking , student observation and follow up , 

and the like; secondly, some teachers may lack the enthusiasm for research in the area 

for various reasons (section 2.44 Chapter 2), and they seem quite comfortable with a 

situation in which their "concerns are informed by their own belief systems and often 

kept private" (Pica 1992:2); and thirdly, some may not be able to foresee whether the 

study is going to help their students or not and they might feel very much accountable 

for the success or failure of their students if the teachers are to allow their students to 

participate and to use a different approach (which is what the current study is 

recommending), or a different set of teaching materials (section 2.44 and section 2.7 in 

Chapter 2 above). It would be necessary to make it clear to these teachers (without 

pretending that one can see it better than they do , but making one's points clearer) that 
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their students would benefit from being included in the study by indicating to them the 

apparent weaknesses (which most of them are able to decipher, anyway) of the current 

service English courses (section 2.6 Chapter 2; ins. 3.1415, Appendix 3.2) and stating the 

anticipated positive outcomes of the recommended alternative. Admittedly, the promises 

for improvement in students' reading ability and justifications for the recommendations 

can only be based on available research output (section 3.2 and section 3.3 Chapter 3). 

It could be speculaterl that some may not still be convinced by the fundamental arguments 

and may not feel committed to undertake the procedures that the study programme entails 

but they may decide to co-operate with the researcher in order not to discourage the idea. 

Still some may feel that the research question is dubious and they may also think that the 

suggested approach is inaccessible. They would prefer not to be involved in the study 

(see section 4.31 below). Bearing this in mind, the sections selected for study, both 

during the pilot and the main study, were those that were handled by Freshman English 

teachers who were willing to participate in the experiment. Apparently, after the 

selection, the teachers were given an orientation on how to conduct the classes selected 

for the study based on the proposed approach. This is described in detail in section 4.23 

(the pilot) and section 4.33 (the main) below. 

Besides the service English teachers whose contribution in the learning and teaching 

process is acknowle. lged as pivotal (Widdowson 1990:59; Dickinson 1987; Carver and 

Dickinson 1982; Geddes and Sturtridge 1982), students also constitute the most important 

variable in the study. Most students at the first year level are unsure of their academic _ 

success. The environment they have just been introduced to will involve them in learning 

habits and styles that may be different from the ones they were familiar with when they 

were in secondary schools (ins. 3.216, Appendix 3.1). Students are usually confronted 

with various psychological and pedagogical constraints of adjustment. The academic 

environment requires of them to take risks and make decisions on what and how to sllldy, 

for instance, on taking lecture notes and compiling these notes with supplementary notes 

from one's reading, on writing assignments and term papers, and on sitting for college 

examinations (as pointed out by Wilson 1981 regarding the requirements of higher 

education in the West). All these and others oblige them to plan their work in order to 

'survive' in a seemingly hostile academic environment. They may have to learn, for the 
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first time, to put up with the rigours of academic study that demand independent work, 

individual initiative and creativity (Abebe 1987). Some students become apprehensive and 

look for a secured and structured style of learning to give them a sense of security in a 

wave of uncertainties and possible failure to cope with unclear demands characteristic of 

higher education. Knowles (quoted in Dickinson 1987:126) contends that learners "enter 

into a new learning situation feeling a deep need for the security of a clear structural plan 

- an outline, course syllabus, .time schedule and the like. In addition they want to feel that 

their teachers know what they are doing and are in charge of the learning situation." 

Riley (1988) conte.nds that there might be an aspect of cultural determinism in preferred 

learning approaches and feels that the need to be supplied with some structured learning 

by learners might dppend on their cultural background. Bodman (cited in Tumposky 

1982:5) states that "with too little control, the students tend to become uneasy and often 

find it hard to measure their progress - and therefore often feel that they are not learning" 

(section 5.2 .. Chapter 5). It cannot be denied that individual learners come "with their own 

constellation of native language and culture, proficiency level, learning style, motivation, 

and attitudes toward language learning" (Pica 1992:3; section 2.7 Chapter 2). However, 

it is argued that effective learning takes place only when learners take most of 

management of their learning by themselves (Allwright and Bailey 1991). 

Despite this , because of their earlier learning experiences in schools, students may not be 

willing to participate in a research like this that demands more independent work and 

more time than they would have to expend on the conventional Freshman English. They 

might not even see why they have to be selected, given different materials, and asked to 

do more work than· ,:hers. These are some of the constraining factors that have been 

appraised when the research experiment was designed and when the subjects for the study 
\ 

were selected. The mode of study was designed for the experimental groups described 

in section 4.23 and section 4.33, for the pilot study and the corpus study respectively, 

along the lines that would enhance individual work and participation (section 1.11 and 

section 1.12 Chapter I). 
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4.213 A vail4bility of research facililies 

Research facilities identified for the study included the teaching materials to be used, 

classrooms (including rooms for consultation and individual attention , optional), language 

laboratories with equipment in good working condition, halls to hold meetings and tests, 

and stationery for tests and follow-up. 

The teaching materials selected for use in the study, provided by the British Council in 

London, arrived in Addis Ababa piece by piece and they were too incomplete to be used 

even by the end of the first semester of the 1989-90 academic year. The pilot study had 

to be launched with only those that arrived. It is to be noted that these materials had no 

guide books, work books, or even placement tests. Thus, instead of the placement tests, 

the students' test results (mentioned in section 4.22 below) were used as rough guidelines 

to help students select appropriate reading from the ELSIP collection during the pilot 

study. This was brought to the attention of the instructors involved as well. The ELSIP 

collection was only complete in the middle of the first semester of the 1990-91 academic 

year when many copies of the student work book arrived. 

Reserving classrooms for regular student consultation and follow-up was also another 

problem. Thus, the instructors of the study groups had to use the Freshman English 

classrooms during the students' Freshman English class hours only. Moreover, tests had 

to be conducted in these classrooms during the mentioned class hours. It was difficult 

to arrange classrooms for tests lasting more than an hour, and for all students to take a 

test at the same time. However, the main study was more organised and successful than 

the pilot in these respects. 

The Spoken English laboratory was selected as an ideal place for individualised reading 

sessions. However, because of clashes in timing between the Spoken English and the 

Freshman English courses, the reading sessions sometimes had to be conducted in 

ordinary classrooms that did not invite independent work. These classrooms were only 

suited for group work and discussion . One more serious problem with the Spoken 

English laboratory was that most of the tape recorders were out of order and those that 
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were functioning could not play the recorded materials accompanying the ELSIP 

materials (section 4.2224, for the discussion of these materials). Hence, the ELSIP 

materials were used without their accompanying recorded materials with the pilot study 

group. 

Moreover, because of lack of paper, which was another factor that hindered the progress 

of the study during the initial stages, most of the learning activities designed specially for 

the pilot group, to make up for the missing work books, had to be cancelled. This 

problem was not apparent the following year with the main study groups since each 

student had been provided with a work book to record necessary information. 

The pilot study was conducted in the second semester of the 1989-90 academic year. The 

selection of students for the study, by bearing in mind the factors discussed in section 

4.211 and section 4.212 above, was made as follows: 

4.2131 Out of the twenty one sections of first year social science students, ten 

age groups 15 to 17 18 and 19 20 and above 

number per cent Dumber per cent number per cent 

81 23 221 64 42 12 

family rich middle poor 
backgrou/id 

number per cent number per cent number per cent 

14 4 150 43 177 51 

sex male remale 

number percent number percent 

287 83 57 16 

pwce urban rural 

number percent number percent 

207 60 134 39 

Table 4.1 Pre-pilot sampled populatUJn description' 

'Table excludes the number of those students who have not responded to the specific questions. 
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sections were selected to fill-in a questionnaire (described in section 4.221 below). 

The respective instructors co-operated in distributing and collecting the 

questionnaires. Some instructors helped their students by explaining the 

instructions and some of the items in the questionnaire the students found difficult 

to understand. This questionnaire was meant to find out general information 

about the students, and about their reading behaviour (Gebremedhin 1991). Table 

4. 1 summarises the information compiled from the questionnaire. 

4.2132 Three hundred forty-four students have responded to the questionnaire. 

The responses confirm the fact that Addis Ababa University, as the prominent 

centre of higher learning in the country, has serious disparities in representation 

regarding sex, urban and rural centres, and rich and poor families. According to 

Table 4.1 above, 83 per cent are male and only 16 per cent are female , probably 

indicating that few females could get access to higher education in the country. 

Similarly, most students are young, between 18 and 19 years old (64 per cent), 

and 87 per cent of the students are below 20 years old. This may indicate that 

most of the learners are young with little or no work experience. They may have 

joined the university a year after they have completed their high school lessons. 

It might be assumed that their learning experience is limited as indicated in 

section 2.3 and section 2.7 Chapter 2. The above table also indicates that most 

students have come from urban centres (60 per cent) confirming the fact that the 

majority of the Ethiopian population, found in the rural areas, are not getting 

access to the higher educational establishment. It has been indicated in section 

2.2 and section 2.44 Chapter 2 that the majority of the students getting access to 

the university come from very few selected urban centres. Moreover, the students 

have reported that a slim majority of them (51 per cent) come from poor families 

although it is claimed that probably about 90 per cent of the population is poor 

(McNab 1989; section 2.1 Chapter 2). This information has to be taken as 

tentative since students have not been given the definitions of the terms rich, 

middle and poor in Ethiopian standards. However, the responses have some 

relevance to the concern of the study, since it is believed that attitudes to oneself 

have some bearing on language learning. 
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4.2133 By taking into consideration the above information, the number of 

sections that can be involved have been limited to six. It is planned that these 

sections would create three pairs of study and control. The selection has been 

made by taking the following into consideration: 

4.21331 The Freshman English schedule should not clash with the Spoken 

English schedule since the Spoken English lab is to be used for the 

individualised reading sessions for the. study groups. 

4.21332 The instructors concerned should be willing to be involved in 

the study and to follow the procedures outlined for the mode of study 

outlined in section 4.23 below. They should also be willing to expend 

more extra time than is required for Freshman English. 

Accordingly, six sections consisting of 147 students are assigned to three instructors (each 

instructor has two sections - one study and one control). The description of this target 

population , as given in Table 4.2 below, reflects the description shown in Table 4.1 of 

age groups IS to 17 years old 18 and 19 years old 20 years and above 

number per cent number per cent number per cent 

30 20 96 65 21 15 

family rich middle poor 
background 

number per cent number per cent number per cent 

4 2.7 66 44.9 77 52 

sex male female 

number per cent number per cent 

122 83 25 17 

iocaJion urban rural 
of schools mis. 

number come from per cent number per cent 

88 60 59 40 

Table 4.2 Description of the sample population for the pilot study 
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the larger population. Thus, the sample population for the pilot could be taken as a good 

representation of the larger pre-pilot sample population regarding age, family 

background , sex and place where students come from. This could also give a chance for 

generalising the linguistic performances of the pilot group to the pre-pilot sampled 

population with some degrees of probability. 

As indicated above, the six sections are paired, one instructor assigned for a pair which 

constitutes of a study group and a control group. The pairing is based on the fact that 

the instructors selected have already had two sections of Freshman English and were 

willing to participate in the study; and one of the two sections taught by the same 

instructor whose Freshman English schedule does not clash with the schedule of the 

Spoken English course is taken as a study group. The other section is taken as a control 

group. The following are the pairs in the order of study and control respectively: ss05 

and ssll, ss]3 and ss03, ss18 and ss09 with 27 and 21, 27 and 24, and 28 and 20 

students respectively. The students have taken the pretest package mentioned in section 

4.22. These students have already taken Freshman English lOlA in the first semester. 

4.22 Tests and teaching materials for the pilot study 

Students in the ten first year sections have filled in a questionnaire, and out of these ten 

sections, six sections have taken a pretest package consisting of reading comprehension, 

readability of first year course books, and general and required English language ability. 

4.221 The questionnaire 

The questionnaire adapted from Carrell (1989: 121-134) is intended to find out, besides 

the information indicated in Table 4. 1 and Table 4.2, what the students know about the 

reading process, what they do to effectively read and they feel they need to improve their 

reading abilities in order to succeed in their academic studies (Appendix 2.1). The main 

part of the questionnaire consists of the following categories: 

4.2211 The first consists of a list of effective reading strategies and students are 

asked to indicate whether they are confident in their ability to use these strategies 
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Confidence in one's a. predicting while reading 
ability to employ b. identifying between main JXlints & supporting details 
appropriate reading c. relating information to previous part of tcxt 
strategies d. evaluating author's opinion 

e. using background knowledge 
f. feel whethcr what's read is understood 

Repair Strategies a. proceeding with reading and hope for clarification later 
b. reading the problematic part again 
c. rereading 
d. looking up for meaning of words 
e. stopping reading if text is difficultl 

f. looking for help from teachers 

Effective reading a. mentally sounding out parts of words 
strategies b. understanding the meaning of each word 

c. getting the overall meaning of text 
d. pronouncing each whole word 
e. focusing on grammatical structures 
f. relating text to prior knowledge 
g. looking up words in the dictionary 
h. focusing on the organisation o f text 

Sources of reading a. the sounds of individual wo rds 
difficulty b . pronunciation of words 

c. recognizing words 
d. grammatical structures 
e. the alphabet 
f. relating text to prior knowledge 
g. getting the overall meaning of text 
h. organisation of text 
i. summarising 
j . skimming and scanning 
k. transcoding infonnation 

Characteristics of a. recognize words 
the best reader b. sound out words 

c. understand the overall meaning of text 
d. use a dictionary 
e. guess at word meaning 
f. integrate infonnation in the text with prior knowledge 
g. focus on the details of content 
h. grasp the organisation of the text 

Preferred ways of a. teachers should mark assignments to help learners correct their 
learning to become mistakes 
an effective reader b. learners should be taught effective strategies of reading 

c. learners should be encouraged to learn through discovery 
d. learners should be allowed to take the responsibility for their learning 

Table 4.3 Contents of the Questionnaire 

in their reading in English for academic purposes. The list consists of six reading 

strategies that researchers claim that successful readers employ in their reading 

(NuttalI982:146; Hosenfeld 1977) . 

'This is an avoidallce straJegy rather than a repair strategy as indicated in Carrell (1989a). 
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4.2212 The second consists of six items on reading repair strategies. Subjects are 

required to identify the strategies they frequently use when they face any reading 

problem. 

4.2213 The third set consists of eight items on effective reading strategies. 

Subjects are asked to indicate their levels of agreement or disagreement with a 

given statement about effective reading strategies. The items include both bottom 

up and top down features (section 3.211 and section 3.212 Chapter 3) reading 

strategies. 

4.2214 The fourth group is a list of possible sources of reading difficulty. Like 

the above, the list includes both bottom up and top down features, either data 

driven or concept driven elements. This category has eleven items. 

4.2215 The next group consists of seven reading strategies associated with 

successful or unsuccessful readers. Each student is supposed to react to these 

statements from his/her own experience. The aim is to find out the common 

reading conceptions of the first year social science students in Addis Ababa. This 

could give a guide to the instructor as to what to focu s on during learner training 

sessions (section 1.23 Chapter I) . 

4.2216 The last section in the questionnaire has four items that require of the 

students to indicate their preferred method of learning to become effective readers 

in English for academic purposes. The items include both teacher-dependent and 

non-teacher-dependent learners' characteristics (Table 4.3 below). 

The questionnaire consists of six categories (as mentioned above) and each category 

contains both effective and ineffective reading strategies (section 3.21 and section 3.22 

Chapter 3) . The rationale for the questionnaires based on the research findings that 

students' knowledge of the reading process and their knowledge of the effective reading 

strategies (metacognitive knowledge) precedes their ability to manipulate effective reading 

strategies (Nisbet and Shucksmith 1986:9; Carrell 1989; Brown 1980:459f; Rosenfeld 
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1984:233; section 3.221 Chapter 3). The findings from this questionnaire would indicate 

student's knowledge about the reading process, their awareness of how they read, and 

may partially explain the cause of the low level of students' reading ability in English for 

academic purposes. The questionnaire is based on a Likert scale ranging from 1 as 

strong agreement to 5 as sfrong disagreement to a given statement. A student is required 

to indicate his choice by writing the number that corresponds to his reaction to the given 

statement. The statement could be either desirable or undesirable (as a characteristic of 

either a good reader or a weak reader). As it has been indicated above, the aggregate 

of the responses may indicate students' ways of looking at the reading process and the 

common reading strategies they employ for reading in English for academic purposes. 

The finding would have some implications for learner training schemes that constitute the 

major part of the mode of study recommended for the study groups.3 

4.222 Reading comprehension and readability tests 

4.2221 Reading comprehension tests 

The reading comprehension tests are taken from the University of Cambridge Local 

Examinations Syndicate Firsf CenifiCQfe in English paper (Appendix 4). It is assumed 

that this paper is an already established examination paper for general English and 

students are supposed to be familiar with the contents of the reading passages. The 

format of the questions (which is exclusively multiple choice) is similar in style to most 

of the Freshman English reading comprehension tests and the questions in most other 

academic courses students take in their first year programme. The questions call for both 

low and high level skills of reading (Appendix 4). In other words, each test consists of 

three short passages with five multiple choice questions that focus on students' ability to 

'At the initial stages of the planning of the experiment, as indicated, the metacognitive questionnaire 
was designed to find out students' conceptions of the reading process, their preferred reading strategies and 
their recommendations for improving reading instruction. Though the objectives remained basically tbe 
same and an attempt was made to relate students' knowledge of the reading process and reading strategies 
to their performance in reading comprehension tests and the results were inconclusive (Gebremedhin 1991), 
the idea of pretesting and post testing, to see whether students' conceptions about the reading process had 
significantly cbanged at tbe end of tbe study was abandoned during the pilot study. Instead, the students' 
report on their progress in reading, submitted in the form indicated in Table 4.5, is used to assess the 
progress in their reading in English (section 5.21 Chapter 5) . 
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firstly, there are no well des igned and appropriate reading packages in the 

university thar provide various reading exercises on different iss ues of some 

international significance. The packages are claimed to include a variety of 

interesting te. (!s, and specially the SRA, it is asserted, provide ample reading 

exercises to promote language learning and facilitate the confidence in one's 

ability to learn with success (Fawcett 1979). However, the rationale for using 

these materials with the study groups is not to establish or test the level of 

effectiveness of these materials, but to provide learners with some reading 

materials that they can experiment with the effectiveness of their learning and 

reading styles and strategies. Of course, it is admitted that these materials provide 

learners with some schematic and systemic input that may help them to bridge the 

gap mentioned to a significant degree. 

Secondly, the prevailing student-teacher expectation s (or rather the officially 

accepted prac tice in the university) dictate that students are under obligation to use 

materials prescribed by the teacher, and the teacher is supposed to come with a set 

of learning i ':ms (the syllabus) and materials (the realizations of the official 

syllabus) considered as decisive for success at least in the service English courses. 

Thus, the institutional demands on teachers and students alike necessitates the 

prescription of a certain package of reading materials to be used as the 'course 

book' for the service English course. 

Accordingly, the study classes have preferred to follow the above reading packages. It 

has been indicated that the ELSIP consist of interesting graded reading books (section 

3.2221 Chapter 3) and it is assumed that students will find them quite relevant to satisfy 

their academic needs. Some researchers report successes in promoting fluent reading and 

language improvement using a flood of reading materials similar to the graded readers of 

the ELSIP. Frankel (1982), and Elley and Mangubhai (1983)' report the effectiveness 

of such readers especially, in promoting students' bottom up and top down skills of 

'They conducted an e.periment for a period of two years. It is understood that the ncsearchers ncported 
that their subjec ts showed an improvement in the ir linguistic performance. The success may be partially 
e.plained by the length of the time the e.periment l a~ted. 
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reading (Carrell 1988c). The exercises in the SRA reading package are believed to 

provide appropriate 'scaffolding ' for most students who have not had enough reading in 

English for academic purposes (Tumposky 1982 mentions th at some learners prefer to use 

structured materials to give them the sense of feeling that they are learning). The exercise 

sect ions provide various items for learner training - vocabulary developing, writing stories, 

developing spec ific reading ski ll s and increasing readi ng speed, and reading awareness 

(Fawcett 1979). 

In Chapter 4 (section 4.1), it has been argued that the teacher's role is decisive in 

realizing individuali sed reading in English for academic purposes. He/she attends to 

indi vidual learni ng interes ts, progress and motivation. He/she co-ordinates bo th the lab 

and group discussion work (Richards 1990), undertakes the task of learner training in the 

entire programme to help students to develop language learn ing awareness. In pract ica l 

terms, the teacher helps each student to select learning materials , to develop specific and 

general li nguistic skills and to evaluate one 's progress (Holec 1980; Dicki nson 1987). 

This chapter analyzes the resu lts of the experiment on individualised reading in English 

for academic purposes in the first year of the College of Social Sciences, Addis Ababa 

University, as designed in the preceding chapter. It focu ses on the written responses of 

both studen ts and teachers who participated in the study and the student performance 

results in reading c imprehension tests and general Engli sh language examination as 

measured by the official Freshman English lOlA and Freshman English IOIB test papers. 

It al so assesses student reading strategies before and after the study. In short, this chapter 

investigates the effectiveness of the individuali sed reading instruction as an approach to 

develop the ability to read in English for academic purposes with special emphasis given 

to the assumed changes in students' background knowledge. This change is qualified, 

according to the major objectives of the study, as significant increase in performance in 

reading comprehension, readability and general English language tests in particular, and 

changes in students' reading strategies as indicated on a metacognitive questionnaire 

described in Table 4.3 Chapter 4 (see also Appendix 2). Section 5.2 describes the 

findings of the pilot study. Section 5.3 features the empirical results of the main study. 
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5.2 The pilot study 

In Chapter 4 (section 4.2), it is stated that the pilot study was undertaken in the second 

semester of the 1989-90 academic year. This study deserves due attention mainly 

because of the foreshortening of the corpus study, thus the need for the results of the 

pilot study to validate the results of the corpus study; and, moreover , the SRA readins 

cards were used during the corpus study because the majority of the students eluring the 

pilot study seeemed ~() pIder strL'Ctured materials, such as the SRA reading cards, to the 

Ufllitrucime.:i ELS1Y' materiah: lmt were made avialable for them. This chapter analyzes 

ille re-Sll]ts off rhe pHOl smdy with ~~ial emphasis on ~!\Jdell t reports about their progress 

in learning to read, and their r'Csw;i,S ;)1I ~.::.'-t~ of re.,-;;l.ir~ wffipr./!1le1l5F,'Jn , ,eadability of 

selected academic course books, and grneraJ E~'SfM l""lJPl~:ge for Alldis Ababa 

U ni H'TS!I)' first year .lO<.i,,! .~d<!'I\c1.'O .~udenI5 . 

5.21 Repons of students '''' theiT exp.eriem:e oj 'le~flJing to n<ld' ill t.,tP 

In the preceding chapter, it has been stated that stuaelll, CorQ pyoected to report aboul their 

progress and problems they face in reading in a form provided by the teache, (Tobie 4. 5 

Chapter 4 above) for follow up purposes. This section is intended to provide a the matic 

categorization of the reports that have significant bearing on the major objective of the 

study. The compiled reports are provided in Appendix 3.11. The attempt to ed it the 

students' original reports is mainly restricted to those statements that are vague due to 

linguistic errors. The reports may be categorised as follows: 

5.211 The materials used 

Almost all students, with few exceptions, report that they have found the ELSIP materials 

interesting and helpful. They indicate that they like the materials because they are short 

and written in a clear language (st? 3.1112) . One student (Sir. 3.118a Appendix 3.11) 

'S tudent responses are marked as sIr. followed by the appendix number, the student number and the 
particul ar response number in letters . Thus, SIr. 3.1125a means student number 25, response letter a fou nd 
in appendix 3.11. 
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summarizes the reasons why he/s he likes the materials in the following way': 

[ liked the material very much because i) it is easy to understand the main poi nt s 
ii) it has no difficult words to understand iii) it is easy to remember iv) easy to 
read as quickly as possible. 

This particular student states that the materials provide interesting stories which are simple 

to read and are wrinen in . imple English. Another student thinks that "since such 

materials are prepared in a short form and a clear language [ like them" (sir. 3.11 I2a 

Appendix 3.1 1). Th~ clarity of language is mentioned by another student as facilit ati ng 

understanding when he/she states that "when [ was reading the mate rial it was very 

interesting for its simple grammatical usage, simple words. This helped to understand 

what the story talks about" (sir. 3.1140a Appendix 3.11). [n short, students seem to share 

the view that 

the story is easy to understand. There are no complex express ions or heavy 
vocabulary. [t is really interest ing story and can remember the most important 
of the story. There is no any expressions which are not understandable . The story 
is too short and simple to fini sh it within one period (sir. 3.1121c Appendix 3.11). 

However, some students mention some aspect of content unfamiliarity as a factor 

hindering their progress in reading. One student admits "the only problem· the name of 

places, names are new" (sir. 3.1114c Appendix 3.11). Another student reports that "it is 

a little bit harder to remember the activities of each character" (sIr. 3.11 J7b Appendix 

3.11). Still another student states that " ... the story is wider and somewhat difficult to 

retain" (sir. 3.1125f Appendix 3.11). It seems that a number of students have found 

names of places and persons unfamiliar (sir. 3. I 126b, sir. 3.1127 c, sir. 3.1145a Appendix 

3.11). In general, however, most students seem to be comfortable with the content of the 

ELSIP and confident with their ability to use them to develop their ability to learn to read 

in English for academic purposes. The majority of the students seem to support, in one 

form or another, the following idea expressed by one student: 

'RespondenL~ ' original language is retained. without being edited. as long as the meaning is not vague . 
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Although I was not experienced before to read more story (fictions) th is time 
onwards I was interested to read more, therefore this leads me to know more 
knowledge. Due to thi s reason my reading and understanding develop from day 
to day (str. 3.1137 Appelldix 3.11). 

5.212 The approach 

Riley (1988) doubts whether or not the concept of individualisation is an expression ti ed 

to some aspect of ethnocentricity. It is true that societies with different socio-cultural 

phenomena sustain various educational practices to promote their particular societal value 

systems and needs. In other words, different societies promote specific educational 

values (Clark 1987) through their educational establishments. These determine, for 

instance, teacher-student roles, expectations , and approaches to the teaching-learning 

process. However, it is assumed that individualisation has some aspect of universality. 

The approach employed in the study, as explained in the preceding chapter, prioritizes 

individual involvement both in the selection and use of teaching materials, and assumes 

teachers facilitate the process of learner independence in learning to read in English for 

academic purposes. Though there might be a difference in degrees across cultures, it is 

believed that the features of individualisation may not be alien to conventional language 

classrooms (Allwright 1988) in the country. This study has assumed this phenomenon 

to be one of the characteristics in the Engli sh language classrooms of the first year of the 

College of Social Sciences, Addis Ababa University. This assumption has been employed 

to devise a mode of study that promotes the development of learners' background 

knowledge. The students involved in the stud y seem to find the programme quite easy 

to apply and appropriate to solve their problems in reading in English for academic 

purposes. In general terms, most students state that they have liked the programme and 

recommend it for its extensive use in the university . One of the students, incidentally an 

Egyptian , states 

I have enjoyed thi s semester ' s English classes . As a foreign learner of the Engli sh 
language I found very interesting and helpful the classes spent in the laboratory . 
. ,. In brief, I think these classes should be continued and practised throughout the 
University because it is through reading that one improves his language skills 
(str.3.1143a Appelldix 3.11) . 

165 



Another student admits "it is a very helpful way of learning English" (sir. 3.1139a 

Appendix 3.11). In summary, most studen ts seem to agree with the following sta tement: 

I got this programme very good because I progress my reading ability as well as 
conceptualization of the main idea of the story. And I think this programme will 
be effective j ' it continues (Sir. 3.1145c Appendix 3.11). 

Similarly, students generally claim they have gained a lot from the programme, especially 

linguistic knowledge (vocabulary and syntactic knowledge), but some students are more 

explicit in describing this: 

Reading such kind of books for me gives two important things; these are knowing 
about that particular job, such as fishing [emphasis mine] and get improving our 
reading capacity. To be frank, it is better to read books in laboratories and study 
the text book in our homes becau se the text almost gives no more additional 
knowledge in grammatical aspect except in some cases (Sir. 3.1121d Appendix 
3.11). 

5.213 The reading process 

It has been mentioned above that reading as an interactive process subsumes the ability 

of the reader to take a series of appropriate deci sions (appropriacy to be envisaged from 

the point of view of the learner - hi slher needs and purposes of learning to read in English 

for academic purposes which are apparently dependent on individual differences such as 

background knowledge, learning style and strategies) (All wright 1982; Nisbet and 

Shucksmith 1986; Dickinson 1987) at the various stages of learning to read and reading 

to learn. As Nisbet and Shucksmith (1986) point out, learning strategy refers to a 

consciously selected procedure with a purpose in view. The learner experiments with 

his/her preferred reading strategies and modifies them if he/she discovers that they are 

ineffective or inappropriate to achieve, for instance, comprehension. This can be taken 

as part of the process of learning through di scovery (Rogers 1983). 

Research on reading strategies is mostly based on readers' reports of their reading 

experiences (such as Hosenfeld' s think-aloud technique, or use of introspec tive and 
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retrospective reports) (Hose nfe ld 1984; Carre ll 1989b). Hosenfe ld states that she has 

focused on problem solving. "Specifically, an effort is made to uncover the kind of 

strategies students use in performing foreign language tasks" (1984:231) and, by 

identifying the specific strategies employed by successful readers, she investigates whether 

these could be taught to weak readers to help them improve their reading ability. Of 

course, the major objecti ve of this study is not to replicate thi s, but to unravel the process 

of learning to read as a problem solving activity. In other words, the study is intended 

to investigate the process of learning to read as a problem solving task, for instance, 

finding out, from tlw;r own descriptions, what learners do to understand, for example, a 

word which they have found unfamiliar. It might be misleading, however, to arrive at 

conclusions by taking these reports word for word, as Carrell (1989b) argues . While 

bearing this in mind, it is possible to assess the common preferred strategies of learning 

to read by students in the first year of the College of Social Sciences. 

Most of the protocols compiled under Appendix 3.1 could be taken as portraying the 

actual talkings of learners - in the sense that the learners are talking to themselves about 

selecting and employing a method that works for solving a specific learning task. For 

instance, this report can be taken to embody procedures of problem identification and 

seeking an appropriate solution: 

Even though I am interested so much on the story when I have to read the book, 
some problems are faced to me that is what I have to do, and how can I 
understand tr . story. After a little beat [bitl I started to remember what I have to 
do and remember the main concept and reading fastly. Generally, I improved 
myself in reading and looking for the general ideas of the book (sir. 3.114a 
Appendix 3.11). 

The reports seem to indicate that learners are not responding to predetermined sets of 

questions (qualified by the teacher). Students generate these questions as they progress 

in their learning to read. Presumably, they may not even be expecting responses from the 

teacher. They are reacting to the general question stated in Table 4.5 Chapter 4. Their 

responses represent their preferred procedures or strategies of problem solving. Typical 

of these are the following reports: sir. 3.113, sir. 3.1118, sir. 3.1121, sir. 3.1125, sir. 

3.1135, and poss ibly .~Ir. 3.1145. Here is a sample taken from sir. 3.J13b: 
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I was retarded and read few pages. B/s [i.e., because] I was managed to have 
some notes on the matter. As the title indicates it is the history of a country so 
it needs some consideration. I think that seems to be the factor which retarded 
me. But there is no problem in understanding the syntax, no strange words. 

This statement and similar other reports seem to suggest that learneJ'li actively participate 

in the process of learning and can consciously modify their mode of learning to suit their 

needs (Dickinson 1987). These reports consist of what the students think are effective 

procedures for tackling learning tasks. For instance, the following student feels thai 

he/she has to read faster for an assumed purpose without having to state that he/she is a 

slow reader: "this book was a little vast than that of the first book so by adding my 

reading speed 1 can finish it within 1 :30 hrs. This indicates that through experience 1 can 

read two books within one hour." (sir, 3.1 19d Appendix 3.11). Another feels that he/she 

has to slow down fc : an identified purpose: "I liked the material and I read very slow 

because the book is very interesting and attractive" (str. 3.111Od Appendix 3.11). 

5.214 Common reading strategies and students' reading awareness 

The reports indicate the various reading strategies employed by the students. One student 

states "when I am reading I usually look out for the general ideas that surface now and 

then" (sir. 3.1 12a Appendix 3.1 l). A common strategy employed by most students seems 

to be like the following : "when I read fiction I focus on meaning of the sentences and 

looking for general ideas" (str. 3.116a Appendix 3.11). A more explicit strategy seems 

to be "my focus is on places and other tricks and events. But I don't bother about dates 

and others. In order to understand the story, I always, after hearing or reading, ... 

summarize my own general ideas." Some learners seem to be unclear about the 

effectiveness of usinG ~ he ir selected reading strategy. One such student states that "I foclls 

on everything in the story, looking for general ideas" (str. 3.1115a Appendix 3.11) and 

feels "I could see no reasons for the problems I have faced through reading these short 

stories" (str. 3.ll 15b Appendix 3.ll). 
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5.22 Test resllits 

It has been indica ted that the scope of the gap between students' reading ability and the 

reading requirements of their lectures and course books may be assessed by administering 

reading comprehen~,, ;n and readability tests and general language ability tests. The 

reading comprehension tests may indicate students' degree of recall and comprehension. 

The readability tests are meant to assess the degree of difficulty students are likely to face 

when they read their academic courses in English. The general English language abi lity 

tests manifest students' competence in the language vis-a-vis the conventional English 

language requirements of the serv ice English courses in the uni versity. Below is provided 

the summary of st udents' performances in these tests. 

The current study used ready-made tests for assess ing students' reading comprehension 

ability and general English language improvement at the beginning and at the end of the 

study. Regarding the tests used for this purpose, the following assumptions were made: 

first, the pretest and post test versions of each test are of the same level of difficulty; and, 

second, the tests are qppropriate to test what they are meant to test - to indicate the gains 

of independent learnil1g, though it can be argued that the gains of independent learning 

may be beller evaluated by a continuous assessment of what the learner does in the 

process of learning. An allempt has been made to indicate this in the analysis of the 

students' reports about their independent learning. The cloze tests were drawn from the 

first year socia l science course books - geography, history, philosophy and political 

economy. As mentioned above (section 4.2 Chapter 4), the selections were made from 

the beginning, middle and end of each course book, and treated as havi ng the same level 

of difficulty (following Harrison 1980). It is also assumed that they could show any 

difference in the level of reading ability of a group of learners (following Elley 1984), 

though it is admilled that they are used with the knowledge of their basic constraints 

(section 3.2221 Chapter 3). 

5.221 Reading com 'rehension tests 

It has been indicated in section 4.22, Chapter 4, that the reading comprehension tests have 
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-
Pooled Variance Estimate Separate Variance Estimate 

Group' Test number means sla/ldrd sla/ldrd F-val 2-tail remark 
of stds. deviatn error prob. t- Deg. of 2-taiI t-value Deg. of 2-tail II 

value freedm prob. freedm prob. 

Study pretest 54 8.5926 2.194 .299 1.27 .419 .73 93 .469 .72 80.52 .476 not 

Contrl pretest 41 8.2439 2.468 .385 
signif. 

Study posuest 60 6.4333 2.110 .272 1.35 .270 -2.50 108 .014 -2.46 97.36 .015 signif. 

Contrl posuest 50 7.5200 2.451 .347 . .. .. 
" 

Group Test number means sla/ldrd sla/ldrd mean st.devtn sl.error corr. 2-taiI t-value Deg. of 2-taiI remark ' 
I 

of stds. deviatn error differ. differ differ. prob. freedm prob. 

Study pretest 53 8.6038 2.213 .304 1.9811 2.852 .392 .135 .334 5.06 52 .000 signif. 

Study posuest 53 6.6226 2.123 .292 

.7568 36 .059 
!I 

Contrl pretest 37 8.3243 2.427 .399 2.362 .388 .554 .000 1.95 not 'i 

Contrl 37 7.5676 2.566 .422 
signif. 

posttest I, 

Table SJ T-Iest for level of signifICance of _ans' ilifference for reading comprehension performance of Ihe study tuJd control grouJn (pilol) 

'lbe fust part of the table (consisting of the fust five rows) shows the I-Iesl for the means' difference of !he study and concrol groups in the pretest and post test. 
The items on the fIrSt row are number of studems who lOOk the leSt, means, standard deviations, standard errors, F-value, 2-tail prob., I-value, degrees of freedom, 2-tail 
prob. (!he last three under pooled variance estimate), t-value, degrees of freedom, 2-tail prob. (under separate variance estimate), and lastly, remark or level of significance. 

The second pan of the lable (rows 7 10 II) indicates the paired samples I-leSt of the means' difference of each group during the preleSt and the post test. The 
subheadings for this part (row 7) are number of students who took the test, means, standard deviations, standard errors, means' difference, standard deviation difference, 
standard error difference, corr., 2-taiI probability, I-value, degrees of freedom, 2-tail probability, and remark (level uf significance). 
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been selected from the Cambridge University Local Examinations Syndicate First 

Certificate in English paper. It is assumed that thi s paper uses texts for reading 

comprehension tests that are not strongly culture and/or discipline specific. The questions 

ask for both lower and higher order skills of reading. Each test has three parts. As 

indicated in Appendix 4, there are fifteen multiple choice questions and students are 

expected to circle the letters of their choices. The test takes 40 minutes. 

Table 5. I above indicates the reading comprehension results of both the control and study 

groups during the pjlot study. The scores of students in the study group who have not 

taken the post test are excluded. 41 and 54 students in the control and study groups 

respectively, have taken the reading comprehension pretest. Given the situation described 

in section 2.6 Chapter 2, section 4.2 Chapter 4 above, it may not be surprising to find that 

about 28 per cent of the control group and 13 per cent of the study group have not taken 

the reading comprehension pretest. 

Figure 5.1 below displays the distribution of the scores in relation to the number of the 

stude nts. It shows the distribution of the scores in the control and study groups in pretest 

and post test. In the pretest, 16 students in the control group and 8 students in the study 

group earn a score of 0 out of IS. Only one student in the control group scores the 

highest - that is, 13. The scores of the majority of the students lie between 5 and 10. 

The t-test> of the means of the scores of the two groups, indicated in Table 5.1 above , 

in the reading compr"hension test indicates that there is no significant difference between 

the means. Thus, the two groups can be taken to belong to the same population that have 

similar reading comprehension ability. 

At the end of the pilot study, (Table 5.1 above) the paired samples t-test for pretest and 

post test means of the scores indicates that only 53 cases can be taken as valid. The two 

means for these cases are calculated as 8.6038 and 6.6226, and their standard deviations 

are 2.213 and 2.123 for the pretes t and post test respec tively. It is surprising that the 

'The stalislical package used for hypo thesis lesting is SPSS PC v4.01. For hypothesis lesting. Ihe 1· lesl has been 
used throughout: paired samples t-test for the means of the same gro up. but the means o f the pretest and post test ; and 
indc:pcndcnt . .o;amplcs I-lest for diITerent groups - the study and control · but the same test., either pretest or post lest. 

Moreover, p = 0.05 2-tail t - ~ .:st has been taken as Lhe acceptable level of signincance. 
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Figure 5.1: Reading comprehension test results oj the pilot study 

students' perfonnance is significantly better at the beginning than at the end of the pilot 

study. The perfonnance of the control group is slightly lower in the post test (means = 
8.324 and 7.567 in pretest and post test respectively), and the difference could only be 

significant if p = 0.059. However, this does not prove that the control group ha ve 

perfonned better than the study group at the end of the pilot study. Given the conditions 

discussed in section 4.1 and section 4.2 Chapter 4, it is to be anticipated that the scores 

in the post test reading comprehension can be unsatisfactory. Though, it might be 

difficult to establish that the students in general have not improved in their reading ability, 

it is apparent that the compiled data indicates that both groups have perfonned lower in 

the post test than in the pretest. Moreover, there is no statistical proof that the approach 

recommended for the study group, all other things being constant, to confinn that it has 

helped the concerned students to be successful readers despite the fact that the students 

highly recommend b lTh the approach and the materials used (see above). Thus, it cannot 

be claimed, at this stage, that the approach used is more effective than the conventional 

one in promoting the ability to read in English for academic purposes. 
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Figure 5.2 : Pretest scores of readability (S .C.) (pilot) 

5 .222 Readability tests 

It has been pointed out that the cloze procedure has been used to assess the readability 

level of the selected course books for social science first year students in Addis Ababa 

University. The courses considered are Ethiopian history, Ethiopian geography, Marxist­

Leninist philosophy and political economy. The last course, Freshman English, has been 

excluded. As indica' .~ d above in section 4.2 and section 4.3 Chapter 4, the scores (out of 

25) are to be grouped as 0 to f) (frustrationaf), 10 to 12 (instructiollal) and 13 and above 

(independellt). 

As Figure 5.2, above, indicates, students in the study group find the geography course 

book the most difficult text followed by economics. History seems to be the easiest 

followed by philosophy. In fact, a large number of students in the study group (38 .7 per 
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cent) seem to be able to handle the history course book without due help from the teacher, 

according to the pretest cloze tests . Table 5.2 below provides a summary of the nu mber 

Group Test Level Hist' Geog Phil Econ 

Study pretest I 17{30' 47(87 28{50 32{fIJ 

2 15/27 4n 21/38 13/25 

3 24{43 3{6 6/1 1 8{15 

post lest 1 49(84 50(83 53(88 52f9 1 

2 7/12 9/15 6/10 2{4 

3 2/3 1/2 1/2 010 

Control prelest I 17/36 30(86 20/39 33/66 

2 10/21 4{1 1 23/45 12/24 

3 20/43 1/3 8/17 5{1O 

post lest I 40ns 40(83 44f)0 37(84 

2 10/20 7/15 4/8 6/14 

3 1/2 1/2 1/2 1/2 

Table 5.2 Levels of readability of social science freshman course books - pilot study 

of students classified according to each readability level for each course book in the 

pretest and post test. According to Table 5.2, students' performance in the post test cloze 

is lower than the in pretes t one. However, this may not be easy to supply the reasons for 

the poor performance. 

The t-test of the pre'est means of the scores on history by the two groups (number of 

valid cases = 56 and 47; means = 11.78 and 11.34; st.dev. 4.739 and 4.285 for the study 

and control groups respec tive ly) depicts that the two groups have the same level of abi li ty. 

Similarly, the t-tests of the pretest means of the scores on geography (number of valid 

'Hist stands for history; Geog, for geography; Phil. for philosophy, and Econ. for economics flrst year 
social sc ience courses. The numbers under the level column indicate l,fTus/rational; 2, instructional; and 
3, independent levels of readability. 

'The first nu mber is the number of studcnL~ in the given level for the course book indicated above. The 
number aIter tile slash (f) indicates the percentage. 
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cases = 54 and 35; means = 6.2778 and 5.97 14; st.dev. 3.153 and 3.157 - study and 

control respectively), philosophy (number of valid cases = 55 and 51 ; means = 9.309 and 

10.039; st. dev. = 2.62 and 2.01 - study and control respecti vely), and economics 

(number of valid cases = 53 and 50; means = 8.566 and 7.640; st.dev. 3.576 and 3.463) 

indicate that the two groups belong to the same population. In other words, there is no 

significant difference between the means of the study and control groups in the particular 

subject. However, ' he number of students falling into each of the three conventional 

levels of cloze performance varies slightly as indicated above. 
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Figure 5.3: Readability results (C.G.) 

10 

The control group have found the geography text book the most difficult (86 per cent), 

and the hi story course book, the easiest (36 per cent), A large percentage (43 per cent) 

of the control group can independently handle the hisl0ry course book, that is, this 

percentage of the control group is not likely to seek teacher's help in reading the 

mentioned course book for unders tanding. 45 per cent of the group can read the 

philosophy course l.: 'ok with some help from the teacher. However, an insignifican t 
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percentage of the con trol group (only 3 per cent) is able to read the geography course 

book without a teacter's help. A similar comment can be made about the performance 

of the study group in the cloze pretest from Table 5.2 above. In sum, according to the 

cloze pretest results, both groups find the geography course book difficult, and the history 

course book easy to handle. 

Figures 5.4 and 5.5 below indicate the numbers of students who fall into the above 

categories - /rustrational (0-9), instructional (10-12) and independenr (13 and above) - in 

the four course books according to the cloze post test results . Figure 5.4 shows the 

di stribution of the numbers of the students in the study group in the three major bands. 

12 

10 .. 

2 

o 

~ • : ; ; 
'. : : : :1: =., 
:!·\~:I: 
! : !~:! ! 
012 

Readability .cores (stUdy group post) 
(pilot) 

, 
\ , , 
• • , , 
• ; • \ \ 

" 
, • " , • " \ , 

" It: • , ., >: • , \: " • , '= " • , \: " • 
, 

,= ,= , , 
" ,: • , 
" It: • , 
" \, , • • = " • , \: " • , " " , , ~: ~: ! , - I 

3 4 !) II 7 II 0 1 ~ 1 S 11 18 1 g 20 

I!QQ! hlslory _ geography ~ philosophy ft::t:#t: economics 

Figure 5.4: Post d oze test results (S .C.) 

However, like in the pretest, the post test results indicate that the majority of the students 

fall into the first band. that is,frustrational. for almost all of the courses. The percentage 

of students in the third ability band, that is. independent, is apparently insignificant. It 

is only 3 per cent for hi story, 2 per cent for geography, 2 per cent for philosophy and 

none for economics. Unlike in the pretes t, the majority of the students in the study group 
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have scored low - generally lower than in the pretest. The percentage of students for 

jrustrationai level in the specified course books - history, geography, philosophy and 

economics (in that order) is 84 per cent, 83 per cent, 88 per cent and 91 per cent. Only 

12 per cent , 15 per cent, 10 per cent and 4 per cent respectively of the students in the 

study group can read the above mentioned course books with some help from their 

teachers (Table 5.2 above). 

The t-tests of the means of the post tests on history (valid cases = 58 and 59; means = 

6.62 and 6.33; st.dev . 2.777 and 3.296 - for study and control), geography (valid cases 

= 60 and 48; 7.18 and 7.13; and st.dev. 2.68 and 2.72 - for the study and control 

groups), philosophy (valid cases = 60 and 49; means = 6.60 and 6.67; and st.dev . 2.45 

and 2.47 -for study and control) , and economics (valid cases = 57 and 44; mean s = 

6.035 and 6.295; and st.dev. 2.42 and 3.38 - for study and control groups) indicate that 

the pair of means for each course are not significantly different. In other words, the 

compiled data is not enough to warrant that the study group have done better than the 

control group in the doze tests drawn from the respective course books. 

Similarly, the paired samples t-tests of the pretest and post test results of the study group 

depict that the performance of the students has either dropped (for history: valid cases= 

52; means = 11.73 and 6.50; st.dev. = 4.88 and 2.697; difference significant at p< 

0.05 ; for philosophy: valid cases = 53, means = 9. 1887 and 6.5472, st.dev. 2.55 and 

2.546; difference significant at p < 0.05; and for economics: valid cases =49, means 

8.57 and 5.857, st.dev. 3.669 and 2.449; difference significant at p< 0.05) or remained 

relatively the same (for geography: cases = 52, means 6.26 and 6.98, st.dev. 3.17 and 

2.69; the difference between the means - not significant at p = 0.05). 

Figure 5.5 below shows the number of students in the control group in relation to the 

doze post test scores in the four course books. Like the students in the study group 

mentioned above, the students in the control group have not scored better in the post test 

than in the pretest. In fact, a negligible percentage (2 per cent each for all the course 

books) is represented in the third ability band - ilUiependent level. This is lower than the 

percentage indicated in the pretest. The percentages for the second ability band -
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instructional level -include 20 per cent, 15 per cent, 8 per cent and 14 per cent for hi story, 

geography, philosophy and eC0nomics respectively. 

In general terms, three possible reasons can be identified for the low performance of 

students in both groups in the post test. The fir st refers to text difficulty . It can be 

imagined that the texts se lected for the post tests are more difficult than those for the 

pretests. This is, however, unlikely because if it had been so, students' scores would not 

have been so low unifomlly across the subjects. The second possibility refers to the 

attitude of the students. As indicated above (section 4.2 and section 4.3 Chapter 4), 

students seem to be interested in those tests - such as Freshman English 101 B - they think 

they are going to be i.elpful for the service English final examination . The readability 

tests, thus, may have been taken to have secondary importance by the studen ts. In light 

of the attitudes of some teachers and students towards the study, it may not be surprising 

to find that the scores on cloze post tests are so low. The last, and possibly, the most 

significant, could be attributed to the nature of the cloze tests. It is indicated that students 
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have been observed to be involved in independent work and they have been working hard 

(spec ially in doing their reading ass ignment). There seems to be no reason why, after a 

semester, the learners score lower than before in the cloze tests. It cannot be justified to 

state that they have not learned at all. Certainly, learning has taken place. However, the 

cloze test seems not to be the appropriate tool for assessing such an improvement. Any 

way, it appears that : " ~ compiled data from the cloze test is not sufficient to indicate the 

progress the students have made using the recommended approach. The scores apparently 

indicate lower performances of both groups in the post test than in the pretest. 

5.223 Tests of general English language proficiency 

The third part of the test package used to assess students' general English language 

improvement consists of the final exanlination papers of both Freshman English 10 I A and 

Freshman English 101 B. These papers have been selected from the collection of test 

papers used by the department as final examination papers in 1989 and 1990. The test 

papers used with the pilot study are mostly of 1989. 

Students are made to take the two tests at different times because each test takes about 

three hours to comp,<.,re. It is partly because of this that the number of students taking 

a particular test at a particular time is different from that of ano ther tes t administered at 

another time. This is true both in the pilot and main study. Students not appearing for 

a particular test have been marked as (0) or (00) in Appendix 7.1 for both the pilot and 

main study. 

The answer sheets of the students are marked by their instructors using the usual 

guidelines provided by the Freshman English co-ordinator. It is important to note that 

Freshman English lOlA and Freshman English 101 B are marked out of 55 and 50 

respectively. The scores of the pilot group are provided in Appendix 7.1. 
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-
Pooled Variance Estimate Separate Variance Estimate 

Group' Test nwnber means standrd standrd F-val 2-tail remark 
deviatn error prob. t- Deg. of 2-tail t-value Deg. of 2-tail 

value freedm prob. freedm prob. 

Srudy preteSt 58 39.2759 7.518 .987 1.42 .202 1.08 105 .281 1.07 94.03 289 nOl 

Contrl preteSt 49 37.5511 8.965 1.281 
signif. I! 

i~ 

Study posuest 48 36.2708 7.584 1.095 1.40 .251 .7 1 94 .478 .71 91.44 .478 nOl 

Contrl posuest 48 35.0625 8.978 1.296 
signif. 

I 

. - .. .. _--) 

Group Test nwnber means standrd standrd mean st.devtn st.error corr. 2-tail t-value Deg. of 2-tail remark . 
deviam error differ. differ differ. prob. freedm prob. II 

Study preteSt 44 40.5909 6.326 .954 3.7500 5.077 .765 .72 000 4.90 43 000 signif. 

Study posuest 44 36.8409 7.107 1.071 I· I 
'I 

Contrl pretest 43 36.8140 8.897 1.357 2.3023 6.913 1.054 .700 .000 2.18 42 .035 signif. " 

I Contrl posaest 43 34.5116 8.937 1.363 

Table 53 T-leSI for level of signirlCance of means' difference for Freshman Eng/ish lOlA performance of bolh groups (pilot) 

'1lle fltSt part of the table (consisting of the fltSt five rows) shows lIle /-Iesl for the means' difference of the srudy and contrOl groups in the prelest and post lest. 
The items on the fltSt row are number of studems who took the IeS~ means, standard deviations, standard errors, F-value, 2-tail prob., t-value, degrees of freedom, 2-tail 
prob. (the last three under pooled variance estimate), t-value, degrees of freedom, 2-tail prob. (under separale variance estimate), and lastly, remark or level of signijicaJlu. 

The second part of the table (rows 7 to II) indicates the paired samples t-test of the means' difference of each group during the preteSt and the post test. The 
subheadings for this part (row 7) are number of students who took the test, means, standard deviations, standard errors, means' difference, standard deviation difference, 
standard error difference, corr., 2-tail probability, t-value, degrees of freedom, 2-tail probability, and kvel of signi/iclJIICt 
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The t-tes t of the means of scores of both the study and contro l groups on Freshman 

English lOlA pretest (Table 5.3) reveals the following : the number of students who have 

taken the test are 58 and 49 (study and control respectively), the means and standard 

deviations of the scores are 39.2759 and 37.5511, and 7.518 and 8.965 for study and 

control groups resp. r. tively. Hence, the t-test indicates that there is no significant 

difference between the means of the two groups at p= 0.05. 

Similarly, the t-test statistic for the Freshman English 10lB pretest (Table 5.4) indicates 

that the number of students who have taken the test are 56 and 50 (study and control 

respectively). The means and standard deviations of the scores of the study and control 

groups res pec tively are 32.85 and 30.60, and 8.13 and 10.2 I. Accordingly, it is 

established that the difference between the two means for Freshman English 101 B is not 

stati sticall y significant. Consequently, it can be assumed that the study and control groups 

have the same leve l of linguisti c ability at the beginning of the study. 

At the end of the study, the t-test statistic for Freshman English lOlA post test scores of 

the two groups (Table 5.3) indicates the following: number of students who took the test 

are 48 and 4R; mean = 36.27 and 35 .06; and standard deviations = 7.58 and 8.97 for the 

study and control groups respectively . The comparison between the t-cal. and t-tab. shows 

the two means are not significantly different at p = 0 .05. Thus, this can be taken to mean 

that the two groups (study and control) despite the difference in the approaches used, have 

not performed significantly different from each other in the Freshman English lOlA post 

test. Another related issue that should be established is whether the study group have 

performed better in the post test of Freshman English lOlA than in the pretest. 

The t-statistic of the pretest and post test of Freshman English lOlA (Table 5.3) of the 

study group indicates the following : number of cases = 44, means = 40.59 and 36.84, the 

standard deviations = 6.32 and 7.10. It is calculated that the two means of the pretest and 

post test scores are significantly different at p < O.OS. In other words, the study group 

have performed significantly better in the pretest than in the post test of Freshman English 

101 A. Similarly, th~ :antrol group have achieved lower in the post test than in the pretest 
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Pooled Variance Estimate Separate Variance 
Group' Test number means standrd standrd F·val 2· tail Estimate remark 

of stds. devialn error prob. 
t- Deg. of 2·tail t· Deg. of 2·tail 
value freedrn prob. value freedrn prob. 

Srudy pretest 56 32.8571 8.132 l.087 l.58 .101 1.26 104 .209 1.25 93.48 .215 not 

COIllrl pretest 50 30.6000 10.214 l.444 
signif. 

Study posuest 62 34.1613 6.453 .820 1.16 .575 · .15 114 .879 ·.15 109.07 .879 not 
I 

signif. 
Contrl POSUest 54 I 34.3519 6.948 .945 

Group Test number means standrd standrd mean st.devln sLerror corr. 2·tail t- Deg. of 2·tail remark 

of stds. devialn error differ. differ differ. prob. value freedrn prob. 

Srudy pretest 56 32.8579 8.132 l.087 ·2.0536 3.970 .531 .887 .000 ·3.87 55 .000 signif. 

Study posuest 56 34.9107 5.925 .792 

Contrl pretest 50 30.6000 10.214 1.444 ·3.4800 6.955 .984 .733 .000 ·3.54 49 .001 signif. 

Contrl posuest 50 34.0800 7.151 l.011 

Table 5.4 T-test for level of signifICance of means' difference for Freshman English 1018 performance of both groups (pilot) 

'The first pan of the table (consisting of the first five rows) shows !he t·test for !he means' difference of the study and control groups in !he pretest and post lC S! 

The items on the first row are number of studenlS who lOOk the tes~ means, standard deviations, standard errors, F·value, 2·tail prob., t-value, degrees of freedom, 2·la: 
prob. (the last three under pooled variance estimate), t-value, degrees of freedom, 2-tai! prob. (under separate variance eslima!e), and lastly, remarle or level of significanc' 

The second pan of the table (rows 7 to II) indicates !he paired samples t-!eSt of the means' difference of each group during the pretest and the post test. Th 
subheadings for this pan (row 1) are number of studenlS who tooIc the IeS~ means, standard deviations, standard errors, means' difference, standard deviation differe", .. 
standard error difference, corr., 2-tail probability, t-value, degrees of freedom, 2-tail probabitity, and level of significance 
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of Freshman Engl ish lOlA, that is, the means for the pretest and post test of the control 

group (43 cases), 36.8 and 34.5 (standard dev iation 8.89 and 8.93) are significantly 

different at p < 0 .05. The same question rai sed about the doze tests can be asked about 

the Freshman English lOlA test papers. The assumption that the tWO versions of the 

Freshman English It.i: A examination paper have the same level of difficulty seems to be 

unwarranted. It is to be reca lled that the groups in the pilot smdy have sludied Freshman 

English 101 A for one semester and passed the fmal examiHat10u for the ~ourse. It seems 

that another variable is afkr.tillg t!be perfo(maoce of the SllUi!!!l:!:! at 1k end of the second 

sr.rr"~.I!e... 'nll, ,,C[ruld b:>. the $illdem.~' aullUQr. 'L9WMd,~ the 9H:lJ"\)~talloe of working on a 

.Freshman Englij,!1 HHA eKamimllicm ~:"i (il..'t S(.'~~:t l.'E/!",'.':,l<eT (sr.~ re{~!ion 4. 1 Chapter 4). 

It migh t ~Jso be doubted whe ther it is 2<F;lImpriate tiJ.T U:Hing indep¢ndent work. Howeve r. 

such NpecutatiOl'tS have 10 be. c.orroborate.'i by the n!su.lls. of Ille students ill lhe main study 

discussed j).;:; )aw (.'A~,~ti(}n 5"}23') 

The perfomlance sco;-e, Clf the study and conilo! gJ'{j(I}lS (1<.1 Fresi""x'm English 101 B post 

test (Table 5.4) are as follo ws: numoer uf SlULke,,'o 'Vho took the test = 62 and 54, means 

are 34. 16 and 34.35 and standard deviation 6.45 and 6.948 for the "ud" and control 

groups respective ly. The difference between the two means is calculated to be 

insignificant at p = O.OS. However, the t-test for the pretest and post test scores of the 

study group depicts the following : number of cases = 56, means are 32.857 and 34.9 11 , 

standard deviation = 8.13 and 5.93. It is established that the two means are significantly 

different at p = 0.00. Similarly, the scores of the control group in the pretest and post 

tests of Freshman English 101B indicate these facts: number of cases are 50, means = 

30.60 and 34.08, standard deviation 10.21 and 7. 15. The paired samples t-test confirms 

that the two means are significantly different at p = 0.001. In other words, the control 

group, like the study group, have performed better in the post test than in the pretest of 

the Freshman English 101 B. Thus, the higher performance of the study group in the post 

test of the Freshman English 101B cannot be totally attributed to the effectiveness of the 

approach pursued. However, the scores indicate that both groups have shown significant 

improvement in Fre~ bman English 101 B. The significant variable operating, in light of 

the results in the other tes t, seems to be the attitude of the studen ts or the degree of 

relevance they attribute to these tes ts. Freshman Eng li sh 101 B is the course which the 
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students are expecti ng to sit an examination for at the end of the second semester (also 

at the planned end of the pilot study). Hence, stude nts might have taken the Freshman 

English 101 B tes ts qu ite seriously. Of course, thi s does not justify fully for the 

effectiveness of the approach used since, it appears, both groups have similar scores in 

the post test, and their difference not statistically significan t. As shown in Table 5.4, it 

is only in the Freshman English 1018 test that a significant difference in performance 

between the pretest and the post test is indicated. One can safely claim that the studen ts 

in both groups have seen the relevance of taking this particular tes t more seriously than 

an yother test. 
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5.3 The main study 

The main study is basically a replication of the pilot study in an extensive form but with 

the following basic differences (for the reasons discussed in section 4.3 Chapter 4). The 

following are some of the major differences that should be considered. 

The first main difference is the size of the sample of students involved in the 

study. While in the pilot the size of the study group never exceeded 62 students, 

in the main study there were about 210 students. As has been indicated above, 

section 4.21 Chapter 4, the pilot study was originally planned to involve about 

180 studen ts (both in study and control) in six sections. And, it was also planned 

that the sections were to be re-grouped in study-control pairs. The major 

objective in such grouping was to find out and statistically establish that the 

suggested approach could be the cause for any inter-group differences in both 

reading and lingui stic performance. The emphasis was on the observation of 

small groups. The main study focused on the study of the general improvement 

in reading behaviour of a large group that is more representative of the target 

population. Out of the total twenty one sections , thirteen sections (about 420 

students) were involved . Six sections were assigned to form the study group. 

The second difference lies on the number of instructors involved . The main study 

involved several instructors - there were six instructors teaching in the study 

groups. Two of the six instructors teaching the study groups had a study-control 

pair each. Despite the fact that the instructor variable is acknowledged as 

significantly important in the current study (see section 4.2 and section 4.3 

Chapter 4 above) in handling the mode of study of the individualised reading in 

English for academic purposes, no attempt has been made to control it for reasons 

beyond the scope of the study. 

The third difference is based on the nature of the materials. It is pointed out that 

the pilot used the ELSIP materials and the corpus used the SRA reading cards. 

While there was no apparen t structuring in the ELSIP materials except for their 
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being graded, the SRA provided most of the learners used to structured learning 

with some sort of scaffolding through the various exercises. This seems to have 

given the students a sense of direction and to have positively enhanced their sense 

of achievement (see section 5.3111 below for learners' attitudes towards the SRA 

materials). In fact, the attitudes of the students towards both types of reading 

materials are relatively positive. 

Finally, in the reading laboratory, the options for learning to. read were rather more 

limited during the pilot study than the main study. In other words, during the pilot 

study, students selected or were helped to select a reading material from the 

ELSIP collertion appropriate to their reading level and read (section 4.342 

Chapter 4) . When they finished reading what they selected, they picked another. 

Though the fundamental basis of the approach is to allow learners to manage their 

learning activities (section 3.3 Chapter 3), and, thus, by implication, to trust the 

students that they know what they are doing and why they are doing it, in the 

absence of any sort of 'checking' mechanism (such as looking at students' 

perfonnance on reading comprehension exercises, which the ELSIP did not 

contain), during the pilot study, it was difficult to find out whether students were 

'doing' their assignment or not. The weekly report sheet that students were 

supposed to submit (see Table 4.5 Chapter 4) was not enough to indicate exactly 

whether they read with an adequate level of comprehension or not. During the 

main study, students were engaged in, besides reading intensively and extensively, 

various learning activities appropriate to each individual learner's needs and wants 

such as doinf more exercises on reading comprehension, vocabulary building or 

reading speed (see section 5.311 below). They were not made to follow rigidly 

what the SRA proposed, although most students preferred to work through the 

learning activities suggested in the SRA materials. It was envisaged that such 

activities would enhance learning awareness and encourage learner autonomy in 

developing effective learning strategies for academic reading in English. As it has 

been pointed out in section 3.2221 Chapter 3, the SRA materials are not taken as 

an end by themselves, that is, learning success is to be viewed not only from the 

students' level of acquiring what these materials may consist of but also from the 
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point of view of their abi lity to use these materials to experiment their reading 

styles and strategies with and to operate efficiently in an independent mode of 

learni ng. TI. _ later is given more promi nence than the former in individuali zed 

learning (Dickinson 1987). 

5.31 Students' awareness of the reading process 

5.311 Students' reports of their experiences of th .e 'programme' 

At l.he end of lll>.: study. Ilia , is, >1! the eoo of lilt: fint Seme5ler of 1990-91 academic year, 

the student; iTr.d"",,ol m II": !\~\ldy We1!\'. gl¥erl lw-o Gj>IO,1>.;of, .. ;kd ques tions attached 10 the 

me lacoglliti'Ve q)l,e~fuml1\lj~ ;crn.Tll-il:I'"mri in 'j1~>CQ~m 4.11:1 " !''ection 4_331 Chapter 4. 

These q\lcsril'l'Os were m;tin'y lnl.en&d t." \7fltf 001 5t~l(k",L,' .relll: tions to the nature and 

rm)(le of the pfOgT;~n= ;her were exposed to for one gerrM!'$[er. They were also asked 

to make any ren:tm>nenc!allon5 they migh, have to impro~'e the programme. More 

specifical ly, the qUe<tlons WUf; iiliulikd H, find OU1 the \lpini{~ns of the stu&nts regarding 

the appropriacy of the reau." g mate.rial~, u\'e l\d'''2il'\tilges they felt they got from the 

programme, and whether the time allocathm for snent reading visca-"is the discussion was 

acceptable or not. The reports (Appendix 3.12) coml'''''; can be taken to fal l under the 

categories discussed below. 

5.3111 The materials used 

As indicated above, the students could only use the SRA reading packages. If it had been 

possible to carry on with the study during the second semester of the same academic year, 

most students would have worked with the ELSIP as planned. Hence, since this was not 

poss ible, the information compiled here is mainly on the SRA 3a (revised edition) reading 

material s. 

Out of the 210 students involved in the corpus study group, about 29 students have not 

responded to the item on materi als in the questionnaire (sec tion 4.331 Chapter 4). 168 

(80 per cent) students seem to li ke the materials and they report that they have gained a 
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lot from the reading cards. One aspect mentioned by the students is that "the passages 

are interesting and the way they ask questions" is impressive (sir. 3.1215 Appendix 3.12). 

Another is that the "SQ3R points in the booklet helped me how I can get the overall 

meaning of the text and I can concentrate on the details of the content" (sir. 3.1269 

Appendix 3.12). While the great majority find the reading cards easy to use and claim 

to have got a lot of advantage out of them, some (13 students or 6 per cent) report that 

they have not found ,':e materials helpful. At least three factors could be identified from 

the students reports as possible reasons. The first is, as mentioned above, content 

unfamiliarity. One student states that 

if it is possible the reading materials content needs some arrangements; that means 
the passage part is not related to our daily life, the culture, history or other 
activities which we can face in our daily life (sir. 3.1269a Appendix 3.12). 

Another student reports that " ... since most of us do not have good background in E nglish 

in our high school study, it is sometimes difficult to understand foreign compositions 

(stories written by foreigners). So it is good for those of us who have faced the same 

problem as I do to have a domestic composition" (slr.3.1269a, Appendix 3.12). The 

second point, possibly not shared by many students, is the monotony in the style of the 

reading exercises. A~ pointed out above (section 3.2221 Chapter 3) a student reports that 

"most of the questions are related, that is, the types of the questions in the cards are the 

same and we use the same method always, which will make this programme a little bit 

boring sometimes" (Sir. 3.1258 Appendix 3.12). The last point is, despite the reports of 

the majority of the students (Appendix 3.12) that they have found the materials and the 

approach of the programme relevant to the learning of both the current service English 

course, that is, Freshman English lOlA, and their other academic courses, some students 

state their fear that the Freshman English course is neglected. As one student indicates, 

while admitting that he/she has gained a lot from the programme, 

but why I want to leave for the next semester ... is that when I learn here in the 
laboratory the normal class, i.e., the Freshman English course is retarded and I fear 
the exam comprises mostly from that book and that book which is prepared for 
Freshman English course needs an assistant and takes time. I supposed that I 
lagged behind the other students in that case (sir. 3.12166 Appendix 3.12). 
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Apparently all students agree that the programme is aimed at developing general 

background knowledge. but some could not see the connection be tween this and the major 

objective of the service English course. One student asks this very question by stating 

that "I think most of the students. including myself. do not understand the real purpose 

of the programme. Then if it is declared the purpose of the programme to the students. 

we may take the programme seriously" (sir. 3.1266a Appendix 3.12). 

5.3112 The approach 

As indicated above (, ';ction 3.2221 Chapter 3) the fundamental aim of the approach is to 

ensure learner involvement and facilitate independent learning and to study the feasibility 

and effectiveness of individualized reading in promoting fluent EFL reading. Less 

emphasis is given to the content of the materials provided. since it is assumed that in ideal 

conditions learners should be able to make their own selections of materials. 

Two seemingly conflicting points can be derived from the compiled data. One refers to 

the confidence the reading programme has generated in the students; the other refers to 

the opposite of it - the apprehension it has created in some students that they may fail in 

Freshman English examination because they are not being taught in a similar way as the 

students in the control group and they are not using the official Freshman English text 

book'o. Out of the 210 students. 181 students (86 per cent) report that they enjoyed the 

programme. 153 (73 per cent) state that this approach has helped them to learn Freshman 

English and 137 (6 per cent) feel that it has also helped them to learn their other 

subjects. It is indicated in Table 5.5 below that about 52 per cent (109) of the students 

would like to see the programme continue in the second semester with almost similar time 

arrangement. However. the same number of students suggest changes in the ratio of time 

allotted to reading lab work and group discussion. It seems that students respond to all 

questions as separate items and not as related to each other. In other words. a student 

who opts for more time for reading in the lab on the first item. may also state that more 

")However. this h.1S been proved to be untrue (see section 5.323 below), 
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item no response agreed disagree 
number/ % number/ % number/ % 

enjoyed reading programme 27/ 12.9% 181/86.2% 2! 1.0% 

liked materials used in lab 29/13.8% 168/80% 13/6.2% 

help (in Freshman English) 28/ 13.3% 153/72.9% 29/13.8% 
-

help (in other cours.:s) 31/14.8% 137/65.2% 42/20% 

time (more to reading in lab) 30/14.3% 109/51.9% 71/ 33.8% 

time (more to discussion) 31/ 14.8% 109/51.9% 70/33.3% 

same arrangement for 2"" sem 31/14.8% 109/51.9% 70/33.3% 

Table 5.5: Student reactions to the programme of Ihe main study 

time should be allotted to di scussion work. This may be taken as a poss ible constraint 

in the responses to the questionnai re . 

Most students state that they have improved in their reading skill, speed, vocabulary, and 

in their methods of tackling comprehension questions (for instance, see reports by sir. 

3.127, sir. 3.129a, sir. 3.1211, sir. 3. 1213, sir. 3.1241, sir. 3.1276, sir. 3.1288a, str. 

3.1290, Appendix 3.;;;). One student states that "the programme has helped me examine 

my ability and correct my weak parts [points?] especially it has helped me to improve my 

reading speed and comprehension. I have also added a lot of words to my stock of 

vocabulary" (str. 3.1233). Some report that they have assumed positive attitudinal change 

towards reading (str. 3.1233, str. 3.1247, Appendix 3.12, for example). For instance, one 

student expresses this as follows : 

I get many advantage from the programme. Before this reading comprehension 
programme, I did not like reading comprehension specially in the exams of my 
previous classes and I did the comprehension questions by gl)essing but now I am 
interested to read any English comprehension and text books and in addition I 
improved my reading speed (sir. 3.1211, Appendix 3.12). 

A similar idea is expressed in the followi ng: 

Since I have read many different cards based on different ideas, now I am 
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interested in read ing many books written in English on different topics. Before 
I started this lab work I did not want so much to read history books, literature 
written in English but after this work I am in terested (SIr. 3.1279, Appendix 
3.12). 

Similarly one student claims that "the mere [sic] exposure to successive passage reading 

comprehension has reduced the uncomfortable feelings that I used to have during 

comprehension work in actual exams· (str. 3.1285, Appendix 3.12). Another student 

explicitly states that "even if thi s programme has been conducted for a short period of 

time I have gained the following advantages: I) I have improved my speed of reading and 

doing comprehension questions 2) I have learnt many new words (and) 3) it also helps 

me in improving my writing" (str. 3.1269b, Appendix 3.12). One student mentions that 

the program was unique by its nature. I did it with full confid ence and freedom. 
I improved my reading. I came to analyze how to guess at word meanings 
without referring to the dictionary. Although no such freedom on examinations 
... (SIr. 3.1275, Appendix 3.12). 

A number of the students involved, as it has been indicated above, express their 

apprehension regarding the fact that they are not properly being trained for the service 

English examination (for instance, sIr. 3.1216b, sIr. 3.1221a, sIr. 3.1226, sIr. 3.1227, 

sIr. 3.1282, Appendix 3.12). One student states that "the advantage I got from the 

programme is that I know new words but I have not studied the Freshman [English] text 

book" (SIr. 3.1284, Appendix 3.12). Of course, this is an anticipated reaction because, 

as has been indicated above, there is a basic difference in the approach between the 

service English courses and the current study. Remarks like " .. . please change the 

programme of learn with teacher help" (sir. 3.1267, Appendix 3.12) and "the di scussion 

programme . .. has to be changed in such a way that we can cover the text as early as 

possible ... " (SIr. 3.1262a, Appendix 3.12) seem to indicate that ei ther some learners do 

not want to take the risk to learn with less teacher dependence or the teachers concerned 

have not been able to encourage independent learning through learner training. Below 

is given a survey of students' attitudes towards and their knowledge of the reading 

process and reading strategies. 
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5.3113 The readinl process and common reading strategies 

Students , particularly those in the study groups, have indicated their conceptions of the 

reading process and the common reading strategies they employ to read a text before the 

study started and after it ended. As mentioned above in sectio n 4 .2 and section 4.3 

Chapter 4, their choices are indicated on a metacognitive question naire based on the likert 

scale. The information compiled consists of the number of students who have not 

responded to a particular item for various reasons (marked as 0), who have strong ly 

agreed (marked as I), agreed (marked as 2) to a given statement, who feel they don't 

have any idea about the given statement (marked as 3), those who prefer to disagree 

(marked as 4) or strongly disagree (marked as 5) to a given statement. 

The data compiled from a questionnaire administered before the beginning of the study 

programme (Tab le 5 " below) shows the number and percentage of the students agreeing 

and/or disagreeing to statements about the ability to read in their mother tongue, in 

Amharic and in English on the one hand, and their common purpose for reading in these 

languages. Out of the 420 studen ts, an average of about 4 per cent (or 16 to 20) of the 

students have not responded to these items. While 48 per cent" (203 students) and 53 

per cent (224 students) strongly agree with the statement that they are able to read 

effectively in their mother tongue and in Amharic respecti vely, about 57 per cent (241) 

think that they have no problem in reading in English. Only 2 students out of the 420 

students doubt about their ability to read in English. A similar number of students claim 

that their common purpose in reading is for study and entertainment (37 per cent and 36 

per cent, or 156 and 154 students respectively) . 

"II is necessary to nole that whon fi gures [or two levels o[ agreement, such as Sirongly agra and agra, 
or two levels o[ disagreemen~ such as disagree and strongly disagree, are reported in percentage, Lhe two 
percentages are added and divided by two to yield a figure out o[ 100. However, [or the sake o[ 
convenience, in most cases , the figures [or agra and dis<lgra are reponed as these seem to be more 
prominent than the reSL The actual figures and percentages are indicated in Table 5.6. 
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--- - ------------ - -- - ----- ----------- ---- - -----

Group All students (study and control)'2 Students in the study groups (pre and post study) 

Time at the beginning of the study at the beginning of the study end of study 

Catgr ability in reading in purpose ability in reading in purpose purpose 
IJ 

Item L1 Amh. Eng. study enJoy L1 Amh. Eng. study enJoy study enjoy 

0 26/6.2 21/5 16/3.8 16/3.8 23/5.5 20/9.5 12/5.7 12/5.7 13/6.2 12/5.7 29/14 36/7 

1 203/48 224/53 71/17 1 ; :,'34 108/26 101/48 112/53 36/17 71/34 . 53/25 88/42 43/21 

2 130/31 145/35 241/57 171/41 200/48 63/30 70/33 116/55 84/40 99/47 72/34 87/41 

3 30/7 18/4 76/18 22/5 44/11 16/7.6 10/4.8 37/18 10/4.8 22/11 11/5 28/13 

4 22/5 9/2 14/3 53/13 34/8 6/2.9 4/1.9 8/3.8 23/11 19/9 10/4.8 12/5.7 

5 9/2 3/.7 2/.5 17/4 11/2.6 4/1.9 2/1 1/.5 9/4.3 5/2.4 nil 4/1.9 

Total 420/100 (number of studentsjpercentage) 210/100 (number of students/percentage) 

Table 5.6 Students' responses to items on ability and purpose of reading (pre- and post-study) 

"As indicated in the bonom row of the table, the total number of studenlS is 420 - 210 in the srudy group, and 210 in the control group. 

I3cacgr = a group's name for items in the questionnaire; (n~t column): 0 = no rtspons., I = strongly agra, 2 = agree, 3 = no idea, 4 = disagra, and 5 = strongly 
disagra; (founh row): item = a question in the category mentioned at the lOp row, L I = first language, or motMr tong~, Amh. = Amharic, Eng. = English. 
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Two points may be ,:~rived from the responses: firstly , if s tudents are able to read as 

much as they claim they do in their L I, one wonders why current research confmns the 

reverse - that students do not read as much as they are expected, and they are relatively 

poor in reading in English for academic purposes (see section 2.6 Chapter 2). More 

significantly, some researchers claim that good L1 readers are likely to be good readers 

in L2 (Cziko 1980). It is possible to assume that students are not telling the truth or they 

do not know what level of reading ability is required of them. For instance, students 

infonnally confinn that they did not have any sort of reading assignment to be done or 

they had not read any newspaper or brochure written in English before they joined the 

university (some of the written responses of the students both in the pilot and corpus 

imply this). Secondly, the similar figures for apparently dissimilar items may be due to 

the fact that students have taken these items as mutually exclusive, that is, for instance, 

for the question iteM purpose of reading, students may take study as an independent 

variable (item) and respond to it in relation not to the next item, entertainment, but 

possibly to how much of their time they spend to reading in general. It is essential to 

note that the figures in the tables should also be interpreted from this angle. There is a 

difference between these two aspects . 

Table 5.6 above also includes infonnation about the responses of the study group before 

and at the end of the programme to the two aspects of reading mentioned, that is, reading 

ability in Ll, Amharic and English, and the purpose of reading. In the post test., the item 

on ability to read is not considered. Like the responses of the whole group (420 students), 

the responses of the study group at the beginning of the study indicate that about 48 per 

cent (101) and 53 per cent (112) respectively of the students strongly agree with the 

statements that they are able to read in their mother tongue and in Amharic. Only 17 per 

cent (36 students ou' of the 210 students) strongly claim that they are fluent readers in 

English. 55 per cent (116) agree that they can read in English. Similarly, about 77 and 

76 students or about 37 per cent and 36 per cent respectively agree that they read for 

study and entertainment. Apparently, the students' responses after the end of the study 

regarding reading purpose are more or less similar to the responses given at the beginning 

of the study. While about 16 (7 per cent) students disagree with the statement that their 

purpose for reading is mainly for study, at the beginning of the study, an insignificant 
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Category Confidence in one's ability to ... repair strategies in reading 

" 
-

item (a) (b) (e) (d) (e) (0 (a) (b) (e) (d) (e) (0 

0 1814 .3 1413 .3 1914.5 2014 .8 1513 .6 2014.8 1613 .8 1814 .3 1714 1513.6 1613 .8 1714 

I 771 18 156137 101124 104125 168140 123129 138133 104124.8 175141.7 185144 1313 . 1 1914.5 

2 223153 210150 224153 210150 206149 180143 190145 197147 175141.7 182143 .3 21 15 57113 .< 

--. 
3 71117 3117 62115 64115 1714 64115 2916.9 50112 3017. 1 2415 .7 2516 3718.8 

4 2716 912 1413.3 1914.5 11 12.6 21 15 3418. 1 45110.7 1814 .3 912. 1 138132.9 182143 . .) 

5 411 none none 310.7 310.7 1212.9 1313 . 1 611.4 511.2 511.2 207149 .3 107125 .5 

total 420/ 100 per cent (number of students/percentage) 420/ 100 per cent (number of students/percentage) 

Table 5.7a Responses of social science freshman students to the questionnaire on reading befon the study (categories 1 and 2) 

14In Table 5.7a, the responses of students to the two categories in the questionnaire are submitted. In the first column, 0 = no response, I = strong agreemelJl ,2=­
agreement, 3 = no idea, 4 = disagreemelll, and 5 = strong disagreement. In the first row, the category 's name is given. The second row indicates the itemli given 
in letters: accordingly, in the category of confidence in olle 's ability to . .. (a) alJlicipate whlll will ('ome next in the text, (b) recognize the (/ifferelU:e b~twt't''' 11Iaill I'oilll.\' 
a nd supponing details, (c) relate in/onnation which comes next ill 'he text to previous in/annatiolt in the text , (d) question the significance or truth/ullless a/what the 
a uthor says, (e) use prior knowledge and experience to understand the comellt a/the ,ext, (0 say when something is understood or not; in the second category, repair 
strategies in reading, (8) keep on reading and hope/or clarification later all, (b) read the problematic part, (e) go back to a point before the problematic part and rereat 
_<tarting from there, (d) look up unknown words in a dictionary, (e) give up and SlOp readillg (an avoidance rather than a repair strategy) , (I) ask/or help from teachers. 
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-- ---

ctgr strategies or e"ecthe readlngu sources of reading dlmculty 

item (a) (b) (e) (d) (e) (I) (g) (h) (i) (a) (b) (e) (d) (e) (I) (g) (h) (i) Ul (lc) 

0 30n 16/4 1614 19/5 14/3 16/4 17/4 17/4 17/4 14/3 15/4 18/4 15/4 19/5 16/4 15/4 18/4 15/4 20/5 32/8 

1 69/ 101/ 1661 52/ 100/ 143/ SO/ 128/ 72/ 39/ 53/ 70/ 43/ 20/ 39/ 76/ 40/ 94/ 83/ 34.' 
16 24 39.5 12.4 23.8 34 19 30.5 17.1 9.3 12.6 16.7 10 4.8 9.3 18.1 9.5 22.4 19.8 8 

2 182/ 197/ 171/ 178/ 226/ 213/ 209/ 186/ 201/ 140/ 139/ 211/ 179/ 73/ 155/ 165/ 166/ 168/ 172/ 190/ 
43 .3 46.9 40.7 42.4 53.8 50.7 49.8 44.3 47.9 33.3 33.1 50.2 43 17.4 36.9 39.3 39.5 40 41 45 

3 701 53/ -11.)1 941 56/ 33/ 69/ 56/ 100/ 66/ 75/ 53/ 71/ 55/ 66/ 54/ 98/ 40/ 65/ 107/ 
1 I.: 12.6 9.5 22.4 13.3 7.9 16.4 13.3 z: .~ 15.7 18 12.6 17 13 15.7 12.9 Z:j 9.5 15.5 25 .5 .--

4 52/ 47/ 24! 68/ 21/ 12 38/ 31/ 26/ 127/ 121/ 58/ 96/ 158/ 112/ 921 SO/ 85/ 65/ 43' " ,. 
12 11 5.7 16.2 5 2.9 9 7.4 6.2 30.2 29 13.8 23 37.6 26.7 21.9 19 20.2 15.5 1O?-1: 

5 17/4 611.4 3/0.7 9/2.1 3/0.7 3/0.7 7/1.7 210.5 4/1 34/8 17/4 10(2 16/4 95/ 32/ 18/ 18/ 18/ 15/ 14 . 
23 7.6 4.3 4.3 4.3 3.6 3: 

aJ. 420/100 per =t (number of srudents/percentage) 420/100 per cent (number of srudentslper=ltage) 

Table 5.7b. Responses of social science freshman students to the questionnaire on reading before the study (category 3 and category 4) 

"Table 5.7b is a continuation of Table 5.7a. As in Table 5.7a , Table 5.7b shows students' responses to two other categories in the questionnaire. These are 
strategies of ejfectivt! reading and SOUTces of reading difficulty. In each category, the items included are shown in leaers. The first category includes (s) mentally 
sounding out parts of words, (b) Ullikrstanding tM meaning of each word, (c) getting tM oW!rail meaning of tM teIl, (d) pronouncing each whole word, (e) focusin g 
on grammar, (f) relating tM teII 10 prior /cnowledge, (g) looking up words in tM dictionary, (h) concentriUing on tM Iktai/s of tM content, and (i) focusing on tM 
organization of tM tat. The second category, SOUTces of reading difficulty, consists of (a) sounds of words, (b) pronunciation of words, (c) recognizing words, (d) syntax, 
(e) alphabet, (I) re/aling teII 10 prior /cnowledge, (g) getting tM ovt!rall meaning, (b) organization of the lext, (i) summarizing, (j) skimming and scanning, and (k) 

transcoding in/ormlltion. As in Table S.7a, the fllSt column shows the levels of agreement or disagreement to the items in the second row. 0; no response, 1 ; strong 
agreement, 2 ; agreement, 3 ; no idea, 4 ; disagreement, and 5 ; strong disagreement. 
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Categoryl' .... dlng slr.regl .. associaled with lhe besl .... d •• lfarnlng strategies for OUent reading 

item (a) (b) (e) (d) (e) (I) (g) (h) (a) (b) (e) (d) (e) 

0 1513.6 20/5 15/4 1613.8 1513.6 1513.6 17/4 18/4.3 17/4 1613.8 1613.8 1613.8 18/4.3 

1 160138 93/Zl 223153 73/17 102/24 156(37 145135 149136 153136 141134 150136 130131 168/40 

2 200/48 184/44 132131 148135 163139 183/44 205/49 202/48 204/49 200148 182/43 159138 166/40 
.. 

3 29{7 49/12 30{7 87/21 64/15 .2 50/12 31{7.4 42/10 32/7.6 46/11 38/9 52/12 36/8.6 

4 1313 61/15 16/4 85/20 58/14 1213 21/5 5/12 1413.3 1413.3 30{7 53/12.6 25/6 

5 3/.7 1313 4/1 11/2.6 18/4.3 4/1 1/0.2 4/1 nil 3/0.7 4/1 10/2.4 7/1.7 

IOtai 420/100 per cenl (number of studentslpercentage) 420/100 per cent (number of srudentslperccntage) 

-- --

Table S.7c Responses of social science freshman students to the questionnaire on reading before the study (category 5 and category 6) 

"'Table 5.7c shows !he last two categories mentioned in the flfS! row: reading strategies associated with fluenl reader and learning approaches to fluent reading. 
The former consists the following items represented in letters in the table: (a) recognizing words, (b) sounding oUl words, (e) understanding the overall meaning of a 
text, (d) using a dictionary, (e) guessing at word "",anings, (n inlegraling informiJJion, (g) focusing on details of con~fII, and (h) grasping the organization of the tex' . 
The laner includes (a) learning words, (b) improving pronUllciation, (e) individualization of instruction, (d) aUlOnoffTY or laking responsibilily for one's learning 10 reQ[; 
and (e) leacher-direcled learning. The fIrst column indicares levels of agreement or disagreement 0 = no response, 1 = wong agree"",n!, 2 = agree"",n!, 3 = no iika, 
4 = disagree"",nt, and 5 = strong disagreemenl. 
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number of students (5 students or 2.5 per cent) hold the same view at the end of the 

study. Similarly, 12 students ( or 5.5 per cent) disagree with the statement that the 

purpose of reading is mainly for entertainment at the beginning of the study, and only 8 

students (or 3.5 per t ,>nt) report the same view at the end of the study. How significant 

this difference is can only be visualized by relating it to the views expressed by the 

students, at the end of the study, discussed in detail above. 

The major part of the ques tionnaire as specified in Table 4.3 Chapter 4 above (Appendix 

2.2) consists of the following major subgroups: confidence in one's ability to employ 

appropriate reading strategies, strategies of effective reading, sources of reading difficulty, 

qualities of fluen t reading and preferred approaches to learning to read effectively. In the 

questionnaire administered at the beginning of the main study, there are six, six, nine, 

eleven, eight and five items respectively for the above subgroups (see Table 5.6 above). 

As mentioned elsewhere, the rationale for administering the questionnaire is to find out 

student conceptions about the reading process and strategies and to examine if these 

change after the end of the study. The items consist of both bottom up and top down 

views of the reading process. 

Table 5.7 (a) , (b), and (c) above is a summary of the results of the questionnaire 

administered at the beginning of the study. The majority of the students indicate (Table 

5.7a) that they are confident in their ability to (a) anticipate what will come next in a 

given text . 53 per cent (223), (b) recognize the difference between main points and 

supporting details· 50 per cent (210), (c) relate information which comes next in the text 

to previous information in the text· 53 per cent (224), (d) question the significance or 

truthfulness of what the author says· 50 per cent (210), (e) use prior knowledge and 

experience to understand the content of the text . 49 per cent (206), and (f) say when 

something read is understood or not· 43 per cent (180). In fact if the numbers of those 

who strongly agree to these statements are included the percentages may be higher. It is 

important to note thv' 17 per cent (71), 15 per cent (62), 15 per cent (64) and 15 per cent 

(64) of the students indicate that they are not sure of their ability for items (a), (c), (d), 

and (f). In sum, the majority of the students report that they are able to anticipate what 

will come next in a given text, and to relate information within a text. 
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Regarding the repair strateg ies (Table 5.7a), 45 per cent (190), 47 per cent (197), 42 per 

cent (175), 43 per cent (182),5 per cent (21), and 14 per cent (57) of the students imply 

that when they do not understand something they (a) keep on reading and hope for 

clarification further on, (b) read the problematic part, (c) go back to a point before the 

problematic part and reread starting from there, (d) look up unknown words in a 

dictionary, (e) give up and stop reading, and (f) ask for help from teachers respectively. 

The majority of the ~tudents disagree with items (e) (about 41 per cent or 172 students) 

and (f) (about 34 per cent or 144 students) as effective reading repair strategies. 

Apparently, most students select reading the problematic part as an effective repair 

strategy, and most of them strongly disagree with 'give up and stop reading' as a repair 

strategy. 

The strategies of effective reading (Table 5.7b) include (a) mentally sounding out parts 

of words (while about 30 per cen t or 125 agree with the statement, 17 per cent or 70 

doubt this) , (b) understand ing the meaning of each word (about 35 per cent or 168 agree, 

and II per cent or 47 disagree), (c) getting the overall meaning of the text (about 40 per 

cent or 168 agree and only 10 per cent or 40 students doubt this as an effective strategy), 

(d) ability to pronounce each word (while 42 per cent or 178 say yes, 22 per cent or 94 

doubt, and 16 per cent or 68 - the maximum in the entire subgroup - disagree with it), (e) 

focu sing on gramma- (about 54 per cent or 226 say yes, while 13 per cent or 56 doubt 

its effectiveness), (f) relating the text to prior knowledge (about 51 per cent or 213 agree, 

while only 3 per cent or 12 disagree), (g) looking up words in the dictionary (about 50 

per cent or 209 say yes, 16 per cent or 69 doubt it), (h) concentrating on the details of the 

content (while 44 per cent or 186 express their consent, 16 per cent or 69 are not sure 

about its effectiveness), and (i) focusing on the organization of the text (about 48 per cent 

or 201 say yes but about 24 per cent or 100 doubt the effectiveness of this strategy). To 

sum up, the most preferred strategies for effective reading are items relating the text to 

prior knowledge, gelling the overall meaning of the text, and focusing on grammar (in that 

order), and the least preferred ones are ability 10 pronounce each whole word, and 

mentally sounding out parIS of words. 

As mentioned above, the questionnaire consists of 11 items considered as sources of 
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reading difficulty (Table 5.7b). These are (a) sounds of words, (b) pronunciation of 

words, (c) recognizil,g words , (d) syntax, (e) alphabet, (f) relating text to prior knowledge , 

(g) getting overall meaning, (h) textual organization, (i) summarizing, OJ skimming and 

scanning, and (k) transcoding infonnation. Items (c) (SO per cent or 211), (i) (40 per cent 

or 168), and (k) (45 per cent or 190) are considered to be the most important sources of 

reading difficulty, whi le items (e) (17 per cent or 73), (b) (33 per cent or 139) and (a) (33 

per cent or 139) are taken as less important sources of difficulty in reading. 23 per cent 

(or 95) and 7.6 per cent (or 32) of the students strongly disagree with items (e) (the 

highest in the subgroup) and (f) respectively. Moreover, 23 per cent (or 98) and 26 per 

cent (or 107) of the students (the highest in this subgroup) doubt whether items (h) and 

(k) are sources of reading difficulty or not. Thus, most students cons ider' recognizing 

words' as the source of reading difficulty, and 'the alphabet' as the least factor to cause 

any reading problem. 

The next subgroup consists of a li st of strategies that may be taken as the characteristics 

of a successful reader (Table 5.7c). The strategies include (a) recognizing words, (b) 

sounding out words, (c) understanding the overall meaning of a text, (d) using a 

dictionary, (e) guessing at word meanings, (f) integrating infomlation, (g) focusing 011 

details of content, and (h) grasping the organization of the text. While IS per cent (or 

64), 12 per cent (or 49) and 12 per cent (or SO) of the students doubt whether or not items 

(e), (b) and (f) respectively can be considered as reading strategies associated with fluent 

reading, 20 per cent (or 85), IS per cent (or 61) and 14 per cent (or 58) of the students 

disagree that items (d), (b) and (e) can be associated with fluent reading. On the other 

hand, 48 per cent (or 2(0), 31 per cent (or 132), 49 per cent (or 205), 48 per cent (or 202) 

of the students consider that items (a), (c), (g) and (h) respectively are the reading 

strategies employed by fluent readers. Briefly, most students feel that the successful 

reader recognizes we -cis, understands the overall meaning of a text, focuses on details of 

content while reading, and has the grasp of the organization of the text. Some students 

(20 per cent) feel that 'using a dictionary' is not one of the qualities of the best reader. 

The last subgroup in the questionnaire (Table 5.7c) requires the students to identify their 

preferred learning strategies for developing their reading abi lity in English. It consists of 
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Catgry confidence in one's ability to ... 17 repair strategies in reading . 
item (a) (b) (c) (d) (e) (I) (a) (b) (c) (d) (e) (I) 

-- I 
0 15n 12/5.7 15n.1 14/6.7 12/S.7 15n.1 12/5.7 12/S.7 13/6.2 12/S.7 13/6.2 Isn.: !; 

:; 
"-- .. , 

I 40/19 69/32.9 S2/24.8 50/23.8 85/40.5 61/29 71/33.8 SO/23.8 88/41.9 96/45.7 6/2.9 11/5. 
!i 
:' 

: 
2 105/50 107/51 107/51 95/4S.2 98/46.7 92/43.8 90/42.9 94/44.8 79137.6 77/36.7 9/4.3 28/1 :'; :' 

.. 

3 32/15 18/8.6 29/13.8 36/17 S/2.4 26/12.4 ISn.1 25/11.9 17/8.1 19/9 12/5.7 15n.l 

" ,. 
4 16n.6 4/1.9 713.3 14/6.7 7/3.3 9/4.3 14/6.7 23/11 II/S.2 3/1.4 65/31 97/4( : 

.- . 
5 2/1 none none 1/0.5 3/1.4 7/3.3 8/3.8 6/2.9 2/1 3/1.4 105/50 44/2 i. 

total 21O/l00 per cent (number of students/percentage) 210/100 per cent (number of students/percentage) 
, 

- -

Table 5.8a Responses of the study group before the start of the TTUlin study (categories 1 and 2) 
, -, 

. -, 
I ! 

I7The rust row in Table S.1Ia shows the rust two categories (written as catgry) in the questionnaire. The rust category. confoiLnce in one's ability to .... includes --, 
(in the second row) (a) anricipare whar will come next in a teXl. (b) recognize rhe difference between main poinrs and supporting tkemls. (c) reloJe information which 
comes next in rhe reXl w prevWus informarion in rhe rm. (d) qlU!SIion rhe significance or erUlhfulness of whal rhe a1Uhor says. (e) use prior /:nowledge and e:rper~nce- -- .. -­
eo wuiersrand ehe conrenr of ehe em. and (0 say when somerhing read is wuierseood or nor. The second category. repair slTaregies in reading. consists of (a) "up on 
reading and hope for clariflCadonfurrher on. (b) read rhe problmuuic parr. (c) go back to a poinr before rhe problematic parr and reread searring from rhere. (d) look .. 
up unI:nown words. (e) giW! up and seop reading. and (I) askfor help from reachers. The numbels in the rust column indicate 0 = no response. 1 = srrong agreement. 
2 = agreemenJ. 3 = no itka. 4 = ifuagreemenr. and 5 = slTong ifuagreemenr. 
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Cr strategies of effective reading'S sources of reading difficulty 
---

inn (a) (b) (c) (d) (e) (f) (g) (h) (i) (a) (b) (c) (d) (e) (f) (g) (h) (i) (j) (k) 

0 191 12/ 131 141 12/ 131 12/ 121 12/ 12/ 121 12/ 12/ 141 12/ 12/ 131 12/ 151 22/ 
9 6 6 7 6 6 6 6 6 6 6 6 6 7 6 6 

, 
6 6 7 11 

1 32/ 541 871 271 471 631 381 641 331 21/ 27/ I 3l/ I 22/ III 17/ 351 181 451 461 , 22/ 
15 26 41 13 22 30 18 31 16 I 10 13 15 11 5.2 8 17 8.6 21 22 11 

2 901 901 861 861 114 III 108 881 97/ I 671 731 110 86/ 351 881 841 . 851 841 89/ 861 
43 43 41 41 154 153 151 42 46 i 32 35 152 41 17 42 40 ' 41 41 42 41 

I 
561 i 31/ 3 361 22/ 131 461 281 161 32/ 27/ 361 201 J(W 291 261 281 531 201 261 - 52/ !! 
27 J 15 '/ 

17 11 6 22 13 7.6 15 13 i7 10 117 14 12 13 25 10 12 '" '.--
4 251 281 l1/ 341 914 6/3 181 181 101 I fIJI 561 301 46/ 75/ 511 431 341 39/ 271 i -:, ":; 

5 129 12 13 5 16 9 9 27 . 14 22 . 36 24 21 16 19 13 I 

2/1 1 19/ nil 3/1 nil 1/.5 2/1 1/.5 6/3 7/3 8/4 146/ 161 8/4 7/3 101 5 8/4 4/2 6/3 
19 i , 22 8 5 , 

tot! 210/100 per cent (number of students/percentage) j 210/100 per cent (number of students/percentage) - -

Table S.Sb Responses of the study group to the questionnaire before the start of the main study (categories 3 and 4) 

'''The table above indicates the responses of swdents in lite study &TO!lp to lite second two categories: Slral'gies of qIccti-.e reading. and sources of reading difficuiry. 
The fin' includes (a) menIally sounding out parIs of words. (b) urukrstanding I~ meaning of each word, (e) gelling 1114 Qwrall meaning of t~ text. (d) pronoUllciJ!g 
each whole word. (e) focusing on grammar, (r) relating 1M I<X! 10 prior biow/edge, and (b) concenrroliJ!g on II.e ciellliiJ ~ fhe cOlllelll. The second includes (a) so/U!d., 
of words, (b) pronunciation of words. (e) identifying words, (d) sylllax, (e) alphabel, (r) relaling te:c/ 10 pmr wwl4det, (g) get/ing the overall meaning, (b) t~ 
organiwtion of text, (i) summarizing, G) skimming QI1d scanning, and (k) transcoding infol77Ullion. The numbersin the fust column indicale: 0 = no response. 1 = strong 
agreement, 2 = agreement, 3 = no idea, 4 = disagreement, and 5 = srrong disagreement. 
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----- - - - ----

catgrl9 reading strategies associated with the best reader learning strategies for nuent reading " 

item (a) (b) (c) (d) (e) (f) (g) (h) (a) (b) (c) (d) (e) 
- II 

, 

0 12/5.7 16(7.6 12/5.7 12/5.7 12/5.7 12/5.7 12/5.7 12/5.7 13/6.2 13/6.2 13/6.2 13/6.2 14/6.2 
:; 

I , 83/39.5 50/23.8 115/55 35/16.7 48122.9 74/35 - 69/32.9 78/37 86/41 71/34 73/35 62/30 80/38 , 
2 94/44.8 90/42.9 58/27.6 75/35.7 77/36.7 91/43.3 100/48 95/45.2 90/43 95/45 78/37 71/34 75/36 

3 12/5.7 18, :; ,0 11/'5.2 33/15.7 35/16.7 24/11.4 17/8 ' 20/9.5 13/6.2 24/11 25/12 26/12 21t : 

4 8/3.8 30/14.3 11/5.2 46121.9 29/13.8 512.4 11/5 3/1.4 8/3.8 7/3.3 17/8 31/15 18/8.6 

5 1/0.5 6/2.9 3/.14 9/4.3 9/4.3 4/1.9 1/0.5 2/1 nil nil 4/1.9 nil 2/1 

total 210/100 per cent (number of students / percentage) 210 students/IOO per cent 

Table 5.8c Responses of the study group before the start of the main study (categories 5 and 6) 

"Table 5..8c depicts the responses of the srudy group to the last two categories of the questionnaire (before the study). The two categories, in the ftrst row, 31'0 

reading styles associated wiJh the btst reader, and the learning approaches to f/ULnt reading. The items in the fll'St category (represented in letters) include (a! 
recognizing words, (b) sounding out words, (c) UJUierslllnding the overall InbJning of a text, (d) using a dictionary, (e) gULssing at word ~anings, (f) inlegralin~ 
in/ormtJlion, (g) fOCusing on details of content, and (b) grasping the organizalion of text. The items in the second category include (a) learning words, (b) improvin. 
pronunciation, (c) individualization of instruction, (d) taking responsibility for one's learning 10 read, and (e) depending on the teacher. The numbers in the ftrst colun", 
indicate 0 = no response, 1 = strong agree~nt, 2 = agreeTTll!nt, 3 = no idea, 4 = disagreement, and 5 = strong disagreement. 
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five items (Table 5.7c). These are (a) learning words, (b) improving pronunciation, (c) 

individualization of instruction, (d) autonomy or taking responsibility for one's learning, 

and (e) teacher dependence. 13 per cent (or 53), 7 per cent (or 30) and 6 per cent (or 25) 

of the students disagree with items (d), (c) and (e) respectively, while 12 per cent (or 52), 

11 per cent (or 46) a' .. ! 9 per cent (or 38) of the students doubt the effectiveness of items 

(e), (b) and (c) respectively. It is important to note that 49 per cent (or 204), 48 per cent 

(or 2(0), and 43 per cent (or 182) of the students respectively prefer learning words 

(vocabulary building), improving pronunciation and individualization of instruction in 

order to improve their reading ability. 

The responses of the students who are assigned to the study group are summarized in 

Tables 5.8a, b, and c above. Each table displays two of the categories in the 

questionnaire . While the above analysis of the responses refers to all social science first 

year students selected for the study to fonn control and study groups (420 students in 

thirteen sections, as stated in Chapter 4 above), the following focuses on the responses of 

the students in the six sections assigned to the study group consisting of 210 students. 

On the average, about 6 per cent (or 12 out of the 210) of the students have not responded 

to the questionnaire tor various reasons . 

In the first category (that is, confidence in one's ability to use effective reading strategies), 

(Table 5.8a) the most preferred strategies are items (b) (51 per cent or 107), (c) (51 per 

cent or 107), and (a) (50 per cent or 105). While items (d) (17 per cent or 36) and (a) 

(15 per cent or 32) are the most doubted as strategies the students can handle with 

confidence, items (b) and (c) are taken as strategies students are able to manipulate with 

confidence. It is also important to note that item (a) (8 per cent or 16) is also reported 

as a strategy students do not have the confidence to employ for effective reading. In sum 

students feel that they have the confidence in their ability to recognize the difference 

between main points and supporting details, to relate information within the text, and to 

anticipate what will come next in the text. 

In the second category (Table 5.8a), the preferred repair strategies in reading are items 

(b) (45 per cent or 94), (a) (43 per cent or 90), (c) (38 per cent or 79) and (d) (37 per 
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cent or 77). It is important to note that 46 per cent (or 96) of the students strongly agree 

with item (d) as their repair strategy. 50 per cent (or 105) strongly disagree with item (e), 

and 46 per cent (or 97) disagree with item (f). About 12 per cent or 25 students doubt 

the effectiveness of item (b) as a repair strategy. In sum, most students feel that reading 

the problematic part as an effective reading strategy, and giving up and stopping reading 

and asking for help from teachers as ineffective. 

The third category (Table 5.Sb) consists of nine items. The items marked as effective 

reading strategies bi 'he students are (e) (54 per cent or 114), (f) (53 per cent or III) and 

(g) (51 per cent or lOS). Items that students doubt whether they can be taken as effective 

strategies are (i) (27 per cent or 56 students), (d) (22 per cent or 46) and (a) (17 per cent 

or 36). About 16 per cent (or 34) of the students disagree with item (d), and 4 per cent 

(or S students) strongly disagree with item (a). In sum, most students report that effective 

reading strategies include focusing on grammar, relating text to prior knowledge, and 

concentrating on the details of content. The least effective reading strategy is considered 

to be pronouncing each whole word. 

The fourth category (Table 5.Sb), which summari zes the sources of reading difficulty, 

consists of eleven items_ About 52 per cent (110) of the students consider that item (c) 

is the most difficult. About 25 per cent each (53 and 52) doubt whether items (h) and (k) 

are sources of difficI.lty and, in fact, 36 per cent (or 75 students) disagree with item (e). 

Briefly, most students consider that identifying words is the major source of their reading 

difficulty, and the alphabet as causing the least reading difficulty. 

The fifth category (Table 5.Sc) consists of eight items on reading strategies associated 

with fluent readers. 48 per cent (100), 45 per cent (95), 44.8 per cent (94) of the students 

identify items (g), (h) and (a) respectively as strategies employed by the best readers and 

55 per cent (115) of the studen ts strongly agree that item (c) is associated with fluent 

readers. Few students report their doubts regarding these strategies. The highest 

percentage is 16.7 per cent (35 students) for item (e), and 15.7 per cent (33 students) for 

item (d). 21.9 per cent (46 students) disagree with item (d). To summarize, most 

students believe that the best reader is identified with the following reading strategies: 
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CIT Confide nce In one's ability 10_.· repair strategies In reading stntegles of effective ~.dIDg 
if 

item (a) (b) (c) (d) (e) (a) (b) (c) (d) (e) (a) (b) (0) (d) (e) (0 (g) (h) Ii 
; , 

0 27/1 27/13 30/14 28/13 30/14 27/13 28/13 28/13 29/14 28/13 29/14 27/13 27/13 27/13 27/13 27/13 27/1 30/1 I 
3 3 4 i 

I 46n 73(35 49nJ 65/31 81137 62/30 61/29 81/39 6{3 .InA 36/17 81/39 15(7 35/17 54/26 45nI 35/1 27/1 !I 
2 7 3 !-

2 72!3 82/39 101/ 83/40 80/38 67/32 69133 67(32 10/5 11/5 67(32 69133 61/29 77137 97/46 82/39 90/4 80/3 
I 
; 

4 48 3 8 
I 25no 16(7.6 29/14 36/17 38/18 3 .54;i. 24/11 24/11 27/13 B/11 3Ci\4 1919 53f]j 47n2 28/13 ! ~ / 16 44n .1m 

6 1 7 

4 10/5 4n 6n.9 819 3/1.4 1919 11/5 6{3 sam 88/42 35/17 13/6 46n2 21/10 4n 1919 14(7 16/8 

5 I/Oj nil nil 1/Oj nil 6/3 5n.4 I/Oj 92/44 48nJ 5n.4 IN.ol 8/3 .8 3/1.4 nil 4n nil nil 

total 210/100 per cent 210/100 per cent 210/1 00 per cent 

Table 5.9a Responses of the study groups after the end of the main study (categories 1,2 and 3) 

"'The flISt row consists of the first three calegories of the post lest questionnaire on reading. The second row depicts the ilems in each category. In the flISt category, 
that is conjitknu in OM'S abiliry to ... the items represented by letters are (0) predict, (b) recogllize the difference berween main points and supporring details, (e) relate 
informLJtion within tat, (d) evaluau or judge wiJaJ is read, and (e) use prior knowledge for reading comprehension. In the second calegory, that is, repair strategies, 
the ilems included are, (a) cOlllinue reading and Iwpe for clarification further on, (b) read the problematic part, (c) go bacl: to a point before the problemalic pon and 
reread from there, (d) stop reading, and (e) depend on teachers' help. The third category, effective reading strategies, includes (a) understanding the meaning of each 
word, (b) gelling the overall mea/ling of tex!, (e) pronouncing each wlwle word, (d) using grammar, (e) use of prior knowledge, (I) loo/cing up words in a dictionary, 
(g) focusing on details of content, and (b) focusing on the organiza/ion of the text. The numbers in the flISt column indicate 0 = no response, 1 = strong agreement, 
2 = agreement, 3 = no itka, 4 = disagreement, and 5 = strong disagreement. 
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err sources or reading dtmculty reading strategies or the best reader 'taming to read 
" 
itm (a) (b) (e) (d) (e) (0 (g) (h) (i ) (a) (b) (e) (d) (e) (0 (g) (a) (b) (e) (d) (e) 

0 271 271 27/ 271 271 271 32/ 271 2fJ1 2fJ1 2fJ1 2fJ1 301 2fJ1 2fJ1 351 2fJ1 2fJ1 2fJ1 2fJ1 2fJ1 
I3 13 I3 13 13 13 15 13 13 13 13 13 14 13 13 16.7 13 13 13 13 13 i' 

1 2fJ1 371 231 231 32/ 171 371 331 341 731 581 32/ 531 781 581 791 831 761 541 fIJI 90 11 
j 11 13 17.6 11 11 15 8 18 15.7 16 34.8 27.6 15 25 37 27.6 37.6 40 36 26 19 

L·. jl 
,I 

2 19/ 781 52/ 441 531 631 641 77/ 651 751 671 541 651 741 72/ 651 761 751 811 781 
13 .8 37 24.8 21 25 30 31 37 31 35.7 32 25.7 , :'1 35 34 31 36 35.7 39 37 r .. .. 1-.0 • . - .. ! 

3 SOl 34/ 52/ 511 351 61/ 42/ 31/ 461 241 391 511 301 21/ 341 231 161 241 331 351 : .;1.' .I 
23.8 16 24.8 24 16.7 19 20 17.6 22 11.4 18.6 24 14 10 16 11 8 11 16 17 • : t • 

-1 
4 641 301 SOl 611 561 381 191 51 331 101 171 361 201 71 141 41 71 71 12/ 71 II 30.5 14 23.8 19 26.7 18 13.8 24 15.7 5 8 17 9.5 3 6.7 2 3 3 6 3 I "., , , 
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Table S.9b Responses of the study group after the end of the main study (categories 4, 5 and 6) 

"Tab/L 5.9b shows the responses of the srudy group to the last three categories in the post study questionnaire. The flfSl row indiC31eS the f11'St c3legory is !he sources 
oJreadiJlg difficulty. In this C31egory, the items included are (a) soWliis, (b) words. (e) syntaJ:. (d) use oj prior knowledge. (e) liIL overall rr=ning oj lal. (0 organizalW.1 
of lext. (g) extracling salielll poinlS. (h) gelting liIL genual sense of lal. and (i) lranscoding informalion. In the second C31egory. liIL qualilies of liIL besr reader. ~;c 

following are included: (a) recognizing lII()rds. (b) pronoUIICing words. (e) using a diCIWnary. (d) guessing al word meanings. (e) using background knowledge. (0 
fOCUSing on delails of COIlltIll. and (g) grasping liIL organization of IIW. In the third category. efftclive melhods of learning to read. the following are included: (a) 
learning words. (b) improving prolWllcia!wn. (e) effective reaching. (d) learning grammar. and (e) reading illlensively and alensively. The numbers in the ftrst column 
indicate 0 = no response. 1 = slrong agreemelll. 2 = agreemenl. 3 = no idea. 4 = disagreemelll. and S = slrong disagrumelll. 
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focusing on details of content and grasping the organization of text. and the strategy least 

used by the best reader is considered to be using a dictionary. 

The last category (Ti.,, :e 5.8c) has five items. as explained above. None strongly disagree 

with items (a). (b) and (d) as approaches to learning to read. 14.8 per cent (31) di sagree 

with item (d). 45 per cent (95) and 43 per cent (90) of the students agree with items (b) 

and (a) respectively. The least they agree with seems to be item (d) (34 per cent or 71 

students). About 38 per cent (80 students) strongly agree with item (e). In other words. 

most students prefer learning words (or developing vocabulary) as a strategy of learning 

to improve their reading. and feel • taking the responsibility for one's learning' will not 

help them improve their reading ability. 

After the end of the study, a similar questionnaire was administered. As indicated. only 

the students in the study group were made to respond to the questionnaire. The main 

objective is to see whether the students have assumed different views about the categories 

di scussed above. It i~ understood that some of the preferred reading strategies mentioned 

above, could be selec ted as effective in the second questionnaire. In fact. some of the 

reading strategies have been found to be used by successful readers (Hosenfeld 1984). 

The data compiled (Appendix 2.3) is summarized in Table 5.9a and Table 5.9b above. 

The maximum number of respondents to be expected is 210. However. due to various 

problems. about 27 students (12.9 per cent) have not responded to the questionnaire. This 

questionnaire, like the first, has six categories: confidence in one's ability to employ 

identified reading strategies. listing repair strategies. employing effective reading 

strategies, identifying sources of reading difficulty. and the reading strategies of the best 

reader. and selecting an appropriate approach to learning to read in English. Each 

category has a number of items. The first category has five; the second, five; the third. 

eight; the fourth. nine; the fifth. seven; and the last category. five. 

Category one (Tabl~ 5.9a) asks the respondents to express their level of confidence in 

their ability to employ the following appropriate reading strategies: (a) prediction. (b) 

recognizing the difference between main points and supporting details, (c) relating 

information within text. (d) evaluating or judging what is read. and (e) using schema for 
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comprehension. 48 per cent (101), 39.5 per cent (83), and 39 per cent (82) of the 

students agree with items (c), (d) and (b) respectively. About 5 per cent (10) and 4 per 

cent (8) of the students disagree with items (a) and (d) respectively. Similarly about 26 

per cent (54) of the students doubt whether or not item (a) is appropriate. To sum up, 

most students report that they have confidence in their ability to re/a/e irifonnation within 

text, and they feel that they are weak in amicipating what will come next in a text. 

Category two of the questionnaire (Table 5.9a) includes the following repair strategies: 

(a) continue reading and hope for further clarification, (b) read the problematic part, (c) 

go back to a point before the problematic part and reread from there, (d) stop reading , 

and (e) depend on teachers for help. About 42 per cent (88) and 24 per cent (50) of the 

students disagree with items (e) and (d) respectively. In fact, 44 per cent (92) and 23 per 

cent (48) of the students strongly disagree with items (d) and (e) respectively. The items 

preferred are (b) (33 per cent or 69), (c) (32 per cent or 67) and (a) (32 per cent or 67). 

About 17 per cent (36) doubt the effectiveness of item (b) as a repair strategy . Briefly, 

most students report that when faced with a reading problem they go back to a point 

before the problematic pan and reread from there, and the least effective strategy for 

most students is stOpping reading. 

The third category (Table 5.9a) (effective reatling strategies) comprises (a) understanding 

meanings of each word, (b) getting the overall meaning of text , (c) pronouncing each 

whole word, (d) syntax, (e) schema use, (f) looking up words in a dictionary, (g) details 

of content, and (h) organization of text. The data indicates that about 22 per cent (46) 

of the students disagree with item (c), and 27 per cent (57) and 25 per cent (53) of the 

students report that they doubt the appropriateness of items (h) and (c) respectively . 

However, 46 per cent (97) and 43 per cent (90) select items (e) and (g) as effective 

strategies of reading. About 4 per cent (8) of the students, the largest in the category, 

strongly disagree with item (c). To summarize, most students select getting the overall 

meaning of a text and using prior knowledge as effective reading strategies, and 

pronouncing each whole word as the least effective. 

The fourth category (Table 5.9b) (sources of reading difficulry) includes (a) sounds, (b) 
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words, (c) syntax, (d) schema use, (e) overall meaning of text, (I) organiz.ation of text, (g) 

extracting salient points, (h) gelling the general sense of a text, and (i) transccxling 

information. 18 per cent (37), 18 per cent (37) and 16 per cent (34) of the students 

strongly agree that items (b), (g) and (i) respectively as are sources of reading difficulty. 

37 per cent (78), 37 per cent (77), 31 per cent (65), 31 per cent (64), and 30 per cent (63) 

of the students agree that items (b), (h), (i), (g), and (I) are sources of reading difficulty . 

31 per cent (64) of the students disagree with item (a) as a source of reading difficulty, 

and 29 per cent (61) doubt whether item (I) can be considered as a source of difficulty . 

In short, the majority of the students indicate that words constitute the significant source 

of their reading diffi"'Jlty and feel that sounds pose the least reading difficulty. 

The fifth category (Table 5.9b) (reading strategies of the best reader) comprises the 

following reading abi lities: (a) recognizing words, (b) pronouncing words, (c) using a 

dictionary, (d) guessing at word meanings, (e) schema use, (f) focusing on details of 

content, and (g) grasping the organization of a text. 38 per cent (79), 37 per cent (78), 

and 35 per cent (73) of the students strongly agree that items (g), (e), and (a) respectively 

are reading strategies employed by the best reader. Only 24 per cent (51) of the students 

doubt whether or not item (c) can be considered as a reading strategy of fluent readers. 

In brief, most respondents claim that the best reader recognizes words but is least 

associated with the use of a dictionary. 

The last category (Table 5.9b) (effective methods of learning to read) consists of (a) 

learning words, (b) i1 :oroving pronunciation, (c) effective teaching, (d) learning grammar, 

and (e) reading intensively and extensively. Almost none of the students strongly disagree 

with any of these items. However. about 6 per cent (12) of the students disagree with 

item (c). 43 per cent (90) and 40 per cent (83) strongly agree with items (e) and (a) 

respectively. Only 17 per cent (35) and 16 per cent (33) of the students doubt that items 

(d) and (c) can be effective approaches to learning to read. Briefly. the students prefer 

learning words and reading intensively and extensively in order to become fluent readers 

in English for academic purposes. They do not think improvement in the teaching 

methodology will help them much to improve their reading ability. 
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In summary, the responses of the study group to the questionnaire on reading administered 

at the beginning and end of the study can be more or less summarized as follows: 

""': 

firstly, on the category of confidence in one's ability to employ effective reading 

strategies, before the study, most students report that they are confident in their 

ability to recognize the difference between main points and supporting details (51 

per cent), relate information within a text (51 per cent), and predict what will 

come next in a text (50 per cent). At the end of the study, they indicate that they 

are confident in using these strategies: relating information within a text (48 per 

cent), evalua· ing or judging what is read (39.5 per cent), and recognizing the 

difference between main points and supporting details (39 per cent) . It is 

important to note that the decrease in percentage may indicate now that the 

students more aware of their level of reading than at the beginning of the study. 

However, the common strategies that students claim to have a confidence in 

employing remain almost the same - recognizing the difference between main 

points and supporting detail, and relating information within a text. 

Secondly, the most preferred repair strategies at the beginning of the study are 

reading the problematic part (45 per cent), and keeping on reading and hoping for 

clarification further on (43 per cent). The most unfavoured strategy seems to be 

giving up and stopping reading (50 per cent), and asking for help from teachers 

(46 per cent). At the end of the study, students still prefer reading the 

problematic: ·:rt (33 per cent), continue reading and hope for further clarification 

(32 per cent), and going back to a point before the problematic part and rereading 

from there (32 per cent). 

Thirdly, the three most effective reading strategies identified by the students at the 

beginning of the study are using background knowledge for reading comprehension 

(54 per cent), looking up words in a dictionary (53 per cent), and focusing on 

details of content (51 per cent). At the end of the study, using background 

knowledge (46 per cent), and focusing on details of content (43 per cent) are 

selected as the most effective reading strategies. 
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Fourthly, at the beginning of the study, most students report that the source of 

reading diffi<.:l1ity is recognizing words (52 per cent). About 36 per cent of the 

students do not think the alphabet is a source of reading difficulty for them. At 

the end of the study, words (37 per cent), and gelling the general sense of a text 

(37 per cent) are reported as the sources of reading difficulty. 

Fifthly, most students agree at the beginning of the study that the fluent reader 

focu ses on: understanding the overall meaning of a text (55 per cent), and focusing 

on the detaIls of content (48 per cent). At the end of the study, they indicate that 

the best reader concentrates on grasping the organization of (l text (38 per cent), 

using background knowledge (37 per cent), and recognizing word., (35 per cent). 

Lastly, regarding the' ap9I03cb w ~~arning to "'~uL" o'H the bt.;!'.\\f.\~in,g [If the study, 

most student:. se\~l improfi"8 prom.mcia#cii1 (~5 vcr U'flfJ. m:.a {earning words 

(43 peT \:enl). AI the end of !he study. !J1<.\$! students prefer reading inteJlSively 

and extenSively (43 per cem), and k(1Fntng w;;r,i~ {4() per cent} as the most 

effective approaches to help them to learn 10 read DeUl::1. 
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5.32 Test results 

The test package consists of the following: firstly, two sets of reading comprehension 

tests taken from the University of Cambridge Local Examinations Syndicate First 

Certificate in English (Appendix 4). These two tests are intended to help assess the 

students' reading comprehension abil ity before and at the end of the study . Secondly, 

four sets of c10ze tests (Appendix 5) with seventh word random deletion are drawn from 

the first year students' geography and history course books to measure the levels of 

readability of the course books at the beginning and end of the study. This is intended 

to ftnd out whether at the end of the study the students in the study group can handle 

these course books more effectively than the control group do, and whether the study 

group have improved in this respect since the pretest on these course books. In short, 

it is designed to discover whether the readability levels of these course books have 

significantly decreased for the study group. And lastly , two sets of general English 

language ability tests (Appendix 6) selected from the final examination papers of the first 

year two service English courses - Freshman English lOlA and Freshman English IOIB ­

are administered to find out whether students in the study group, after having used the 

individualized approach to developing reading in English for academic purposes, have 

significantly improved in thei r linguistic ability, or at least, the control group who have 

not used the individualized approach do not perform better than those in the study group . 

Briefly, the rationale for the study is based on the assumption that: first, the gap between 

students' reading ability in English and the readability levels of their course books has 

been created because of the students' lack of appropriate background knowledge or the 

critical mass o/knowledge; second, the current approach employed by the service English 

courses seems to be ineffective in helping students develop this indispensable systemic 

and schematic knowledge; and lastly, a change of approach from the current one to the 

individualization of learning to read may enhance students' formal and content knowledge 

to enable them to significantly narrow the gap. It has been argued, following Allwright's 

(1988) contention, that individualization is not alien to language classrooms, and, thus, 

an approach to reading instruction that capitalizes on thi s aspect of classroom behaviour 

may be effective in narrowing the alleged gap significantly. 
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5.321 Reading comprehension tests 

As it is indicated in Appendix 4, each reading comprehension test consists of three short 

texts, each text followed by a number of multiple choice questions - questions that assess 

both recall and inference-making skills of readers. Most of the questions cannot be 

answered word for word from the texts, and they are similar to the questions the students 

have handled when using the SRA reading materials. Some of the texts may require the 

knowledge of different cultures for comprehension or for the effective negotiarion of 

meaning (Widdowson 1984) between the readers and the texts (for instance, see the third 

passage of each test, Appendix 4). But it is assumed that in general students may not 

find these parts too difficult to follow . 

Out of the twenty one sections of social science first year students, thirteen sections 

involving 420 students have been selected to take the reading comprehension test. The 

valid cases for both the reading comprehension tests are 309 and 354 in the pretest and 

post test respectively . The tests are marked out of IS each, and, accordingly, the highest 

scores are 12 and 13 in the pretest and post test respectively and the lowest in both the 

pretest and post test is 1. It is indicated that the scores of a great number of the students 

lie between 5 and 8. Table 5.10 indicates that the majority of the students have 

performed better in the post test than in the pretest. In order to establish whether or not 

there is any significant change in the students' ability to read, and whether or not the 

improvement could be attributed to the approach used in developing students' reading 

ability, the t-test of hypothesis testing has been employed to establish the degree of 

significance of the difference between the averages (means) of the scores that are either 

paired samples (for intragroup means difference) or independent (for intergroup means 

difference) . 

As implied in the analysis of the scores of the pilot study above, the reading 

comprehension results of both the study and the control groups have been analyzed in 

order to find out the following: first, whether there is any significant difference in the 

abil ities of the two groups at the beginning of the programme (initial intergroup 

comparison) in order to establish that both belong to the same population with similar 
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Pooled Variance Estimate Separate Variance Estimate , 
Group Test number means standrd standrd F-val 2-lail remarlc 
n of slds. deviatn error prob. t- Deg. of 2-tail t-value Deg. of 2-lail 

value free<lrn prob. freedm prob. 

SlI.Idy pretest 202 6.3317 2.145 .151 1.06 .716 -.34 305 .738 -.33 205 .38 .740 not 

CO<llrl 105 6.4190 2.209 .216 
signif. 

pretest 

SlI.Idy posttest 183 7.0109 2.570 .190 1.04 .788 2.22 352 .027 2.22 349.28 .027 signif. 

Contrl postlest 171 6.3977 2.622 .201 .. . 
" 

Group Test number means standrd standrd mean st.devtn st.error COIT. 2-tail t-value Deg. of 2-tail remark 
of slds. deviatn error differ. differ differ. prob. free<lrn prob. 

SlI.Idy pretest ISO 6.3667 2.174 .162 .6389 2.699 .201 .362 .000 3.18 179 .002 signif. 

SlI.Idy posttest ISO 7.0056 2.569 .191 I 

Cootrl 85 6.3176 2.258 .245 .5294 2.653 .288 .423 .000 1.84 84 .069 
, 

pretest not 
i signif. 

Cootrl postlest 85 6.8471 2.644 .287 ,I 

Table 5.10 T·test for level of significance of means' difference for reading·comprelrension performance of both groups (corpus study' 

"The rust pan of the lable (consisting of the rust five rows) shows lhe I-lest for lhe means' difference of lhe srudy and control groups in the pretest and post tes 
The items on the rust row ane number of students who lOOk the test, means, standard deviations, standanl errors, F-value, 2-tail prob. , t-value, degrees of freedom, 2-w;' 
prob. (the last three under pooled variance), t-value, degrees of freedom, 2-tail prob. (under separate variance estimate), and lastly, remark or lew!! of signjlicana . 

The second pan of lhe lable (rows 7 10 II) indicates the paired samples t-test of the means' difference of each group during the pretest and the post test. The 
subheadings for this pan (row 7) are number of students who took the test, means, standanl deviations, standard errors, means' difference, slandard deviation difference, 
standanl error difference, coo., 2-tail probability, t-value, degrees of freedom, 2-tail probability, and level of signijicaJICe. 

215 



level of ability; second, whether there is any significant difference in the target abilities 

of the two groups at the end of the programme (terminal intergroup comparison) in order 

to attribute the difference in the two means to the effectiveness or ineffectiveness of the 

approach used; and lastly , whether there is any significant difference in the abilities of 

the study group before and after the programme (initial-terminal intragroup comparison) 

in order to j usti fy the effecti veness of the approach. 

As indicated in Table 5.10, the group t-test for the scores on the reading comprehension 

pretest depicts that the scores of 202 and 105 students from the study and control groups 

respectively have been considered for the analysis. The means and standard deviations 

of the two groups respectively are 6.3317 and 2.145 (study), and 6.4190 and 2.209 

(control). The t-test for the significance of the difference between the two means makes 

it apparent that the two means are not statistically different at p = 0.0523. Thus, it can 

be considered that at the beginning of the programme, the two groups have the same level 

of reading ability. 

At the end of the programme, the means of the scores of the two groups are calculated 

as 7.0109 (study group, number of students 183) and 6.3077 (control group, number of 

students 171). The standard deviations of the scores of the two groups are 2.570 and 

2.622 respectively. The t-test indicates that the two means are significantly different 

(Table 5.W). In o.hpf words, the test results imply that the approach variable has 

brought about a significant improvement 10 llI~ '''''ding comprehension ability of the study 

group when compared with that of the control. group. It might also be necessary to find 

out if the study group na\'e impw"ed ililheir re;;;ling. ability since' the prelest. The paired 

5am\~le~ t -I.t;"f: i",,1-i,..;·J;!..(:[ tl'Jat t'lere are 181) valid pillr:,. The means of the pretest and post 

test SiOOtes Olf the' reading compreherW(J{!; test <fe-eo 631.,67 aIX1 7.00::>6, and lhe standard 

deviations are 2. 114 and 2.569 respe.ctiv,,:ly. The (Ompar:iWfl between the t -tabulated and 

I-calculated values reveals that the diffeit~Me between the two means is statistically 

significant at p < 0.05, Hence, it can be tentatively held that the approach has helped 

the students in the study group to make a significant improvement in their reading ability. 

n-rhc level o f significance, expressed as P, shou ld not exceed 0.05 in order to establ ish that th e means under 
consideration are significanlly di fferent. 
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Of course, this cannot be confirmed without examining the performance of the control 

group during the pretest and post test. The valid pairs for paired t-test of the means of 

the scores of the control group are indicated as 85. The means and standard deviations 

of the scores of t:,,,, control group in the pretest and post test of the reading 

comprehension are 6.3176 and 2.258 (pretest), and 6.8471 and 2.644 (post test). The t-test 

indicates that the difference in the means is not statistically significant at p = 0.05. As 

indicated, it can be stated that while the study group have improved in their reading 

comprehension ability as borne out by the compiled data, the control group seem not to 

have significantly improved. All other things being constant, it appears that the students 

in the study group have been helped much in their reading to perform significantly better 

than the control group. 

5.322 Readability tests 

The course books considered for the assessment of readability levels are the geography 

and history course books. It has been indicated in section 2.7 Chapter 2 that since the 

pilot study, the first . ·.~ar courses - Marxist-Leninist Philosophy and Political Economy -

have been reduced to eleclive~<. Other courses are in the process of being reinstated 

to become compulsory in place of the two courses. As a result, since the new courses do 

not yet have specific course books, the study has been limited to considering only those 

courses that have specific course books. Accordingly, in the said academic year, the 

compulsory courses are Ethiopian history, Ethiopian geography and the service English 

courses. Hence, the readability tests are taken from the geography and history course 

books. 

According to Figure 5.6 below, if the cut-off points for frustrational, instructional, and 

independent are taken to be 0-9, 10-12 and 13 and above respectively, out of the 352 

students who have taken the test, about 90 per cent, 8 per cent and 2 per cent are in the 

first, second and third levels respectively. Apparently, it looks that the sample text taken 

from the geography _'Jurse book is difficult for most of the students. At the end of the 

"Electives are optional courses. Compulsory are those courses students are obliged to take as part of 
their major, minor or general education courses. 
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study, out of the 309 students who have taken the test, about 77 per cent, 19 per cent and 

4 per cent are on the frustrational, instructional and independent levels respectively. It 

:plp'; doze ~ results 
num r 0 sluden15 cloze 8COI'eII 

80 

51) 

!l 

i~ 
~ 
'!3311 

i~ 
d 

10 

0 
0 2 4 8 8 10 12 14 IS 

cloze scores (out of 25) 

-- preI8It (Soc.) -+- JIOIIlIeIt. (sll) -- prtlelt. (e.G) 
-e-- peEl 1m! (e.G.) --- pma.L (total) -A-- peEl let (total) 

Figure 5.6 Geography doze test results 

seems that students, even after a semester's course in service English, find their geography 

course book not easy to read. However, it is necessary to hold this view as tentative since 

it has to be statisti cally established that the geography course book is really difficult for 

the students to understand (see 5.222 above). 

The compiled data fAr the pretest on geography course book (Table 5.11) indicates that 

there are only 173 ana 179 students in the study and control groups respectively who have 

valid scores on the geography cloze pretest. The means and standard deviations of the two 

groups respectively are 6.3988 and 2.875 (study), and 5.3911 and 2.443 (control group). 

It is interesting to note that the difference between the means of the scores of the study 

and control groups is statistically significant at p < O.OS. The results of the geography 

cloze pretest seems to imply that the two groups are different in their reading ability - the 

study being better than the control at the beginning of the study. 
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The geography cloze post test results (fable 5.11) indicate that the means of the scores 

of the study (number = 183) and control (number = 126) groups are 6.9672 and 7.4206 

and the standard deviations are 2.961 and 2.863 respectively. It is calculated that the 

difference between the means of the two groups is not statistically significant. The two 

groups. it can be argued. have similar level of ability as measured by this particular test. 

45 

40 

~ 35 
C) 

-g 30 

11: 25 

~ 20 

~ 15 

~ 10 

5 

0 
0 2 

----- pretest (S,G) 

Blslory cloze lest reruUs 
numoor of slwlenls/8COreB 

6 6 10 12 14 
em al>reB (out of 25) 

--+- poet test (8.G.) 

16 18 

-e--- pan. Wst (e.G.) ---- pretest. (total) 
--- pretest (e.G.) 
~ pan. Wst (tot.aI) 

Figure 5.7 History cloze results of the main study 

20 

As a result of this. it is very difficult to assess the difference the approach has brought 

about in this respect. The paired t-test of the means of the geography cloze pretest and 

post test of the study group shows that the two means (6.424 and 7.019 for 158 cases. and 

standard deviations 2.809 and 2.88 1 respecti vely) are significantly different at p < 0.05. 

This implies that because of the approach used. the study group have improved since the 

pretest in their reading comprehension ability. However. this can only be held if a similar 

improvement cannot be established for the control group. The control group's means for 

the geography pretest and post test are 5.40 and 7.46. It is calculated that the two means 

are significantly difft"rent at p < 0.05. Thus. the data compiled at the end of the study 

proves to be insufficient to reject the null hypothesis that there is no difference between 
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the two groups in their abil ity to read the geography course book. 

Thus, according to Table 5.11, 87 per cent, 9 per cent and 4 per cent of the students in 

the study group are in the Jrustrational, instructional and independent levels respectively 

in the pretest. 93 per cent and 7 per cent of the students in the control group are 

respectively in the jrustrational and in the instructional levels. 79 per cent, 18 per cent 

Group Test Level History2S Geography 

Study pretest 1 127 75% 151 87% 

2 38 22% 16 9% 

3 5 3% 6 4% 

post 1 143 82% 144 78.7% 
test 

2 23 13.1% 34 18.6% 

3 9 5.1% 5 2.7% 

Control pretest I 134 76.6% 166 92.7% 

2 29 16.6 12 6.7% 

3 12 6.8% I .6% 

post I 98 78.4% 95 75.4% 
test 

2 23 18.4% 25 19.8% 

3 4 3.2% 6 4.8% 

Table 5.11 Levels oj readability oj social science Jreshl1Uln course books· corpus study 

and 3 per cent in the study group are respectively in the jrustrational, instructional and 

independent levels . Though the percentage of students in the lowest level has decreased 

from 88 per cent in the pretest to 78 per cent in the post test, the percentage for the 

independent level has remained relatively the same. 76 per cent, 20 per cent and 4 per 

cent of the students in the control group are in the jrustrational, instructional and 

independent levels respectively. When compared wi th the pretest results, the percentage 

for instructional has increased and that for Jrustrational has decreased. However, the 

"The numbers under the level colum n indiC<lte I, [rustrational; 2, instruc/ional; and 3, independent 
levels o f readabilit y. 
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changes in the percentages indicated cannot be considered as significant in order to assert 

that the students in the study group have found their geography text book easier to read 

at the end of the study than at the beginning. 

Figure 5.7 above summarizes the scores of the students involved in the main study in both 

pretes t and post test cloze drawn from the ftrst year history course book (Table 5.11). A 

total of 345 and 300 students have taken the pretest and post test respectively. In the 

pretest, about 71 per cent, 23 per cent and 6 per cent of the students are in the 

jrustrational, instructional and independent levels respectively. In the post test, about 80 

per cent, 16 per cent and 4 per cent of the students are in the frustrational, instructional 

and independent levels respectively. 

Out of the 345 students who have taken the history cloze pretest, 175 and 170 students 

belong to the control and study groups respectively. In the control group, 77 per cent, 16 

per cent and 7 per cent of the students are in the frustrarional, instructional and 

independent levels respectively. About 75 per cent, 22 per cent and 3 per cent of the 

students in the study group are in the frustrational, instructional and independettl levels 

respectively. 

The means of the scores of the two groups in the history cloze pretest are calculated as 

7.094 (study) and 7.325 (conuul) and the standard deviations are 3.2 17 study) and 3.102 

(control). The t-test for means difference indicates that the two means are not 

significantly different - thus, estaQJishing the fact that the two groups belong to the same 

population. 

In the post test (Table 5. II), out of the 125 students in the control group, 78 per cent, 19 

per cent and 3 per cent are in the frustrational , instructional and independettl levels 

respectively. Out of the 175 students in the study group, 82 per cent, 13 per cent and 5 

per cent are in the frlistrational, instructional and independent levels respectively. The 

data compiled from the history cloze post test indicates that the means of the scores of 

the study and control groups are 6.714 and 6.952 and their standard deviations are 3.180 

and 3.195 respectively. It has been calculated that the mean difference is not stati stically 
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significant. If the scores of the study group in the history cloze pretest and post test are 

compared, the means of the pairs (number of cases = 151) are 7.31 and 6.92 respectively. 

The standard deviati JnS are 3.258 and 3.112 for the pretest and post test respectively. 

Accordingly, it is calculated that the difference between the two means is not statistically 

significant. In fact, the performance of the control group in the post test is significantly 

lower than in the pretest at p < 0.05. 

It has been argued above (section 5.222) that the clore tests seem not to be appropriate 

to indicate any improvement in the performances of the students. This is attributable 

either to the nature of the clore procedure (section 3.222 Chapter 3), the level of difficulty 

of the selected texts, or more significantly, the attitudes of the learners to the particular 

test (which may not necessarily be limited to the clore test only). As indicated above 

(section 3.2221 Chapter 3; section 4.2 Chapter 4), the main justification for using the 

cloze procedure to assess readability levels of the course books is that the cloze procedure 

brings the text with its readership. It does not isolate the reader from the text. There are 

not, unlike the other :~adability formulae, preplanned parameters of fixing the readability 

of a particular text book. As mentioned in section 3.2221 Chapter 3, there seems to be 

no universal yardsticks for claiming that one text is more difficult than another for all 

readers of a certain age or grade level. The usual readability formulae are set based on 

specific population on specific texts, and for that, all variables, it is argued, are not taken 

into consideration (Klare 1969). Thus, it is assumed that these readability formulae are 

not appropriate for establishing the readability levels of the social science first year 

students' text books. It is argued that the clore procedure is sensitive across sentence 

constraints and is effective in assessing differences in levels of readability (Jonz 1989). 

Moreover, the clore procedure is employed for its simplicity in setting, applying and 

assessing (Harrison I (80). However, in both the pilot and the main study, it seems that 

the cloze procedure has proved to be an inappropriate tool to assess students' development 

in their ability to read through independent work. Despite the common sense that students 

learn more through more exposure (including teaching), the clore test results indicate that 

the students are below their original level of reading ability, which is not corroborated by 

their performance in the reading comprehension tests discussed above. All other things 
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being constant, the cloze procedure has proved to be an ineffective tool for assessing 

readability levels of the mentioned COUl'1)e books. 

5.323 Freshman English lesls 

It has been stated that the service English courses are meant to help students to cope with 

the language deman,', of their studies (section 2.6 Chapter 2). Tests are given at the end 

of each course to certify that students would not have any linguistic problems in their 

studies. It has been pointed out that since this study focused on the ftrst year level, only 

the two first year English service courses - Freshman English lOlA and Freshman English 

IOIB - the fonner offered in the first semester and the latter in the second semester, are 

used to assess the general linguistic ability of the students. 

Figure 5.8 below provides the summary of the students' scores in Freshman English at the 

beginning of the study - in fact, as soon as they joined the university. It might be 

interesting to find out how the compiled scores match with the conventional cut-off points 

used to transform raw scores to letter grades in Freshman English lOlA examination 

scores. Table 5.12 below uses the commonly useu cut-off points for assigning letter 

grades to grouped scores on Freshman English lOlA and Freshman English IOlB tests 

(Table 7.2 Appendb. 7.2 for a full list). It is admitted that there are variations to these 

cut-off points mostly depending on the test performance of the particular students who 

take the specific course in a given semester. If students of a particular semester have 

performed poorly in, for instance, Freshman English lOlA ftnal examination, the cut-off 

points are likely to be lowered. However, the guide-line drawing the cut-off points is the 

normal distribution curve; that is, the scores of the entire students who have taken the test 

are assumed to be normally distributed, and thus, the top 5 per cent, then 11 per cent, 68 

per cent, 11 per cent, and the bottom 5 per cent of the scores are assigned the letter 

grades of A, B, C, D and F respectively. Table 5.12 summarizes the results of the tests 
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, 
cut-off points for leuer grades commonly used with Freshman English test scores 

cour.;c group test number mean 
below 36 (F)'" 36 to 49 (D) 50 to 70 (C) 71 to 84 (B) 85 and + (A) 

number % number % number % number % number % 

FLEn study pretest I~ 25.9 55 29 40 21 67 36 20 11 4 2 
lOlA 

control pretest 188 24.8 42 22 70 37 60 32 14 7 2 I 

study pastiest 203 32.9 22 II 39 19 77 38 50 24 15 7 

control pastiest 129 32.4 18 14 23 18 44 34 34 26 Ir- 8 
- -- --

FLEn study pretest 175 20.4 72 41 38 22 42 24 22 12 I ? 
10lB 

control pretest 182 19.0 90 49 29 16 55 30 8 4 - . 

I study pastiest 182 23.0 59 32 42 23 65 36 14 8 2 I 

control pastiest 125 22.9 40 32 27 22 49 39 9 7 . . 

FLEn study ftnal 207 68.2 2 I 26 12 71 34 80 38 28 13 
lOlA 
ftnal control ftnal 175 64.1 4 2 31 18 71 40 58 33 II 6 
exam. 

Table 5.12 Summary of the results of the Freshman English tests of the study and control groups (main study) 

"'"The cut-off points for assigning lener grades to a range of scores mostly depends on the general performance of the students of the panicular year. Basically, the 
cut-off points are a readaptation based on the normal distribution curve; thus, the top 5 per cent, then II per cent, 68 per cent, II per cent and the bottom 5 per cent 
are assigned the letter grades A. B, C, D, and F respectively. However, through the years, the usual cut-off points are the ooes as indicated in Table 5.12 above. There 
is also some variation in the cUl-off points for Freshman English lOlA and Freshman English 10lB, for the laue.- being mae lenient, but the passing lener grade Clower 
limit being 50 marlcs. For practical purposes, they have been taken to follow similar cut-off points. Hence, the same cut-off points for scores have been used to 
summarize the range of scores of the two tests. 
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in Freshman English. The cut-off points used to summarize the scores are as follows: 85 

per cent and above A, 71 per cent to 84 per cent B, 50 per cent to 70 per cent C, 36 per 

cent to 49 D. and 35 and below F. A grade of C is considered a pass mark. 
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Figure 5 .8 Pretest Freshman English lOlA Performance 

60 

According to Figure 5.8 above (see Table 5. I 2 also), 374 students have taken the 

Freshman English 10 I A pretest. If the cut-off points for scores outlined above are used, 

about I per cent (6 ",·ldents), 9 per cent (34 students), 34 per cent (127 students), 29 per 

cent (110 students) and 26 per cent (97 students) of the students get A, B, C, D and F 

respectively in the Freshman English lOlA pretest. This shows that more than 50 per 

cent of the students have managed to get a pass score in the course. It is to be noted that 

these students have just joined the university and it is confirmed that they do not have 

strong background knowledge in English (section 2.6 Chapter 2). However, these results 

indicate that more than half of the students could pass the Freshman English test without 

attending the course for a semester. These results may not necessarily be due to chance. 

I! could be assumed that either the test is not reliable and valid, or that about 50 per cent 
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Figure 5.9 Pretest Freslvnan English IOIB Results 

of the students do not need to take Freshman English lOlA for a semester - possibly a 

waste of manpower ,·r.d resources. It might as well be justifiable to expect higher grades 

than these for the total population at the end of the study. It seems that this test as a tool 

to assess progress in learning through independent work might also be questionable. 

Table 5.12 shows that out of the 186 students in the study group who have taken the 

Freshman English lOlA pretest, about 2 per cent (4 students), II per cent (20 students), 

36 per cent (67 students), 21 per cent (40 students) and 29 per cent (55 students), have 

scored A, B, C, D, and F respectively. About 50 per cent of the students have scored C 

and above. Tn the control group (188 students), I per cent (2 students), 7 per cent (14 

students), 32 per cent (60 students), 37 per cent (70 students) and 22 per cent (42 

students) of the students have scored A, B, C, D and F respectively. Tn other words, 

about 40 per cent of the students in the control group have managed to pass the course. 
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Pooled Variance Estimate Separate Variance Estimate I 

Group Tesl number means scandrd scandrd F-val 2-tail remarlc 
17 of slds. deviam error prob. 1- Deg. of 2-tail I-value Deg. of 2-tail 

i 
value freedm prob. freedrn prob. 

i 

Study prelest 186 25.9247 10.107 .741 1.30 .076 1.17 372 .244 1.17 364.82 244 nO( I 

Conlri pretesl 188 24.7766 8.872 .647 
signif. 

Study posttes! 203 32.8768 10.144 .712 1.05 .764 .37 330 .711 .37 267.97 .713 nO( 

Contrl postleSt 129 32.4496 10.380 .914 
signif. 

.. . '" "'-

Group Test number means scandrd scandrd mean st.devm st.error corr. 2-tail t-value Deg. of 2-tail remark 
of slds. deviam error differ. differ differ. prob. freedrn prob. 

Study pretest 184 25.9076 10.150 .748 -7.5435 6.616 .488 .782 .000 -15.47 183 .000 signif. 

Study postleSt 184 33.4511 9.893 .729 

I COIItrl pretest 117 24.8376 8.673 .802 -7.7949 6.031 .558 .804 .000 -13.98 116 .000 signif. 

I Contrl posttes! 117 32.6325 10.090 .933 
_ L ______ 

Table 5.13 T-testfor level of significance of means' difference for Freshman English lOlA performance of both groups (corpus study) 

"The flrst part of the table (consisting of the fllSt flve rows) shows the t-test for the means' difference of the study and control groups in the pretest and post tesL 
The items on the fl1St row are number of students who toolc the tes!, means, scandard deviations, scandard errors, F-value, 2-tail prob., t-value, degrees of freedom, 2-tail 
prob. (the last three under pooled variance), t-value, degrees of freedom, 2-tail prob. (under separate variance estimate), and lastly, remark or level of significance. 

The second part of the table (rows 7 to II) indicates the paired samples t-test of the means' difference of eacb group during the pretest and the post test. The 
subheadings for this pan (row 7) are number of students who tooIc the tes!, means, scandard deviations, scandard errors, means' difference, standard deviation difference, 
scandard error difference, corr., 2-tail probability, t-value, degrees of freedom, 2-tail probability, and remark or level of significance. 
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The means and standard deviations of the scores of the study (Table 5.13) (number = 186) 

and control (number = 188) groups in Freshman English lOlA pretest are 25.9 and 10.1 

(study), and 24.8 and 8.9 (control). The mean difference between the two groups is 

statistically not significant at p = 0.05. Hence, it can be assumed that the two groups 

have the same level of ability as assessed by the Freshman English lOlA test. 
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Figure 5.10 Freshman English lOlA Post Test Results 

50 60 

In addition to the test in Freshman English lOlA, the pretest package includes a test in 

Freshman English 101 B - the second part of the first year service English courses. In 

general terms, this test is used to certify that a student who gets a pass in it is able to do 

most of his/her academic requirements without a serious linguistic constraint, that is, the 

successful student is assumed that he/she can read his/her academic course books without 

any problem, summarize and take notes from various references and lectures and produce 

at least a coherent paragraph in English (in order to take up the last in the series -

Sophomore English - which is more or less a writing course). Thus, it can be assumed 
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that the demands of :he Freshman English 101 B test is relatively higher than that of 

Freshman English lOlA. 

A total of 357 students have taken the pretest on Freshman English 10lB (Table 5.12). 

As indicated in Figure 10 above, the scores are out of 50. Conventionally, Freshman 

English 10 I B scores are interpreted in letter forms as indicated above (Table 5.12). It has 

been indicated that the cut-off points for Freshman English IOIB scores follow the same 

pattern as those for Freshman English lOlA. The usual difference is the cut-off points 

for F and D. F is mostly 40 and below, and D is between 41 and 49. For the sake of 

convenience, however, the same cut-off points have been used for both tests to compile 

the data (Appendix 7.2 provides the entire ray of scores). 

Accordingly, out of the 357 students, 8 per cent (30 students), 27 per cent (97 students), 

19 per cent (67 studc\!s), and 45 per cent (162 students) of the students have scored B, 

e, D, and F (Table 5.12). Apparently, the majority of the students have found the 

Freshman English IOIB pretest more difficult than the Freshman English lOlA pretest. 

However, about 35 per cent of the students have managed to get scores that would have 

enabled them to be certified as having taken the bulk of the requirement of the service 

English courses. They would have only been required to take the last part of the series 

for a single semester only. As it has been indicated above, the two sets of tests (a) might 

not really test what the service English courses are thought to be teaching , and (b) they 

may not be good indicators of students' progress in their linguistic ability (see section 2.6 

where it is indicated that students who have already completed the three courses of service 

English, and passed the three tests, have been found incompetent to take down acceptable 

notes from their reading, that is, they seemed to be poor in their reading and linguistic 

abilities - in specific 'erms, they could not distinguish between main points and supporting 

details; see Appendix 1.2). 

Of course, one may ask why these tests have been selected for the study in order to 

qualify any linguistic improvement students may gain as a result of the proposed approach 

to reading instruction if they are claimed to be deficient. Firstly, the tests indicate official 

requirements. Whether they are deficient or not, teachers and students work towards 

229 



---

Pooled Variance Estimate Separate Variance Estimate 
Group Test number means slJll1drd slJll1drd F-va1 2-tail remarlc 
" of slds_ devialn error prob. t- Deg. of 2-taiI t-value Deg. of 2-taiI 

value freedm prob. freedm prob. 

SllIdy pretest 175 20.3886 11.146 .843 1.20 .217 1.18 355 .240 l.l8 348.95 .241 not 

Corllrl preteSt 182 19.0604 10.158 .753 
signif. 

SllIdy posttest 182 23.0385 9.029 .669 1.23 .226 .09 305 .932 .09 283 .14 .930 not 

Contrl posttest 125 22.9520 8.157 .730 
signif. 

.. . . .. 
I 

Group Test number means SlJll1drd slJll1drd mean st.devt st.error corr. 2-taiI t-value Deg. of 2-taiI remarlc 
of slds. devialn error differ. ndiffe differ. prob. freedm prob. 

r 

SllIdy preteSt 154 20.6104 1l.l61 .899 -3.1623 7.384 .595 .753 .000 -5.31 153 .000 signif. 

SllIdy posttest 154 23.7727 9.195 .741 

Contrl pretest 116 19.5862 10.299 .956 -3.6034 6.477 .601 .778 .000 -5.99 115 .000 signif. 

Contrl posttest 116 23.1897 8.270 .768 

Table 5_14 T-test for level of significance of means' difference for Freshman English IOIB perj"ol7lUlnce of both groups (corpus study) 

"1ne fIrst pan of the table (consisting of the rltSt fIve rows) indicates the I-lest for the means' difference of the study and control groups in the pretest and post 

test- The items on the rltSt row are number of swdents who took the test, means, slJll1dard deviations, slJll1dard errors, F-vaIue, 2-tail prob., t-value, degrees of freedom, 
2-taiI prob. (the last three under pooled variance), t-value, degrees of freedom, 2-taiI prob. (Wider separate variance estimate), and lastIy, remarlc or level of significanu. 

The second pan of the table (rows 7 to II) indicates the paired samples t-test of the means' difference of each group during the pretest and the post tesL The 
subheadings for this pan (row 1) are number of students who took the test, means, slJll1dard deviations, slJllldard errors, means' difference, standard deviation difference, 
standard error difference, corr .• 2-taiI probability, t-value, degrees of freedom, 2-tail probability, and remark or lewtl of significance. 

230 



achieving the requirements set by these tests. This attitude has been taken as a significant 

factor constraining the nature of the service English language classroom at the first year 

level (section 4.1 Chapter 4 for teachers and students' attitude). For most students, they 

take the Freshman English courses to meet the academic requirement -to pass the tests. 

And, most teachers train their students to pass the tests. Secondly, despite their 

deficiencies, the tests can be used as indicative, as guide line, locally produced and meant 

for students whose linguistic abilities could be imagined. In other words, they are not 

remote tests for remote students despite their deficiencies. 

As indicated in Table 5.12, out of the 357 students, 175 and 182 belong to the study and 

control groups respectively. Figure 5.10 shows that about I per cent (1 student), 12 per 

cent (22 students), 24 per cent (42 students), 22 per cent (38 students), and 41 per cent 

(72 students) of th" students in the study group have scored A, B, C, D, and F 

respec ti vely. In the control group, 4 per cent (8 students), 30 per cent (55 students), 16 

per cent (29 students) , and 49 per cent (90 students) of the students score B, C, D and F 

respectively. It is evident that this test is more difficult than the Freshman English lOlA 

test. Despite this, about 46 per cent of the study group and 34 per cent of the control 

group IlQ""" managed to pass the test. 

The abt",e de$criptl.l.>n .. h.rIWe!l~.r, doe~ no! indicate wh"ther the two groups have the same 

Ic,,'e! of al'>ilj{y W Ib!:l<. The major objecti,,<' uf ,he p1elesi is, as noted before. to establish 

that lhe two gmups have ~imilar k'rels of lilJgui~tic l1.hilily as meas!J!-ed by the particular 

test. A~ it is illdkated in Table 5 .14. the t-~tislic of Iht. ~cores displays that the means 

and s.tandard devi:.rioZ!s <vi !fue ~cudy and control group5 ill the Freshman English IOIB 

pretest are 1fJ3S'Jii 300 B.M6 {~'H;dy} and 19.060 and 10.158 (control). Apparen tly, rile 

difference befwt,en (" " two aJor..am; is indicated as not significant. Hence. the two groups 

can be taken f{J. he long to me same popUlation. 

As mentioned aoove, at the end of the first semester of the 1990 - 1991. both groups took 

the poot test package which included Freshman English 10 I A and Freshman English 101 B 

tests. Table 5.12 above indicates the summary of the results of both tests. A total of 332 

and 307 students belonging to the study and control groups have taken Freshman English 
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Figure 5.11 FLEn IOIB Post Test Results 

lOlA and Freshman English IOIB respectively. 

If the above suggested cut-off points for both courses are taken (Table 5.12), as indicated 

in Figure 5.10 above, about 8 per cent (25 students), 25 per cent (84 students), 36 per cent 

(121 students), 19 pCi cent (62 students) and 12 per cent (40 students) of the students 

have scored A, B, C, D, and F respectively in the Freshman English lOlA post test. In 

the study group, 7 per cent (IS students). 24 per cent (50 students). 38 per cent (77 

students). 19 per cent (39 students), and II per cent (22 students) of the students have 

scored A, B. C. D. and F respectively. In the control group. 8 per cent (10 students). 26 

per cent (34 students). 34 per cent (44 students). 18 per cent (23 students). and 14 per 

cent (18 students) of the students have scores of A. B. C. D. and F respectively. 

Moreover, abou t I per cent (2 students). 7 per cent (23 studen ts). 37 per cent (114 

students), 22 per cent (69 students). and 32 per cent (99 students) of the students have 

earned A. B. C, D. and F respectively in Freshman English IOlB. Accordingly. in the 
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study group, about I per cent (2 students), 8 per cent (14 students), 36 per cent (65 

students), 23 per cent (42 students), and 32 per cent (59 students) have scored A, B, C, 

D, and F respectively. In the control group, 7 per cent (9 students), 39 per cent (49 

students), 22 per cent (27 students), and 32 per cent (40 students) have scored B, C, D, 

and F respectively (Table 5.12). 

As indicated in Table 5.13, the Freshman English lOlA post test scores of the study and 

control groups have yielded the following means and standard deviations: 32.8 and 10. 14 

(study), and 32.44 and 10.38 (control). Ostensibly, the two means are almost the same, 

and thus, it cannot he claimed that one group has done better than the other. An 

investigation of the difference in performance of the study group between Freshman 

English 10 I A pretest and post test (Table 5.13) reveals that the means and standard 

deviations of the scorus in the two tests are 25.90 and 10.15 (pretest), and 33.45 and 9.89 

(post test). The difference between the two means is statistically significant at p < 0.05. 

Hence, it can be concluded that the study group have performed significantly better in the 

Freshman English 101 A post test than in the pretest. 

However, such an improvement can only be attributed to the approach employed in the 

study groups if it is established that the control group have not performed better in the 

post test than in the pretest. It is portrayed above that there is no significant difference 

between the means of the study and control groups in the Freshman English l OlA post 

test. The paired samples t-test of the Freshman English lOlA pretest and post test of the 

control group (Table 5.13) indicates the following: the means and standan:! deviations of 

the two tests are 24.8376 and 8.67 (pretest), and 32.6325 and 10.09 (post test). There is 

a significant differen :~ between the two means, and it is indicated that the control group 

have done better in the post test than in the pretest. Thus, it may be difficult to nltribute 

the linguistic improvement displayed by the study group exclusively to the approach used 

with this group. However, it may be appropriate to assume that the approach is at least 

as effective, if not better than, the conventional one used with the control group. All 

other things being constant, the study group have proved to be as competent as the control 

group in a test believed to be solely guided by the contents of the Freshman English lOlA 

course book in a relatively the same period of time. However, it cannot be claimed that 
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the study group have performed better than the control group in this particular test. What 

the approach seems to have provided the students with is the ability to tackle a language 

test that is claimed to be mainly biased towards the contents of the Freshman English 

course book. It i~ '0 be noted that students have not had any formal instruction 

specifically based on the Freshman English course book. They seemed to manage doing 

that by themselves quite with ease. 

The Freshman English 101 B post test results (fable 5.14) indicate that the means and 

standard deviations of the study and control groups are 23.038 and 9.029 (study), and 

22.952 and 8.157 (control). The t-test of the significance of the difference between means 

reveals that the two means are not significantly different. In other words, no group have 

performed better than the other in the Freshman English 10 I B post test. A paired samples 

t-test of the means (means = 20.61 and 23.77; standard deviation 11.16 and 9.19 

respectively) of the study group in the Freshman English 101 B pretest and post test shows 

that the difference between the means is statistically significant at p < 0.05. Similarly, 

the paired samples t-test of the means (means = 19.58 and 23.18; standard deviation 10.29 

and 8.27 respectively) of the control group indicates that the difference between the means 

is statistically significant at p < 0.05. Thus, though it can be asserted that both have 

improved in their performance in Freshman English IOIB, the compiled data is no 

sufficient to argue that the study group have performed better than the control group as 

a result of the approach pursued. But it should be emphasized that the study group have 

not lagged behind the control group as was feared otherwise by the statements of the 

students discussed in section 5.31 above (see also for comments about the study group in 

section 4.1 Chapter 4). 

Finally, the scores of the students in the first semester Freshman English lOlA 

examination in 1990-91 academic year are taken into consideration for assessing the 

effects of the reading approach this study is concerned with (Table 5.14). The scores of 

382 first year student, are compiled for the comparison. Out of the 382 students, 207 and 

175 students belong to the study and control groups respectively. As indicated in Figure 

5.12 above, if the above suggested cut-off points for Freshman English lOlA are 

employed, about 10 per cent (39 students), 36 per cent (138 students), 37 per cent (141 
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Figure 5.12 Freshman English lOlA Final Examination Results 

students), IS per cent (57 students) and 2 per cent (6 students) of the students in both 

groups have scored A, B, C, D, and F respectively in the Freshman English lOlA first 

semester final examination. 

It may be essential to note how these letter grades distribute between the two groups. The 

scores of 207 students from the study group and 175 students from the control group have 

been compiled for the analysis. Out of the 207 students in the study group, as Figure 5.13 

above shows, about : :3 per cent (28 students), 38 per cent (80 students), 34 per cent (71 

students), 12 per cent (26 students), and I per cen t (2 students) of the students have 

earned A, B, C, D, and F respectively in the Freshman English lOlA first semester 

examination. Similarly, out of the 175 students in the control group, 6 per cent (II 

students), 33 per cent (58 students), 40 per cent (71 students), 18 per cent (31 students), 

and 2 per cent (4 students) of the students have scored A, B, C, D, and F respectively. 

On the surface, it looks that the study group have performed better than the control group 

in this test. In other words, the number of students in the study group who have scored 
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Table 5.15 T-Ies/for [~~'4I1 !.if !fit;!lifi'Xif'lc'1! i)f m«lf(~' differ-nee for Freshman English lOLA final exam (corpus study) 

"'The above table indicata IJle /-If"" (9r !.btl nl<l!UlS' difference of the sludy and control groups' scores in theftrs/ s~ster Freshnuln English lOlAftfUJl examination 
(which was given immediately zU\e( \h.1! end of IJle ~')rpus sludy). The items on the firsl row are number of students who lOOk IJle teSI. means. standanl deviations, 
standanl errors, F-value, 2-rai.I prOO., t·.nlue. degrees of freedom, 2-tail prob. (!he last three under pooled variance estimale), t-value, degrees of freedom, 2-tail prob. 
(under separate variance estimate), at1d kol!liy, tile remade or level of significance. 

236 



C and above is more than it is in the control group. However, this has to be statistically 

supported in order to claim that the study group have done better than the control group. 

The t-test of the means of the study and control groups (Table 5.15) provides the 

following summary of the scores: the means and standard deviations of the scores of the 

study and control groups are respectively 68.2271 and 15.19 (study), and 64.1143 and 

15.256 (control). The performances of 207 and 175 students from the study and control 

groups have been taken into consideration. The t-test of the above means indicates that 

the difference between the means of the study and control groups is statistically significant 

at p < 0.05. In other words, this indicates that the study group have perfonned 

significantly better than the control group in the Freshman English lOlA first semester 

examination. This difference could be attributed to the approach the students have used 

to learn English. It can be claimed that the approach used has significantly helped 

students in the study group to perform better than the control group in the fITst semester 

Freshman English lOlA final examination. This statistical evidence is also corroborated 

by the views of the lIstructors involved in the study. However, what remains dubious 

about the performance in these tests is the reason why such a difference could not be 

found out in the other Freshman English tests mentioned above. Could this be attributed 

to the irregularity of the levels of difficulty in the tests or, even more significant, to the 

attitudes of the students towards these tests? 

5.4 Teachers' reporls aboul Ihe 'programme' 

The study underscores the indispensable role of the teacher in promoting individualized 

reading_ Through learner training the teacher helps the learner to be able to define his/her 

purpose of learning and the various ways of developing fluency in reading in English for 

academic purposes. As indicated in section 4.2 and section 4.3 Chapter 4 above, the 

instructor, as an experienced learner himself, guides learners towards understanding what 

learning is , organize:, 6TouP work and checks its effectiveness, provides appropriate help 

to those who need it (such as monitoring one's progress in learning) (see for instance sir. 

3.1216b, sir. 3.1260, sir. 3.1262a, sir. 3.1267, sir. 3.1288, sir. 3.12, Appendix 3.12) and 

aids in developing students' confidence in their learning. The present study does not 
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neglect the crucial role of teachers in generating learner autonomy. However, it is based 

on the view, as Maley (19Rt):89) has pointed out, that teachers cannot be taken as 

'possess ing sacrosanct knowledge, which they dispense in daily doses to their docile 

flock. ' 

The instructors involved in the study have also pointed out certain essential aspects of 

their experience in tb individualized reading programme. All of them state that because 

of their eagerness to see the outcome of the experiment, that is, whether it would work 

or not, they have taken it as their own task (not trying someone's prescriptions). One 

instructor claims " .. .1 took it as my own because I was convinced that my students were 

benefitting a lot from the experimental study" (illS. 3.211, Appendix 3.2). Another factor 

that seems to have enhanced this involvement is the practice of "inculcating individual 

responsibility [for one's own learning] .. . as well as [giving] the opportunity for extensive 

reading" (ins. 3.222, Appelldix 3.2). All the instructors mention this as an aspect of the 

programme that makes it interesting and rewarding. In general tenns, the issues raised 

by the instructors can be summarized under the following themes: appropriacy and 

applicability of the programme, student observations, instructor's attitudinal change, and 

major recommendations. 

5.41 Aspects of apprr'priacy alld applicability of individualized reading 

All instructors believe that the approach is suitable for bridgi ng the gap between students' 

reading ability and the reading requirements of their academic courses. As one instructor 

states, " ... reading is a skill that is deve loped through reading and exposure to a variety of 

exercises as in the study. This, I think, will help them [students] in tackling any reading 

task" (ins. 3.138, Appendix 3.2). Another instructor states that individualized reading can 

narrow "the gap between students' reading ability and the academic requirements because 

it helps students to develop their comprehension easily; increases the size of their 

vocabulary and equips them with better techniques of reading" (ins. 3.218, Appendix 3.2). 

While all the instructors share the view that individualized reading promotes the major 

objective of the service English courses, that is, "to enable students to read and understand 

the texts they will be required to read for the different courses at the university" (ins. 
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3.248, Appendix 3.2). they mention time as a constraining factor. In other words. as one 

instructor indicates. 

One difficulty was that the parllclpants did not have time to share their 
experiences of the lab when they went to their usual classroom. This could have 
helped them to develop more interest and to feel more responsible for the lab work 
(ins. 3.233, Appendix 3.2). 

However. as one instructor argues. the programme "had to fit into the unit timing 

(schedule)" (ins. 3.22, Appendix 3.12). The 'unit timing' refers to the time allowed to 

teach each of the selected units in the course book suggested by the co-ordinator of 

Freshman English course. This might indicate the attempt made by instructors to 

reconcile the two diJ 'aent approaches - that is. individualized reading and the approach 

used in Freshman English course book. 

5.42 Student observations 

The instructors involved in the study mention at least three major aspects In their 

observations about their students learning through individualized reading - common 

reading strategies before and after the study. anticipated success or even failure in learning 

to read in English for academic purposes through individualized reading. and their 

students' reactions to individualized reading. One instructor reports that 

at the beginning the students were counting words in isolation rather than reading 
them in sense groups. They did not know how to skim over a reading passage to 
extract the necessary information. They rather read all the words and sentences 
equally withe;t making any discrimination based on their importance (ins. 3.219, 
Appendix 3.12). 

This might sound a bit exaggerated when one looks at the student responses to the 

metacognitive questionnaire analyzed above (section 5.3113. Chapter 5). However, 

another instructor adds that, "when students read, they struggle with language bits, mainly 

vocabulary items rather than getting the ideas in the parts or the whole of the text which 

they read" (ins. 3.239, Appendix 3.2). One instructor feels that "towards the end of the 

study they [students] managed to read faster with improved comprehension" (ins. 3.229, 

Appendix 3.12). 
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The instructors are divided in their opinion regarding their students' attitude towards 

individualized reading. One states that it is difficult to determine (ins. 3.2210, Appendix 

3.2), and another COlI,ments that 

it is difficult to say what they felt at the early stages of the study although there 
was no lack of interest in the lab work through out the semester. Of course, there 
was also the one-hour class work which raised their confidence about passing their 
examination (ins. 3.2310, Appendix 3.2). 

Most of them, however, indicate observable positive changes in students' attitudes towards 

individualized reading, and as one instructor reports, 

at the beginning, there was some doubt in most of them, but in the end the 
majority enjoyed the work. I even noticed that many regretted that they were not 
able to continue with the experiment during semester 2 (ins. 3.2410, Appendix 
3.2). 

Another instructor p' ;nts out that "at the beginning the students didn't believe at all that 

they were going to benefit anything out of the experiment but at the end, they were happy 

to see that they were benefiting a lot from the study" (ins. 3.2]]2, Appendix 3.12). 

5.43 Instructors' attitudes to individualized reading in English 

It would be stating an obvious paradigm to indicate that the attitudes of the consumers 

(teachers and students), among other things, determine the success or failure of a 

recommended approach. As indicated in section 4.1 Chapter 4 above, the current 

approach could only be implemented through negotiation with both teachers and students. 

It has been underscored that the instructors involved in the study are the ones who are 

willing to try new ideas and to convince their respective students to try or experiment with 

a different approach to learning to read in English for academic purposes. 

Although one instructor repons that, owing to the limited duration of the programme . 

helshe feels no significant attitudinal change (ins. 3.224, Appendix 3.2), the rest indicate 

that they are now convinced that the approach used is effective in developing the ability 
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to read in English. Most of them express the view that the programme has the following 

merits: 

a) students worked on their own and progressed at their own pace. b) Students 
had the opportunity to see and evaluate their own progress. c) They were exposed 
to a variety of skills which they certainly need for their academic reading (ins. 
3.235, Appendix 3.2). 

One instructor mentions that the programme provides "more exposure to reading materials; 

more exercise in comprehension and speed" and takes into consideration the importance 

of "individual ability (background knowledge)" (ins. 3.225, Appendix 3.2). While two 

instructors express th~ view that "I had some fear whether my students were going to pass 

the examination at the beginning, but after some time it became clear to me that they were 

going to pass the examination" (ins. 3.2111, Appendix 3.2), the rest imply that "I never 

felt that they would not pass their exam because 1 felt they would really benefit from the 

procedure, which 1 think is much better than the practice we are following" (ins. 3.2311, 

Appendix 3.2). 

5.44 Instructors' recommendations 

Almost all the instructors report that their students in the study groups are doing better 

than those in the control groups. One instructor reports that "the results of the students 

who were in the study group were extremely higher than those who were in the control 

group" (il/s. 3.2114, Appel/dix 3.2). Another states that " ... the results of the study group 

proved to be more rlustered and even better than the control group" (ins. 3.2214, 

Appel/dix 3.2, see section 5.323 above for comparison). 

Generally, the instructors recommend that the procedures of individualized reading should 

be introduced to the general staff, and means of integrating individualized reading in 

English for academic purposes into the current service English course should be sought 

One instruc tor expresses that 

1 believe, it would be useful if a seminar can be organized to brief our teaching 
staff about the usefulness of the methodology applied during the study. The 
parti cipant instructors can take part in the di scussion. This could lead to the 
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application of the methodology In the Department eventually (ins. 3.2115, 
Appendix 3.2). 

Similarly, one of the instructors reports that "the methodology has much to offer for our 

students. Only ways of integrating it into the existing system should be sought" (ins. 

3.2314, Appendix 3.2). 

5.5 Conclusion 

The fundamental motive for suggesting a possible approach to learning to read in English 

for academic purposes at the first year level of the College of Social Sciences, Addis 

Ababa University, is to bridge the gap between students' reading ability level and the 

readability of their course books. The situation at the fust year level is simi lar to the one 

described by Elley (1984:285) about students in the University of the South Pacific, Fiji: 

By the time they reach university, the surviving students are still struggling with 
what must be largely meaningless English prose in their texts and reading 
assignments. By their own admission, many students are out of their depth in 
coping with English as a second language. 

Research confirms that most of the first year students in the College of Social Sciences 

find it difficult to cope with the linguistic and reading demands of their courses. This 

seriously affects their academic performance (section 2.6 Chapter 2). The crux of this 

problem lies in the students' lack of appropriate background knowledge (both schematic 

and systemic) to operate effectively as university students. As indicated above, the 

prerequisites for effective reading are the knowledge of the world, the reading process 

and the English language (Smith 1982). Ostensibly, a deficiency in one of these may 

impair reading comprehension. Research in second or foreign language reading suggests 

that one way of tackling this problem is defining it in its right perspective, that is, 

determining whether it is a linguistic or a reading problem (Alderson 1984), so that 

appropriate techniques could be developed to help students tackle either problem. The 

other assumption is appropriate techniques could be devised to tackle both and one should 

not be separated from the other though at the lower levels reading is parasitic onlinguistic 

knowledge (Swaffar and others 1990). The current study is based on the assumption that, 
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at least at the tertiary level, the bulk of the work of the students is reading their academic 

course books in English. As a result of this, it is essential to design and try a possible 

approach to developing the students' reading ability in English for academic purposes. 

As has been pointed out above individualised reading in English for academic purposes 

as an approach is in line with the major educational objectives of the university; that is, 

it promotes indepem:·'nt learning and learning through discovery (section 2.7 Chapter 2). 

By individualizing reading instruction, it is assumed that major learning problems due to 

learner differences could be effectively be addressed. Learners could exploit their prior 

knowledge, however deficient it might be, develop it not only to bridge the gap between 

their reading ability and the readability of their course books, but also to operate as 

university students. Moreover, it is assumed that learners would learn effectively if they 

get the proper training to take the responsibility for their learning (Dickinson 1987). 

Based on these assumptions, the possible approach to learning to read in English for 

academic purposes is designed as specified in section 4.2 and section 4.3 Chapter 4. It 

is indicated in the preceding chapter that the study of the effectiveness of the approach 

is based on two stages: the pilot and the corpus. Each stage has taken a semester - mainly 

from February to June (1990) and from September to January (1990 - 1991) respectively. 

This chapter has pm ;ded the analysis of the results of the study. 

It has been indicated above (section 5.21) that the students in the pilot study have found 

the ELSIP materials interesting and useful. In general terms, they state that the graded 

materials are easy to read and they are useful in providing the appropriate reading 

experience. Moreover, they report that the approach employed to learn to read in English 

is helpful and commendable. The investigation of the common reading strategies 

employed by the students indicates that most of them take notes, such as new vocabulary 

items, while reading. They say that they look for general ideas when they read. 

However, the results of the survey of the students' reports about their preferred reading 

strategies are inconclusive. 

The results of the reading comprehension tests indicate that at the beginning of the 

eweriment, the stud) and control groups have similar leve ls of reading ability. At the 
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end of the study, it is established that the students have not made a significant 

improvement in their reading ability. In fact, it is indicated that both groups have 

performed lower in the post test than in the pretest. It seems that the difference in 

approach has not resulted in a difference in reading performance. 

As summarized in section 5.222 above, the comparison of the results of the readability 

pretests and post tests of the study group portrays that the students have significantly 

achieved lower in the post test than in the pretest in history, philosophy and economics. 

Their performance in geography remains relatively the same. However, it is indicated that 

most students in the 'wo groups are in the Jrustrationallevel in geography. Apparently, 

there is no conclusive evidence from the readability test results to assert that the students 

in the study group have been helped substantially by the approach employed to enhance 

their reading ability in English so that they could read their academic course books as 

efficiently as desirable. What this study found as dubious is the effectiveness of the cloze 

procedure as a tool in measuring the improvement students have made in their reading. 

It seems illog ical to find out that the scores for the cloze post test are relatively lower 

than those for the pretest. Could it be assumed that the students have lost what they had 

at \he beginning at the end of Ihe sludy? Adminedly, their performance in the cloze tests 

could be affected b)' ,hdr ~uj(U&-s towards the re levance of these tests to their academic 

study, and possibly due to thr.- CUflS!1al/lts of lhe d07,c procedure itself (section 3.2221 

Chapler 3). 

The students in the riot JHxly have a.l'l(t taken general English language ability tests. As 

indicated in section 5.223 alxrve. Ih:: lest consists of Freshman E nglish lOl A and 

Freshman English 101 B. The prete~1 and post test results of Freshman English lOlA 

depict that although there is no significant difference between the means of the study and 

control groups in the post test, it has been found out while the control group have not 

improved in the post test, the study group have significantly performed better in the post 

test than in the pretest of the Freshman English lOlA. This may be attributed to the 

effectiveness of the approach used with the study group. The results of the Freshman 

English 101 B of the two groups indicate that both of them have performed better in the 

post test than in the pretest. However, it is calculated that there is no significant 
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difference between tre means of the two groups in the Freshman English 10lB post test. 

Hence, there is no statistical evidence to assert that during the pilot study individualized 

reading for English for academic purposes have helped the study group to perform better 

than the control group in Freshman English 101 B tes t. The results in the post test, 

however, indicate significant progress of the study group. 

The main study conducted in the first semester of the academic year 1990-91 involves a 

maximum of 420 students and more than six instructors. As indicated in section 5.3 

above, missing cases - those students who have not taken a particular test for various 

reasons - have been excluded from the computations. This is why the numbers of 

students (cases) vary from one test to another. In other words, the maximum number of 

students taking a particular test is 210 in each group. However, as it has been indicated 

above, this figure has gone as low as 125 in the control group. 

Like in the pilot study, the students in the main study report that they have found the SRA 

materials relevant to the learning of the service English language and other academic 

courses. A few mention the exercises in the materials are very helpful in developing 

one's reading ability. Despite the fact that some are apprehensive, because of the fact that 

they are not made to use the service English course book, most admit that tlle approach 

has helped them to improve in their reading skill, speed and vocabulary. In fact, they 

sta te that they have learned effective methods of tackling reading comprehension 

questions . 

It has been mentioned above (section 5.4) that the instructors involved in the trailing of 

the proposed approach to reading instruction have reported that the approach is both 

feasible and effective. They say that they have taken the task as their own and they could 

see the virtues and n .'.\lS of the approach. They share the view that the approach can help 

in bridging the gap between students' reading ability and the readability of their course 

books. The instructors confirm that their studen ts have improved in their reading skills 

and speed significantly since the beginning of the study. They also report that they have 

assumed positive attitudinal changes towards the approach. They assert that their students 

in the study group have performed better than their students in the control group. Of 
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course, this has to be corroborated by the results of the tests on reading comprehension, 

readability and general English language ability. 

Besides this, the effectiveness of the approach to reading instruction has been appraised 

by capitalizing on the following three aspects of reading for academic purposes: 

investigating the effcuiveness of the approach in helping students adopt effective reading 

strategies (assessed by using a metacognitive questionnaire), measuring the general 

improvement in reading comprehension (reading comprehension tests), finding out whether 

the readability levels of the course books have decreased significantly - thus confirming 

that the alleged gap has been bridged (cloze tests), and investigating the general linguistic 

improvement (Freshman English lOlA and Freshman English 10IB). 

In general terms, the questionnaire (administered at the beginning and end of the study), 

reveals that most students have become more cautious in their responses to the statements. 

In other words, at the beginning of the study, the responses of students are relatively 

positive to all items. At the end of the study, the students become more selective as is 

indicated by the distribution of the number of responses among the five levels of 

agreement. The nun .hers do not pile up on a single level for all items. As summarized 

in section 5.3113, it can be assumed that there is a change of attitude towards the reading 

process, and students seem to favour reading strategies such as focusing on the difference 

between main points and supporting derails, continuing reading and hope for clarification 

later on (when faced with some reading difficulty), using background knowledge and 

details of content. They also indicate that they can become effective readers if they read 

intensively and extensively. 

The reading comprehension test results indicate that at the end of the study, the study 

group have significantly improved their reading comprehension ability. They have 

performed better than the control group in the reading comprehension post test. This 

significant improvement is suggested as attributable to the approach used in the study 

group. However, the readability test results are not as conclusive as the former. Though 

there is an improverr ::nt in the results of the study group in the geography cloze post test, 

the control group exhibit similar improvement. Similarly, the performance in the history 
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c10ze test, although the study group perfonn better than the control group, the difference 

cannot be statistically proved to be significant. It is pointed out that the control group 

have perfonned lower in the history c10ze post test than in the pretest. 

The last parameter used to assess the effectiveness of the approach is the Freshman 

English 10 I A and Freshman English 10 I B test package. This package has been employed 

to investigate any linguistic improvement made by the study group since the beginning 

of the study. In the Freshman English lOlA, although both groups have been proved to 

have shown an improvement in their linguistic ability, it seems that there is no significant 

difference in perfomlance between the study and control groups. Similarly, in the 

Freshman English IOIB test, it cannot be proved that the study group have perfonned 

better than the control group, though, as indicated above for Freshman English lOlA, the 

two groups have significantly improved at the end of the study. Lastly, the official 

Freshman English lOlA final examination results are taken to detennine the effectiveness 

of the approach. The analysis of the results of both groups indicates that the study group 

have perfonned significantly better than the control group in this examination. This may 

be attributed to the effectiveness of the approach employed by the study group. In a nut­

shell, the approach has been accepted by the teachers and students alike involved to be 

feasible and effective in generating positive attitudes towards and establishing appropriate 

learning strategies to learning to read in English for academic purposes. It has also helped 

students to improve their reading and linguistic abilities. But it seems that the alleged gap 

cannot be bridged b .. only a semester's work with this approach. More time might be 

needed to compile data that can be statistically established as indicating major changes 

in students' schematic and systemic knowledge that can help bridge the gap between their 

reading ability and the readability levels of their course books. 
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CHAPTER SIX 

COllclusiolls 

6.1 Summary 

The major objective of the service English courses in Addis Ababa University is to help 

students improve their linguistic ability so lhat they could efficiently pursue their 

academic courses in English. Though il is not explicitly underlined, it is believed lhat the 

courses are intended (a) to be remedial in nature, that is, to help learners revise the 

knowledge of the English language they are believed to have learnt at school(Jarvis 1969; 

Conroy 1985) , (b) to give advanced language work appropriate for higher education , and 

(c) to equip learners with language skills , such as, summarizing, note-taking, and report 

writing. In short , the service English courses at the university are meant to bridge the gap 

between the students' prior knowledge and the academic requirements of the university. 

According to the present syllabus of the courses, the 'critical mass of knowledge' 

nccessary to bridge this gap has been qualified as follows: firstly, the grammar of the 

English language, and as such, a brief glossary of selected aspects of usage; secondly: ..... 

a few reading passages that are very long with exercises that may not help students to 

develop desirable reading skills and strategies; and lastly, few writing exercises that are 

mostly unrelated to what the students are supposed to do in their academic courses. 

Recent findings indicate that the service English courses at the university fall short of 

providing students with the essential mass of knowledge to enable them to be effective 

listeners and readers in English for academic purposes (to mention a few, Gebremedhin 

1988; Haile Michael 1988; Hicks 1989) and, unfortunately, they tend to become a waste 

of manpower and resources (Mosback 1977). 

There could be several reasons for the ineffectiveness of the service Eng li sh courses. One 

of the most important , as indicated above, is the way the 'critical mass of knowledge' is 

defined and attempted to be taught. The qualification of thi s knowledge is not based on 

a disciplined assessment of the curren t students' prior knowledge or background 
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knowledge and the required knowledge to pursue higher education in the university, but 

on a former structuralist view of language teaching (see Madsen 1976, Jarvis 1969, 

Asfaw and Murrison-Bowie 1976) which stipulates that the teaching of usage (language 

descriptions or structural items) is essential for the mastery or learning of the language. 

The common assumption is that if learners master the structure of the language, they 

would be able to use their knowledge of the language to effectively communicate with it. 

As indicated in section 2.3 Chapter 2, English language teachers recommended the 

teaching of the spoken rather than the written language to be given the priority, because, 

they felt that this was similar to the natural way of learning a language - first spoken and 

then written as children would learn their first language (Tesfaye and Taylor 1976). 

Thus, the teaching of reading in English for academic purposes was not given the proper 

emphasis. The state of the teaching of English in the Ethiopian schools has deteriorated 

since the late sixties and seventies (Stoddart 1986; McNab 1989), not only due to the 

controversial theoretical constructs informing the teaching of English as a foreign 

language in the country, but also due to the fact that since the imported western 

educational system could not bring about the much needed socio-cultural and economic 

development, the government was unable to increase its expenditure in education to cope 

with the expanding student population. In fact some researchers claim that the 

educational expenditure in Ethiopia is the lowest in East Africa and has kept on declining 

despite increased demands for schooling (Eshetu 1991). Major recommendations for 

educational reform could not be executed due to lack of finance and government 

commitment (Last 1983; Rogers 1967). 

As McNab (1989) and Stoddart (1986) have stated, the government schools could only 

provide a half-day schooling, poor library facilities, little or no on job training for 

teachers, large classes, and in general no incentives that promote positive growth of the 

educational system. Apparently, this in turn has constrained the quality of the teaching 

of English in schools. Some would like to state that the English-medium schooling has 

contributed to the decline in the quality of education in countries like Ethiopia (Abbott 

1989). However, it is contended here that there are far more significant factors, than the 

medium, that have constrained the educational system . The change from English-medium 
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schooling to,say, Amharic-medium schooling (as Stoddart 1986 suggested, and shared by 

many others such as Rogers 1989) may not necessarily bring about a drastic change in 

the quality of education. 

It is noted that the Ethiopian educational system is highly centralized (McNab 1989; 

British Council 1986) and it has been mainly used to promote the centralization of 

political power and the training of skilled manpower for modern bureaucracy (Markakis 

1974). Hence, the government has become almost the only major employer of school 

graduates, and the educational system has remained geared towards meeting this need 

(Gilkis 1975). As mentioned above, despite the various recommendations to reorient the 

educational system to serve basic societal needs (such as the recommendation to 

harmonize theory with practice in the teaching and learning process, the decentralization 

of the educational system, the use of local languages in primary education and other 

recommendations, such as those of the Education Sector Review mentioned in section 2.3 

Chapter 2), socio-political exigencies have hindered their execution (Last 1983). In other 

words, much has not been done to relate the educational system to the socio-cultural and 

economic problems of the population. 

Some researchers claim the pre-1974 educational system, in particular, because of the fact 

that it was imported and reflected Western social values, has resulted in some sort of 

alienation - the youth have become neither Ethiopian nor Western. The educated have 

been alienated from the Ethiopian tradition because of the imported educational system 

(Teshome, 1990; Girrna 1992). Whether this claim can be sustained or not is not the 

major issue of the current study; however , it is essential to note here that the educational 

system has not addressed the fundamental socio-cultural and linguistic diversities that 

characterize the country. Thus, the issue of the relevance of the educational system to the 

basic needs of the country could be raised here. It might be argued that students do not 

find the educational system meaningful, and as a result, they may not be as motivated as 

desired to progress in their learning. As mentioned above, the other factor worth 

mentioning is because political exigencies have drained most of the country's resources, 

the expenditure on education has gradually decreased. This has resulted in poor quality 

of teaching , half-day schooling for most children, large classes with few or no text books , 

250 



poor school facilities and the like (Last 1983; section 2.3 Chapter 2; McNab 1989). It 

can be expected that the language classes are the most affected in this situation. McNab 

(1989) and Stoddart (1986) indicate that it has become almost impossible to teach subjects 

in English in the secondary schools; most resort to using Amharic. Hence this has 

seriously constrained the educational system to provide each learner with appropriate 

learning experience. 

It is with such educational background and knowledge of the English language that 

students from the secondary schools, after having taken the ESLCEI and earned the 

required G.P.A.2, join the Addis Ababa University. The service English courses are 

planned to help these students mainly to make up for their linguistic deficiencies. 

However, current research indicates that the service English courses are not as effective 

as they could be in helping students to acquire the 'critical mass of knowledge' necessary 

for enabling students to operate as university students (section 2.6 Chapter 2). It might 

not be contentious to add that the service English courses, as the most important courses 

that all Addis Ababa University first year entrants are required to take, should be 

designed in such a way that they do not only facilitate the learning of English but they 

also reorient students to learn how to learn - not only English, but also their other 

academic courses , thus creating a link between the learning of the language and the 

pursuit of their other the academic courses. It is argued that the service English courses 

could accomplish the following: 

Firstly, they could help students to make up for their linguistic deficiencies, not 

necessarily by qualifying these deficiencies for the students, but by training 

students to learn to identify their deficiencies by themselves and make up for them 

in a way each individual student is capable of doing, thus giving more prominence 

to individualised instruction and facilitating independent learning. The provision 

lRecently, most people involved in tbe conducting of this national examination have complained about 
the difficult task of checking cheating which is rampant in several examination centres . 

'grade point average in five subjects. That is, currently, the letter grades for English and matbematics, 
subjects tbat a candidate has to pass in order to apply for higher education, and three other subjects thai 
the student has managed to get beller passing letter grades (C and ahove) than the rest, will be added up 
and divided by the number of subjects (that is, fi ve) to give the grade point average of the scores. 
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of favourable learning opportunities would enable students to do away with 

ineffective learning strategies (such as overdependence on teachers) they acquired 

in their pre-university education , and learn appropriate ones. Higher education 

requires the learner to engage in independent work, and thus language classes can 

create a si tuation whereby the learner 

either alone or in a group decides whal it is he [sic] wants to learn in the 
light of why he [sic] needs to learn, and then decides Iww he [sic] is going 
to tackle the problem. He [sic] may even use his [sic] own 'learning 
materials' to work upon in the form of authentic texts, and he [sic] will 
certainly choose his [sic] own course book if he [sic] has one. He [sic] 
takes the responsibility for learning upon himself [sic], and while he [sic] 
learns how to learn (or how not to !) (Geddes and Sturtridge 1982:2). 

Apparently, the task of the teacher is to seek an approach that sets this process in 

motion. It is argued that a student can be claimed to have the knowledge of 

something if he/she is able to formulate experience in reference to given 

categories, and he/she achieves this through learning or engaging in the process 

of such formulation (Widdowson 1990:5). This engagement cannot solely be 

fostered by a rigid teaching methodology. Flexible teaching aims at enhancing 

the process of engagement. It is claimed that the language teacher has the 

responsibility to foster autonomy. One way of doing this is through learner 

training. Learner training is conceived as sets of "procedures or activities which 

raise learners' a.warenes,~ of what is involved in the process of learning a second 

language, which encourage learners to become more involved in and responsible 

for their own learning, and which help learners to develop and strengthen their 

strategies for language learning" (ELT Journal 1993:92). 

Secondly, the service English courses could become more effective and meaningful 

if the teaching and learning process could allow for individual differences in the 

use of prior knowledge, learning style and strategies , learning purpose and 

motivation. Researchers confirm that learners "bring with them their whole 

experience of learning and of life, along with their own reasons for being there, 

and their own particular needs that they hope to see satisfied" (All wright and 
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Bailey 1991: 18). Needless to say, this mass of prior knowledge differs from 

individual to individual. As Dickinson (1987) points out, learners also indicate 

differences in cognitive style (the overall approach to learning), cognitive strategy 

(learners' approach to specific types of task), and learning strategy (the actual 

activities and techniques which lead to learning), and, not to say the least, the 

differences in experiences due to the socio-cultural and linguistic background 

discussed in section 2.2 Chapter 2 above). Researchers in the psychology of 

learning confirm that learners can be typed according to their cognitive styles and 

strategies. Wilson (1981) identifies field-dependents (those who prefer a step by 

step approach or structured materials for learning) and field-independents (those 

who favour more global learning activities). Entwistle (1981) has found out that 

some learners prefer holistic learning (focusing on broad relations and forming 

hypotheses about generalizations) and others favour serialist learning (focusing on 

narrower relations and forming specific hypotheses). Similarly, Wilson (1981) 

claims that some learners are syllabus-bound (those that prefer to learn only those 

items they are required to learn - which has explicitly been indicated in the 

responses of the students discussed in section 5.21 and section 5.31 Chapter 5 

above; Appendix 3.11 and Appendix 3.12) and syllabus-free (those that prefer to 

be involved in following up their own ideas and view the syllabus as restrictive). 

Elsewhere, it has been indicated that one major problem in conducting the study 

was convincing those concerned that the approach recommended did not exclude 

the official syllabus. The rationale for the approach is "any group of learners will 

manifest several differences in the preferred ways of going about learning tasks, 

and that learning is unlikely to be most efficient if the learner is prevented from 

learning in the ways she prefers" (Dickinson 1987:22-23). This calls for the 

adoption of a flexible approach in teaching and the provision of materials that 

allow learners to learn the way they prefer the most. 

Thirdly , the service English courses could provide as much learning opportunities 

as possible if they do not limit students to the official course books (and specially, 

when it comes to the reading instruction part). Eskey and Grabe (1988) and 

Nuttal (1982) have indicated that students learn to read by reading, not by 
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extensive explanations about reading. In other words, the quantity and quality of 

reading is crucial for success in second or foreign language reading. 

As indicated above, the service English courses are mainly designed to teach the structure 

of the English language (Conroy 1985). Current research cited above (section 2.6 

Chapter 2) confums that the courses have not been effective in providing first year 

university entrants with the essential mass of knowledge (which includes appropriate 

learning strategies) required for the pursuit of higher education. 

It has been emphasised that an area of special interest in the service English courses is 

reading in English for academic purposes. In fact, one fundamental purpose of the 

service English courses is to enable students to read in English for academic purposes as 

efficiently as they could. It has been indicated above that the service English courses do 

not pay much attention to help learners read their academic courses in English. Despite 

the fact that researchers in second language reading emphasise the cardinal role reading 

plays in higher education in English medium universities (Carrell 1988a), the service 

English courses in the university do not provide students with adequate exposure to 

reading that encourages learners to learn to read in a way they prefer according to their 

needs, wants and lacks, and become self-directed (Geddes and Sturtridge 1982) . 

One of the most researched area in applied linguistics is reading in a second or foreign 

language for academic purposes. As indicated in section 3.2 above, research in reading 

followed two major trends: the study of theoretical constructs that underpin the process 

of reading and learning to read in a first language, and the investigation of the process 

of second or foreign language reading and reading instruction in a second or foreign 

language. One of the most influential views on L1 reading is Goodman's. Goodman 

(1988: 11) states that "my effort has been to create a model of the reading process 

powerful enough to explain and predict reading behaviour and sound enough to be a base 

on which to build and examine the effectiveness of the reading instruction." Goodman 's 

(1976) and Smith's (1982) theory of the L1 reading process, characteri sed as the top­

down or concept driven model of reading, in general terms, stipulates that reading is a 

psycholingui sti c guessing game whereby the reader is engaged in making predictions and 
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confirming these by utilizing as little as possible clues from the given text. In other 

words, "we sample the text as necessary to confirm hypotheses" (Grabe 1988:57) . 

Despite the fact that attempts were made to translate Goodman's theory of reading to 

reading instruction specially in ESL situations, some researchers argued that hi s theory 

lacked explicitness. As Eskey (1988:93) points out, the top-down models 

tend to emphasize such higher-level skills as the prediction of meaning by means 
of context clues or certain kinds of background knowledge at the expense of such 
lower-level skills as the rapid and accurate identification of lexical and 
grammatical forms. That is, in making the perfectly valid point that fluent 
reading is primarily a cognitive process, they tend to deemphasize the perceptual 
and decoding dimensions of that process. The model they promote is an accurate 
model of the skilful, fluent reader, for whom perception and decoding have 
become automatic, but for the less proficient, developing reader - like most 
second language readers3 this model does not provide a true picture of the 
problems such readers must surmount. 

Grabe (1991) states that there are at least two major research approaches to reading. The 

first approach refers to those studies that investigate the different component skill s of 

reading. These studies in reading investigate automatic recognition ski ll s, vocabulary and 

structural knowledge, formal discourse structure knowledge, content/world background 

knowledge, synthesis and evaluation skills/strategies, and metacognitive knowledge and 

skills monitoring. Each domain is a useful approach to the study of the reading process 

"to the extent that such an approach leads to important insights into the reading process" 

(Grabe 1991: 382). The second approach interprets the reading process "by means of 

simple controlling metaphors" (Grabe 1991 :383) - the bottom-up (emphasis on textual 

decoding) , top-down (emphasis on reader interpretation and prior knowledge), and 

interacting processing. It has been shown that current research confi rms that reading is 

an interactive process 

whereby low-level 'bottom-up ' processes involving the physical text on the page, 
such as letter and word recognition , interact with higher-level 'top-down' 
processes such as prior knowledge of text-type , or topic. [This approach also 
confirms that] deficiencies at one level may be compensated for by proficiencies 
at another (Moran and Williams 1993 : 65). 

' It is also believed that the models do not describe reading in EFL situations. 
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Based on these theoretical stipulations, the current study is designed to explore the 

effectiveness of individualised reading in English for academic purposes as a possible 

approach to reading instruction at the first year level of the College of Social Science, 

Addis Ababa University. It is argued that first year studen ts could develop their reading 

ability in English to help them cope with their academic studies if the reading instruction 

is designed in such a way that it (a) provides them with the 'critical mass of knowledge' 

(the essential systemic and schematic knowledge) and (b) allows each individual learner 

to learn how to learn , and encourages him/her to be self-directed in learning to read in 

English for academic purposes by helping him/ her identify his/her needs and lacks. 

Accordingly, an experiment' was conducted in order to investigate the effectiveness and 

accessibility of individualised reading as a possible approach to reading instruction in the 

service English courses in the university. The study was carried out in two stages: the 

pilot (in the second semester of the 1989-90 academic year), and the main (in the first 

semester of the 1990-91 academic year). Originally it was planned that while the pilot 

study would be limited to a semester, the main study was to be carried ou t in two 

semesters . The students from the social science first year level were selected and grouped 

into control and study (based on whether or not the particular section's Freshman English 

schedule does not clash with the Spoken English schedule, and whether or not the 

concerned instructor is willing to be involved in the study). The control group followed 

the conventional approach, that is , the instructors explained the linguistic items to be 

studied and practi sed and the students' major task was to follow the lectures (mainly on 

structural items) and do the exercises. This pattern was followed for three periods per 

week (or three hours per week). The study group used the following mode of study. 

The mode of study in the individualised reading scheme consisted of (a) two hours per 

week of individualised reading, and (b) one hour per week of group discussion. The 

individualised reading sessions fostered a situation whereby students selected (were helped 

'I prefer to use study in place of experiment since, 1 think, the latter is associated wi th explicit 
behavioural predispositions that are more or less tbe product of the process rather thaa tbe process itself. 
Moreover, experimentation seems to be connected with the school of behaviourism thai sees an overt link 
between stimulus and response . 
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to select) reading materialss (graded readers from the ELSIP - in the pilot; and reading 

cards from the SRA package - in the main study), read and assessed their performances 

(either in a form supplied by the teacher, as was done with the ELSIP; or in the student 's 

SRA workbook). Most of the work was left to the students , and instructors kept in touch 

with what each student was doing in each session by appraising each student's report 

indicated in his/her workbook. Most of the learner training activities were drawn from 

these sources. The group discussion sessions were mainly meant for learner training 

activities, sharing of learning experiences, and doing the structure and usage exercises 

in the English text book. The learning activities were also planned and handled by 

students, but when necessary, instructors, who often joined one group or another during 

the discussions, helped students in the planning of the time-table for the work. 

This mode of learning was hypothesized to bring about a significant improvement in 

students' reading and linguistic ability. It was assumed that this improvement in reading 

ability would be indicated in performances in reading comprehension tests , cloze 

readability tests, and Freshman English tests. It would also manifest itself in positive 

changes in responses to a questionnaire on the reading process and reading strategies. 

6.11 The pilot study 

During the pilot study most students approved of the recommended approach and reported 

that the approach was the best way for them to improve both their reading and linguistic 

ability. They stated that they liked the ELSIP reading collection because, according to 

the students, they contained interesting stories which were written in clear language. 

However, the comparison between the reading comprehension pretest and post test results 

of the pilot study group (and when compared with those of the pilot control group) 

indicated that there was no significant improvement in the reading ability of the students. 

' Individuali sed reading of learner selected materials is emphasised and this subsumes tbe extensive 
reading of texts available. Such a process may not be appropriately labelled as extensive reading since this 
may imply that it is the quantity of tbe materials rather than the active involvement of the learner reader 
that would facilitate fluency ir:t reading . Both intensive and extensive reading could co-exist and could be 
employed by the learner reader if helshe feels that this satisfi es his/her needs. lacks and wants . 
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The cloze readability tests, drawn from all the students course books (except from the 

course book for Quantitative methods) , which were administered at the beginning and end 

of the pilot study, did not show any marked difference in the readability levels of the 

course books. It is doubted whether or not the cloze procedure employed was the 

appropriate tool for assessing the readability levels of the course books. 

The Freshman English lOlA pretest and post test results of the pilot study group 

indicated that the pretest results were better than the post test results (means: pretest 

40.59; post test 36.84). A similar result was indicated for the pilot control group 

(means: 36.80 and 34.50). The Freshman English 101B pretest and post test results of 

the pilot study group (means: 32.86 and 34.91) showed that the group had significantly 

improved in Freshman English 101B post test. However, a similar improvement was 

recorded for the pilot control group. Apparently, such results were attributed to (a) 

students' attitudes towards the relevance of taking the tests, and possibly to (b) the 

irregularity in the levels of difficulty in the tests, and (c) their degree of appropriateness 

for assessing improvements that could be gained through independent work. The cloze 

tests were the least appropriate in indicating the differences in levels of ability. 

6.12 VIe main study 

It was pointed out that the main study involved more than two-third of the total students 

in the social science first year level. About 210 students were assigned to the study 

group, and about the same number were considered in the control group. Like in the 

pilot study, the students in the main study group confirmed the accessibility of the 

recommended approach, and they reported that the reading materials (the SRA reading 

cards) helped them to improve their ability in reading comprehension and speed, and 

developed their vocabulary knowledge. In fact , some reported that they had changed 

their attitudes towards reading, and doing reading comprehension tests in examinations. 

They also stated that the mode of study did not only help them to study Freshman English 

but it also helped them significantly to study their other academic courses . 

The questionnaire on the reading process and readi ng strategies administered at the 
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beginning and end of the study revealed that students' knowledge of the reading process 

and their use of appropriate reading strategies was not clearly marked. In both sessions, 

at the beginning of the study and at the end of the study, they reported that they had 

confidence in their ability to recognise the main points from supporting details. The 

preferred reading repair strategies were to continue reading and hope for further 

clarification, and going back to a point before the problematic part and reread from 

there. They indicated that their preferred effective reading strategies were focusing on 

details of content and employing background knowledge. Most students conceived that 

recognising words was their source of reading difficulty. At the beginning of the study, 

the best reader was identified as one who understood the overall meaning of a text and 

one who focused on details of content. At the end of the study, the best reader was 

conceived as one who had a grasp of the organisation of a text, who used prior 

knowledge effectively, and who recognises words. At the beginning of the study, most 

students felt that by improving pronunciation and learning words they could become 

fluent readers. At the end of the study, they stated that they could become fluent readers 

by reading intensively and extensively, and by learning words. 

The reading comprehension pretests and post tests were drawn from the University of 

Cambridge Local Examinations Syndicate First Certificate in English . The t-test for the 

level of significance in the difference between the means of the scores of the study group 

in the reading comprehension pretest and post test indicated that the two means were 

different at p < 0.05 . It was found out that the post test mean was significantly higher 

than the pretest mean of the scores of the study group. In other words, the study group, 

performed significantly better in the post test than in the pretest. Similarly, the study 

group performed significantly better than the control group in the reading comprehension 

post test. This finding indicated that the students who followed the recommended 

approach had significantly improved in their reading comprehension ability in relation to 

the performance of the control group on the same test, and in relation to their initial and 

terminal performance on the reading comprehension test. However, the results in the 

cloze tests were found to be inconclusive. Most students were found to be in the 

frustrationallevel for geography and history course books, although the latter seemed to 

be relatively easier than the former for the students. 
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The language tests were selected from old Freshman English lOlA and Freshman English 

10lB examination papers. Though it was found out that both groups improved in their 

linguistic ability at the end of the study, no significant difference in performances could 

be estab li shed between the two groups. Both showed significant improvements at the end 

of the study. It is doubted whether or not (a) students saw any relevance in taking the 

two sets of tests, and (b) the levels of difficulty between the pair of tests (pretest and post 

test Freshman English lOlA, or Freshman English IOIB) were similar. 

However, it was found out that there was a significant difference between the means of 

scores of the study group and the control group in the first semester official Freshman 

English lOlA examination. The study group performed significantly better than the 

control group in this test. It was concluded that the approach used with the study group 

helped the students to score better grades than the students in the control group. 

6.2 Recommendations 

It has been indicated that the students in the study group have significantly improved in 

their reading comprehension ability". They have also scored better grades in the official 

Freshman English lOlA first semester final examination (1990-91 academic year). 

However, it is indicated that the results of the questionnaire and the other tests, including 

the cloze tests that did not seem to be appropriate tools for assessing independent work, 

are inconclusive. This could be, among other things , due to the nature of the tests or the 

students' attitudes towards these tests, or possibly, due to the fact that the tests indicate 

the product rather than the process . Based on the resul ts of the study, the following 

issues could be raised for further research. 

6.21 Reliable responses could be compi led from a questionnaire, such as the one 

used in this study, by devising it in such a way that students' responses could be 

studied through continuous observation . Moreover, as Allwright and Bailey 

"This conclusion has been arrived at by comparing the students' scores on the reading comprehension 
pretest and post test, and by compari ng the reading comprehension post test results of the study group and 
the control group. 
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(1991) and Candlin (1984:xiii) state, the questionnaire can be improved by 

"looking at the triangulation procedures in sociological method to see how we can 

make our reader accounts as rich and as warranted as possible." Such an 

approach would focus on the process rather than the product of reading. 

6.22 The doze tests have proved to be the least indicative tools. It has been 

shown that the doze tests could not indicate any change in the levels of the 

reading ability of the students. Further investigation about the validity and 

reliability of the doze procedure could be of some relevance to ascertain its 

relevance to establishing the readability levels of texts. 

6.23 The language tests, despite the indicated improvements, could not show the 

progress the study group have made in linguistic knowledge. They seem to be not 

effective tools for assessing the gains of independent work. These tests, besides 

their other deficiencies (Teshome 1992), emphasise product rather than process 

(while individualised learning is process-orientated). Other appropriate tools 

could be employed to study the gains of independent learning. 

6.24 It is believed that the change from teacher-directed to learner directed 

learning could not be achieved smoothly and within a short period of time. 

Significant results could have been compiled if the study had continued for more 

than a semester. Obviously, developing background knowledge in order to 

improve reading ability, and developing reading ability in order to improve 

background knowledge requires time, and learner interest and motivation. 

6.25 The responses of the instructors and students strongly indicate positive 

results although most of the test results do not corroborate this. This disparity 

could be due to the research model employed. It is to be noted that the study was 

initiated in early 1989 with its emphasis on assessing product rather than 

observing the process of individualised reading. It is recommended that the 

effects of individualised reading or the process of independent learning could be 

studied by using a research paradigm that capitalises on the process rather than 

the product, although it is not implied that assessing product does not have any 

use at all. Developing reading ability is more of a process than a product, and 

test results may not depict the whole truth about the process. 
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Appendix 1 Baseline Study 

Appendix 1.1 Reading Texts for Baseline Study 
1.11 Reading Text for History 

Read the following text and take short notes 

French Legal Policies 

The Algerian Berbers suffered also in matters of justice. The original aim of the 
French was to uproot the Berber past and replace it with French ideas and machinery of 
justice. The French idea was that French institutions were not only just - absolutely just -
but were also universally applicable. French justice was beyond question and good 
everywhere and therefore any Berber form was simply an obstacle to be brushed aside in 
order that the suppc '<'Ally backward Berbers could better experience the freedom and 
equiry of the French forms. Therefore the Muslim quadis and their tribunals were 
suspended and the Code Napoleon introduced for both civil and criminal cases. Later the 
native penal law the (the code de loi lndigenat) was promulgated and customary law 
continued to prevail in the Kabylie. 

Clearly opposed to this French concept was the Berber-Arab viewpoint. For Muslims 
the Quran was the basis of their religion and their law; its precepts were immutable and 
sacred; to violate them was to assail their religion and liberty, and might result in holy 
war. They held the view that the law, as declared by Muhammad, was fixed and they 
could not accept the French contention that the law had to keep pace with the changing 
conditions in Europe. In their view the French were disseminating heresy. The Berbers, 
absolutely powerless before their masters, swallowed humilation. After the Kabylie revolt 
of 1871 the French attempted to clean sweep of the customs and institutions of the 
Berbers of Kabylie. 

Politically the berbers were not taken into partnership. Administration remained under 
the control of the white colonists, usually hot-headed, opinionated, arrogant men but 
influential with the French administration, through their connections in the world of 
business and politic' , They regarded Algeria as a mere extension of France, a view 
consistently endorsed by the French government until the advent of Charles de Gaulle. 
The Berbers were considered as backward, uncultured, ineducable and almost 
irredeemable, and were consequently excluded from the administration of the country. 
They did not qualify for French citizenship, the only citizenship recognized in Algeria, 
though in 188870 the Jews were naturalized en masse. Jules Ferry, a French prime 
minister, said of the indigenous Algerians in 1892: 'The moslems have no notion of the 
political mandate or of limited and contractual authority; they know nothing of a 
representative regime or of the separation of powers, but they have in the highest degree 
the instinct and need and ideal of a strong power and just power.' 

The Algerian Berbers' reaction to the repressive policy of the French task masters was 
one of sullen resignation to their fate . Their past was being uprooted, their present 

285 



miserable and their future bleak. They had no love for French rule; they despaired and 
disaffection began to seethe among them. The eloquent silence of the masses was 
misconstrued by the French as evidence of satisfaction with their rule, and in later days 
when French began 'I) argue that these nationalists did not represent the wishes and 
aspirations of the apparently apathetic masses. 

From A.E. Afigabo, et ai, The Making of Modern Africa (pp 192-3) 
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1.12 Reading Text for Management 

Read the following text and take short notes. 

The Difficulties of Sales Forecasting 

As you have seen in the foregoing illustration the sales forecast is the foundation of the 
entire master budget. The accuracy of estimated production schedules and of cost to be 
incurred depends on : ~e detail and accuracy in dollars and in units, of the 
forecast sales. 

The sales forecast is usually prepared under the direction of the top sales executive. All 
of the following factors are important: (1) past patterns of sales; (2) the estimates made 
by the sales force; (3) general economic and competitive conditions; (4) specific 
interrelationships of sales and economic indicators, such as gross national product or 
industrial production indexes; (5) changes in prices; (6) market research studies; and (7) 
advertising and sales promotion plans. 

Sales forecasting usually combines various techniques. Opinions of the sales staff are 
sought. Statistical methods are often used. Correlations between sales and economic 
indicators help make sales forecasts more reliable. In most cases, the quantitative analysis 
provided by economists and members of the market research staff provide valuable help 
but not outright answers. The opinions of line management heavily influence the final 
setting of sales forecasts. 

Pricing policies can have pronounced effects on sales. Management's assessment of price 
elasticities ( the effect of price changes on the physical volume sold) will influence the 
sales forecast. A c0"pany may not offer the same unit price to all customers (because 
of differences in costs of serving different markets). In such cases, a detailed analysis of 
both units to be sold as well as dollar sales is needed for each price category before a 
final sales forecast can be aggregated. 

Sales forecasting is still somewhat mystical, but its procedures are becoming more formal 
and are being viewed more seriously because of the intensity of competitive pressures. 
Although this book does not encompass a detailed discussion of the preparation of the 
sales budget, the importance of an accurate sales forecast cannot 
be overstressed. 

In recent years, the formal use of statistical probabilities has been applied to the problem 
of sales forecasting ( see Chapter 16 for an elaboration). Moreover, financial planning 
models and simulation have enabled managers to get quantitative grasp on the 
ramifications of various sales strategies. 

Financial Planning Models and Simulation 

In most cases, the master budget is the best practical approximation to a formal model of 
the total organizati0 !: its objectives, its inputs, and its outputs. If the master budget 
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serves as a "total decision model" for top management, then decisions about strategies for 
the forthcoming period may be formulated and altered during the budgetary process. 
Traditionally reversed as executives exchange views on various aspects of expected 
activities. 

In the future, much of the interaction and interdependence of the decisions will probably 
be formalized in mathematical simulation models - " total models" that are sometimes 
called financial-planning models. These models are mathematical statements of the 
relationships in the organization among all the operating and financial activities, and of 
other major internal and external factors that may affect decisions. 

Financial models incJllde all the ingredients for preparing a master budget. However, they 
can also be used for long-range planning decisions. For example, if managers want to 
predict the impact of adding a new product line, they can obtain budgeted financial 
statements for many future years. For instance, at Dow Chemical Company, 140 separate 
cost inputs, constan !:J revised, are fed into the model. Such factors are major raw 
material costs and prices by country and region are monitored weekly. Multiple 
contingency plans rather than a single master plan are used more widely than before. 

Many models are constructed and working. They are used for budgeting, for revising 
budgets with little incremental effon, and for comparing a variety of decision alternatives 
as they affect the entire firm. The models speed the budgetary process and because the 
sensitivity of income and cash flows to various decisions can be tested promptly via a 
simulation. 

Management can react quickly to events and to revisions in predictions of various aspects 
of operations. Moreover, mathematical probabilities can be incorporated in these models, 
so that uncenainty can be dealt with explicitly rather than informally. 
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1.13 Reading Text for Sociology 

Read the following L' ~ t and take short nOles 

The Population Explosion as a Crisis 

The view of the population explosion as a crisis for mankind was ftrst heard from a few 
isolated voices in the early years after World War II. It later rose to a chorus of concern, 
and more recently it has become a crescendo of alarm. According to this view, if man 
does not take immediate control of his numbers, the world will run out food, land, clean 
water and breathable air, energy, and other resources. The shortage of food and other 
resources will ultimately control or reduce man's numbers, but not without widespread 
starvation, disorganization, warfare, and all manner of suffering. 

World population is currently growing at a rate of about two per cent each year, a rate 
at which the population doubles about every 35 years. From this has come a long list of 
colourful phrases, book titles, and slogans: "The population Bomb," "Standing Room 
Only," "The Garbage Explosion," "America the Dirty," and "The Human Zoo." Whether 
the problems depicted are worldwide, national, or local, they usually reduce to a few types 
of consequences which may be anticipated from such an enormous rate of growth. 

First, there is likel,' to be increased pressure upon food, space, and other resources, and 
also upon the social and community relationships that determine who gets what and how 
much. The result of scarcities in resources is likely to be increases in economic hardship, 
malnutrition, and perhaps death rates, too. In 1970, population densities of 1,500 to 2,000 
persons per block were very common on New York's Manhattan Island; it is hard to 
imagine the pressures that would result from a doubling of that density. 

In the second place, it is widely believed that the resource drain resulting from rapid 
population growth may frustrate efforts of new underdeveloped nations to accelerate 
economic and social development and close the gap between rich and poor nations ( see 
ftg. 1.2). IfIndia's growth rate is not reduced, her population will probably double in the 
next generation from 613 million to about 1,226 million, with no comparable growth of 
national product. Such a grim projection implies a doubling of the homelessness, the 
starvation, and the suffering already common in that country. 

Finally, the differences in rates of growth among the different areas of the world ( see 
Column 4 of end papers) will produce a redistribution of the world's population will 
probably have major implications for international politics. Europe's population, which 
accounted for an estimated 15 per cent of the world population in the year 1000, increased 
to almost 25 per cent by 1900. But 50 years later it was reduced to 16.4 per cent of the 
total, and by 1975 tl is figure was down to 11.9 per cent. Many observers are alarmed 
by prospects of accompanying cultural, political and economic declines in the West. 

These three types of consequences of population growth recur in virtually every kind 
of social and cultural setting. Rapid population growth or change puts pressures on the 
resources - including jobs, camp~g grounds, housing, and education - of the state of 
California. In New York City, too, some of the demands and expectations of residents 
for resources like space, air, and water, as well as for educational, employment, 
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residential, or recreational opportumnes, are frustrated by population turnover and 
newcomers' needs for basic amenities. And the delicate class, racial, and ethnic 
political balance of the cities of Chicago, Atlanta, Los Angeles, and for that matter 
Centerville, U.S.A., is constantly threatened by population shifts into, out of, or within 
these places. Busing conflicts, teachers' snikes, and wning controversies are well­
publicized examples. Thus, the problem of amounts and distribution of the earth's 
resources is accompanied by many other problems: poverty and want; space and clean air 
and environment; eouality of opportunity and segregation of residences, schools, and 
employment; health, "!1d access to care and treatment; and the availability (or, conversely, 
hoarding) of national goods, air and environment, health and medical care, entertainment, 
leisure, culture and all manner of resources in any of the societies of the world today. 
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Appendix 1.1 Sample student notes (by department) 

1.21 History Department 

Student A 

The French attempted to replace the customs of the Algerian Berbers with their own ideas 
& machinery of justice,which they claimed to be absolutely just & universally applicable. 
This meant the Berbers were to be eliminated, from the point of view of customs. 

Nevertheless, the Berbers, who made the Quran the basis of law & religion, saw the 
French activity as heresy. But the Berbers were not powerful enough, for the time being 
at least, to refuse efft>,ctively the French. 
In the administrative 'phere, the Berbers were not included. It was up to the white to 
rule. 

The Berbers could do nothing about what was happening. But their silence didn't mean 
acceptance of French rule. The French on the other side, took the silence for acceptance 
of their rule. 

Student B 

- In the French policy the Algerian Berbers were oppressed in times of justice. 
- The aim of France was to shape the Berbers past and make it France style of 

justice. 
- The French believe in the international significance of their justice. 
- Thus, both civil and criminal cases of the muslim Qadis were done by code of 

Napoleon. 

What was really contrary to such concept of French was the Berber Arab 
viewpoint. It is widely accepted that the Qoran is everything for Muslims. All their life 
is based on the lay, of Qoran Thus, the French idea proved unimportant relatively 
compared with this 

In tenus of politics we do not see any unity among Berbers. Administration was under 
the white colonists. They assumed Algeria as their homeland- and considered the Berbers 
as illetrate, backward & uncultured people far from French extension. There was indeed 
a master servant relation. Because of this the reaction of Berbers to French rule was their 
fate. 

Student C 

Algeria Berber injustice suffer. French original aim to replace old Berber ....... .. French 
justice was .... .... but Berber obstacle, suspend of moslim qadis by replacing it with ...... .. 
. Later native penal law ... ( the code de loi Indigenant) .. .. Berber Arabs opposition .. .. For 
muslims Quran was basis of their religion and law .. .. immulable of sacred. To violate 
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them mean to .... rt'ligion &liberty-> holy war. They held the view that the law. as 
declared by mohamr.:.,d .... In their view the French disseminating heresy. The Berbers ... 
swallowed humilation. After the Kabyile revolt of 1871 the French ... politically the 
Berbers were not taken ..... Administration remained under the control of ...... . but 
influential with the French administration through their connection .... They regarded 
Algeria as a ..... Charles de Gaulle. The Berbers were considered as .... ...... etc. 
consequently excluded... They did not qualify for .... only citizenship 
recognized .... Algerian Berbers' reaction to .... was .... Their past uprooted, their present 
miserable of their future bleak. But the eloquent silence of the masses was regarded as 
if the French tried to use as evidence that .... 

Student D 

French legal policies 

France did not let the Algerian Berbers use their own law. France had an original aim 
to do it. France belived that her justice institutions were universally applicable. France 
was also belived her justice was good every where. that meant it could replace the 
supposedly back ward Berbers law. therefore. France suspended the muslim quadis and 
replaced it by Napoleon code for both cevil and criminal cases. Later the native penal 
law was promulgate! 'lIld customary law continued to prevail in KabyJie. 

The Berbers-Arab view point did not have any similarity with this French concept. For 
Muslems Quran was the base for religion and for law. They strongly opposed the 
violation of their law. Because. to violate their law means to assail their religion and 
librity. and might result in holy war. They did not accept the French contention that the 
law had to keep pace with the changing conditions of Europe. They argued that their law 
declared by Mohammad and this law could not be changed. to a new one. Although their 
absolut weakness obliged them to accept France's code law. they thought that the French 
were people who were di sseminating heresy. 

The Berbers did not have equal partiner ship with the French. Administration remained 
under the control of the white colonists. usually hot-headed, openionated, arrogant men 
but influented with the French administration, through their connections in the world of 
business and poletics. They considered that Algeria was a mere extension of France. The 
Berbers were considered as backward, uncultured, ineducable and almost irredeemable. 
and were consequently excluded from the administration of the country. So they could 
not be qualified to the French citizenship. 
The Algerian Berbers' were reaction to the repressive policy of the French taskmasters 
was one of sullen n "ignation to their fate. Since they felt that their present mesrable 
condition would bleak their future, the Berbers hated the French rule more seriously. 

Student E 

The people of Algeria was Berbers and they were suffered in matters of justices. these 
berbers constituted one part of Algerian population. The original aim of French legal 
policies was to uproot the Berber and to replace them with French ideas and machinery 
of justice. this French ideas were absolutely just and also universally applicable. this 
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justice was beyond the question and good every where. This policies were inorder the 
Berber could the better experience the freedom and equity of the french forms. and this 
policies suspended the muslim qadis and tribunal able to introduce the code of Napoleon 
for civil and crimina! cases in the Berber. The native penal law was promulgated and 
customary law continued to prevail in the kabylie. The muslim of Algeria believed Quran 
was the basis of their religion and their law, its precepts were immutable and sacred; to 
violate them was to assail their religion and liberty and might result a holy war. The 
muslim also regarde: Ihe French were disseminating heresy. After the revolt of 1871 the 
French attempted to clean sweep of the customs and institutions of the Berbers of kabylie. 
politically the Berbers of Algeria were not taken into consideration and administrative 
power remained in the hands of the white colonists. The French regarded Algeria as a 
mere extension of France and the Berbers considered as backward and they were excluded 
from administration of the country. And they did not qualify for French citizenship. The 
muslim have no notion of political mandate of limited and contractual authority; they 
know nothing of representative regime or of the separation of powers. The Algerian 
Berbers reaction to the repressive policy of the french task masters was one of sullen 
resignation to their fate. their past was being uprooted, their present miserable and their 
future bleak. They had no love for french rule; they dispaired and disaffection began to 
see tfle among them. 

Student F 

The Algerians were suffered also in matter of justice. The French thought that any form 
of the Berbers was very back ward and obstacle for the berbers to get freedom and to be 
equal with French forms, which they thought as absolutely just and universaly aplicable. 
there fore the muslim qadi and their tribunals were suspended and the code of Napoleon 
introduced for both, ivil and criminal cases. later the native penal law (the code de loi 
de Indigent) was promulugated and customary law continued to prevail in the kabylie. 
In fact this situation might brought a Holy war. Because the muslim law based on Quran, 
that is sacread. The Berber-Arab feel that attacking Quran means attacking God or 
muhammads order. The institution the Berbers kabylie was sweep off after the revolt of 
kabylie in 1871. The french regarded Algeria as a more extension of France until the 
advent of charles de Gaulle. As the Berbers considered as backward, they were not assign 
in administration, which was given the French men who were influential and French 
administration. The Berbers were not consider as citizen. The Berbers disatisfied with 
this French policy. It change their social, pole tical and economic life. 
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1.22 Management 

Student A 

Financial planning models and simulation 

.. In most cases, the master budget is the best practical approximation to a formal modal 
of the total organization a) its objective b) its inputs and c) its out puts 
"In the future much of the interaction and interdependence of the decision will probably 
be formalized in mathamatical simulation model 
"Total models called financial planning models is (a) mathematical statements of the 
relation ships in the organization among all the operating and financial activities (b) and 
of other majorization among operating financial and (c) major internal and external factors 
that may affect deci~ "'n. 
"financial models include all the ingredients for preparing a master budget. and also used 
for long range planning decision 
"many models are constructing and working and used for budgeting, for revising budgets 
with little incremental effort and for comparing a variety of decision alternatives as they 
affect entire firm. 

Student B 

Sales forecasting 

A sales forecasting is difficult task, further, it the most important business for the 
organization. How an orgn. forecasts its sales would be the basis for the overall 
organizational performance. Even if, it demands greater skill and attention. There are 
numerous factors which could be ignored, but still very important. Among other things, 
the opinions, judgments of the line management considering all the variables including 
the other competitative marketers could sway and influence the final outcome of the 
forecast Thus managers have to delve into financial planning models and simulation so 
that they could grasp on the branches of various sales strategies. In the sales forecast to 
be somew)1at accurn e, the master budget serves as a practical device to the top mgt. 
"Total models" or financial planning models are to formalize the interaction and 
interdependence of decisions by providing all the necessary ingredients, along with the 
mathematical elements that help in preparing the master budget 

Student C 

The Difficulties of sales forecasting 

Sales forecasting is the foundation of the entire master budget. The sales forecast is 
usually prepared under the direction of the top sales executive. All of the following 
factors are important ;(l)past patterns of sales; (2) the estimates made by the sales 
force; (3) general economic and competetive conditions ;(4)specific interelationships of 
sales and economic indicators such as gross national product or industrial prodn indexes; 
(5)charges in prices; (6)market research studies; and (7)advertising and sales promotion 
plans. 
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Sales forecasting m~;;lly combines various techniques, opinions of the sales staff are 
sought. Statistical methods are often used. Correlation bin sales and economic indicators 
help make sales forecast more reliable. Pricing policies can have pronounce effects on 
sales. 

Recently, sales forecasting uses or applies statistical probabilities. Moreover, financial 
planning models and simulations have enabled managers to get quantitative grasp on the 
ramifications of various sales strategies. 

Financial planning models and simulation 

In most cases, the master budget is the best practical approximation to a formal model of 
the total organisation:its objectives, its inputs, and its outputs. If the master budget serves 
as a "total decision model" for top management, then decisions about strategies for the 
forthcoming period may be formulated and altered during the budgetary process. 

In the future, much of interaction and interdependence of the decisions will probably be 
formalized in mathematical simulation models - "total models" that are sometimes called 
financial planning mroels. These models are mathematical statements of the relation-ships 
in the organization ;_~long all the operating and fmancial activities, and of other major 
internal and external factors that amy affect decisions. 

Financial models include all the ingredients for preparing a master budget. However, they 
can also be used for long-range planning decisions. 
Models are used for budgeting, for revising budgets with little incremental efforts and for 
comparing a variety of decision alternatives as they affect the entire firm. The models 
speed the budgetary process because the sensitivity of income and cash flows to various 
decisions can be tested promptly via a simulation. These all helps management to revise 
the operation and take remedial action so that uncertainty will be dealt with expiratly. 

Student D 

The difficulties of sales forecasting 

-The sales budget is the foundation of the entire master budget. 
-The sales forecast is usually prepared under the direction of the top sales executives. The 
following factors are included under the sales forecast: 

-post patterns of sale 
-the estimate~ . made by the sales force 
-general economic & competitive conditions 
-specific interrelationships of sales and economic indicators 
-changes in prices 
-market research studies 
-advertising and sales promotion plans 

-sales forecasting usually combines various techniques. Among them 
-seeking the opinion of the sales staff 
-using of statistical methods 
-correlating sales with economic indicators to make sales forecast more 
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reliable 
-taking quantitative analysis which will provide valuable help but not outright 

answers 
-taking the opinion of line management 

-pricing policies can have pronounced effects on sales. 
-Sales forecasts can be influenced management's assessment of price 

elasticities 
-If a compa'1y cannot offer the same unit price to all customers, a detailed 

analysis of b •. 'I) units to be sold and dollar sales is need for each price 
category before a final sales forecast can be aggregated. 

-Because of the intensity of competitive pressures, the procedures of sales 
forecasting are becoming more fonnal and are being viewed more seriously. 

Financial planning models and simulation 

-The master budget is the best practical approximation to a fonnal model of the total 
organization in its : - objectives -input and outputs 
-If it serves as a "total decision model" in to p mgt, then decisions about strategies in the 
forthcoming period may be fonnulated and altered during the budgetary process. 
-In the future, much of the interaction and interdependence of the decision will probably 
be fonnalised in mathematical simulation model(financial planning model). They are 
mathematical statements of the relationships in the organ. among all the operating and 
financial activities, and of other major internal and external factors may affect decisions. 
-Financial models indude all the ingredients for preparing a master budget However, 
they can also be used for long-range planning decisions 
-many models which are constructed and working used - for budgeting - revising budgets 
with little incremental efforts - comparing a variety of decision alternatives as they affect 
the entire firm. 
-the models speed the budgetary process because the sensitivity of income and cash flows 
to various decisions can be tested promptly via a simulation. 

Student E 

The difficulties of sales forecasting 

Sales forecast is the foundation of the entire master budget. The accuracy of estimated 
production schedules and of cost to be incurred depends on the detail and accuracy in 
dollars and in unit of forecasted sales. 

Sales forecast is usually prepared under the direction of the top sales executives and the 
factors to be taken are 1. past pattern os sales 2. the estimate made by the sales force 3. 
general economic and competitive conditions 4.specific internal relationships of sales and 
economic indicators such as gross national product, or industrial production indexes 
5.change in prices 6. market research studies 7. advertising and sales production plan. 

Sales forecast usually combines various techniques such as opinion of sales force, 
statistical method, c()relation between sales and economic indicators, quantitative analysis 
by economists and the member of market research staff opinion of line management, the 
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effect of sales policy on sales and price elasticity should be taken into account in the 
analysis of sales forecast. 

Financial planning models and simulation 

In recent year the use of statistical probabilities, financial planning models and simulation 
are used for sales forecasting. Although master budget is the best practical approximation 
of formal model of the total organization its objective, its input and its outputs. In future 
the interaction and interdependence of decision will probably formalized in mathematical 
simulation model "total model" or called financial planning model. The model are 
mathematical statem. ilts relating to operating and fmancial activities and factors affecting 
decision externally and internally. 

The financial model includes master budget, long range planning, to predict the impact 
of adding new product line for future and multiple contingency plan. Models used to 
speed income and cash inflow via simulation and to compare alternative decisions. 

Student F 

The difficulties of sales forecasting 

The sales forecast is the foundation of the entire master budget The sales forecast is 
usually prepared under the direction of top sales executives. In the forecasting process 
the following factors are important I )past patterns of sales 2)estimates made by the sales 
force; 3) general economic and competetive conditions; 4) interrelationship of sales and 
economic indicators such as gross national produce and industrial production indexes; 5) 
changes in prices; 6)market research studies; and 7) advertising and sales promotion plans 

The qualitative analysis provided by economists and members of the market research staff 
provide help but ~ ,)t out right answers line management, pricing policies and 
management's assessment of price elasticities will also influence sales forecast. 
Where different customers are served a detailed analysis os both units to be sold as well 
as dollar sales is needed for each price category before the fmal sales forecast. Formal 
use os statistical probabilities, financial planning models and simulation have enabled 
managers to get quantitative grasp on the various sales strategies. 

Financial planning model and simulation 

The master budget serves as a "total decision model" for top management therefore 
decisions about strategies for the forth coming period may be formulated and altered 
during the budgetary process. 

Simulation models are mathematical statements of the relationship in the organization 
among all the operating and financial activities and also among operating financial 
activities. 

Financial models include all ingredients for preparing a master budget. In most cases 
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contingency plans are prepared rather than the single master plan more widely than before. 
Many models speed the budgetary process because the sensitivity of income and cash 
flows to various decisions can be tested promptly via simulation. Mathematical 
probabilities can be incorporated in these models, so that uncertainty can be dealt with 
explicitly rather than informally. 
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1.23 Sociology 

Student A 

The view of popula ' ;on explosion as a crisis for mankind was fIrSt heard from a few 
isolated voices in the early years after world war IT. If man does not take immediate 
control of his numbers, the world will run out of food, land, clean water, and breatheable 
air,energy, other resources. World population is currently growing at a rate of about two 
percent each year. Whether the problems depicted are world wide, national or local they 
usually reduce to a few types of consequences which may be anticipated from such an 
enormous rate of growth. 

First there is likely to be increased pressure upon food, space and other resources and also 
upon the social and community relationship that detennine, who gets what and how much. 
The result of scarcities in resources is likely to be increases in economic hardship, 
malnutrition and perhaps deathrates, too. 

In second place, it is widely believed that the resource drain resulting from rapid 
population growth may frustrate efforts of new underdeveloped notions to accelerate 
economic and social development and close the gap between rich and poor nations. 
Finally, the difference in rates of growth among the different areas of the world will 
produce a redistribution of the world's population which will probably have major 
implications for international politics. 

The problem of amounts and distribution of the earth's resources is accompanied by many 
other problems:overt and want, space and clean air and environment equality of 
opportunity and segregation of residences, schools, and employment, health, and access 
to care and treatment and the availability (or conversely, hoarding) of national goods, air 
and environment, health and medical care, entertainment, leisure, culture, and all manner 
of resources in any of the societies of the world today. 

Student B 

The fIrst picture of the population growth rate was seen by some people as a major crisis 
of mankind, after IT world war. Late it became the trouble of the masses. 
This indicate that if there is no measures against the growth of population there will be 
shortage of food. The shortage of food further control or reduce the number of population 
and for this to result it is accompanied by widespread starvation, warfare and the like. 
At present time regarding the growth rate of population which is about 2% each year 
many flourished words are thrown which mainly rests on the accusation of an extremely 
growing number of people. 

1. measure has to be taken to fIll the gap of need of food and other resources, and social 
and community relatJonship is also important so as to be able to standardize the service 
one can get With the absence of the available resources a serious danger such as death, 
malnutrition and the like. 

2.As a consequence of enormous growth of population the resources become exhausted 
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and particularly the developing countries attempt towards the social and economic 
development will be hopeless. This funher extended to the point that each problem going 
on doubling. 

3. Due to differences of growth rate among the different areas of world's population 
which will produce the redistribution of population is expected to be the major area in 
international affairs. 

In general the consequences of grow rate of population disturb the whole hopes and needs 
that man is struggling to fulfil, which are social and economic needs. 

Student C 

Before world war II there was an assumption that population growth could create problem. 
After second world war population increases at a higher rate. The view of population 
explosion stated that man must be able to control his member. If this not the case the 
basic needs of other resources will be scarce. The shortage of these resources will 
ultimately reduces man's number. To decrease the growth rate of population there must 
be also another factor such as warfare, disorganization, widespread starvation and all 
manners of suffering. 

At present the doubling time of the world population is 35 years having a growth rate of 
2%. This enormous rate of growth may have some negative consequences 

1. increasing pressure up on food, space & other resources also upon the social & 
community relationships. The result of scarcity in resources is likely is likely to be 
increases in economic hardship, malnutrition & death rates . 

2. resources drain resulting from rapid population growth may frustrate efforts of new 
underdeveloped nati, · ~IS . 

3. differential growth rate will produce a redistribution of the world's population which 
will probably have major implications for international politics. 

The problem of amounts and distribution of the earth's resources is accompanied by many 
other problems: overt & want; space & clean air & environment; equality of opportunity 
and segregation of residences, schools, and employment, health, and access and care and 
treatment, and the avail- & medical care, entertainment, leisure, culture and all manner 
of resources in any of the societies of the world today. 
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Appendix 2 Questionnaire on knowledge of the reading process and reading 
strategies (for students) 

Appendix 2.1 Questionnaire for the pilot administered at the beginning of the 
second semester of the academic year 1989/90 

FORM 

Dear Student 

The major aim of th,', study is to find ways and means of helping students learn better 
and take responsibility for their learning through improved methods of reading in English, 
Most students find their academic studies very difficult probably due to their inability to 
read well, Your honest responses to the questions below are crucial for the success of the 
study. 

PLEASE INDICATE THE LEVEL OF YOUR AGREEMENT OR DISAGREEMENT 
WIlli EACH STATEMENT BY WRITING THE APPROPRIATE NUMBER. 

1 indicates STRONG AGREEMENT, 2 indicates AGREEMENT 3 indicates NEUTRAL, 
4 DISAGREEMENT 5 STRONG DISAGREEMENT 

Name Code number 
Age Sex Section __ _ 

Mother tongue _-:-~~---:~-:-:-: 
Family background: 1 rich 2 middle 3 poor 
Location of school you carne from: 1 urban 2 rural 
Type of school: 1 ll ,'odemic 2 vocational 3 comprehensive 
Nature of school: 1 government 2 public 3 private 4 mission 

Achievement: 
ESLCE cumulative GPA: 1) 4 2) 3.4-3.8 3) 2.6-3.2 4) 2-2.4 
ESLCE English grade 1) A 2) B 3) C 4) D 5) F 

Original choice of field of study: 
1) Social Science 2) Science 3) Agriculture 4) Medicine 5) others 

Are you happy with your present placement? 1) yes 2) no 

( ) 
() 
() 
( ) 

() 
() 

() 

() 



I have now developed the habit of reading 
I. in mother tongue and lor Amharic 
2. in English 

My major purpose f\.. - reading is for 

3. entenainment 
4. study or examination 

When reading silently in English 

() 
() 

( ) 
() 

5. I am able to anticipate what will come next in the text ( ) 
6. I am able to recognise the difference between main points and 

supponing details ( ) 
7. I am able to relate information which comes next in the text to 

previous information in the text ( ) 
8. I am able to question the significance or truthfulness of what 

the author says ( ) 
9. I am able to use my prior knowledge and experience or general 

knowledge (ac~dernic, etc) to understand the content of the text I 
am reading ( ) 

10. I have a good sense of when I understand something and when I don't ( ) 

When reading acadc: ':·ic texts in English, if I do not understand something 

II. I keep on reading and hope for clarification funher on 
12. I read the problematic pan 
13. I go back to a point before the problematic pan and reread 
14. I look up unknown words in a dictionary 
15. I give up and stop reading 
16. I always depend on my teachers for help and explanation 

When reading silently in English, the things I do to read effectively are 
to focus on 

17. mentally sounding out pans of the words 
18. understanding the meaning of each word 
19. getting the overall meaning of the text 
20. being able to pronounce each whole word 
21. the grammatical structures 
22. relating the text to what I already know about the topic 
23. looking up words in the dictionary 
24. the details of ' ~e content 
25. the organisation of the text 

() 
() 
() 
( ) 
( ) 
() 

() 
() 
() 
() 
() 
() 
() 
() 
( ) 
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When reading silently a text in English, things that make the reading 
difficult are 

26. the sounds of the individual words 
27. pronunciation of the words 
28. recognizing the words 
29. the grarnrnatic:u structures 
30. the alphabet 
31. relating the text to what I already know about the topic 
32. getting the overall meaning of the text 
33. the organisatL·n of the text 
34. extracting salient points to summarize 
35. skimming for the gist of the text and scanning for specifically 

required infonnation 
36. transcoding infonnation 

I think that the best reader in English is one who has the ability to 

37. recognize words 
38. sound out words 
39. understand the overall meaning of a text 
40. use a dictionary 
41. guess at word meanings 
42. integrate the infonnation in the text with what he already knows 
43. focus on the details of the content 
44. grasp the orgaTlization of the text 

I think I can become a fluent reader in English and I can study better if 

45. the lecturer n 'Irks my assignments 
46. I improve my reading ability through better methods of reading 
47. I learn more words in English 
48. I arn given the chance to learn through discovery 
49. I gradually learn to take responsibility for my learning 

( ) 
( ) 
( ) 
( ) 
() 
() 
() 
() 
() 

() 
( ) 

() 
( ) 
() 
() 
() 
() 
( ) 
( ) 

() 
() 
( ) 
() 
() 
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Appendix 2.2 Questionnaire for the main study administered at the 
beginning of the academic year 1990/91 

FORM: 
Please indicate your responses by writing the appropriate numbers in the spaces provided. 

l. Personal information 

Name ____ --::--____ --::-l.d number ___ _ 
Age Sex.___ Section ______ _ 

Mother tongue: (write 1 for Amharic, 2 for Oromigna, 3 for Tigrigna, 4 for others, and 
5 for non-Ethiopian) ( ) 

Family background: (write 1 for rich, 2 for middle, 3 for poor) ( ) 

Location of school you finished high school: (1 for urban, 2 for rural) ( ) 

Type of school: (1 for academic, 2 for vocational, 3 for comprehensive) ( ) 

Nature of school: (1 for government, 2 for public, 3 for private, 4 for mission, 5 for 
others) ( ) 

Performance: 
ESLCE or equivalent cumulative G.P.A.: 
1) 4, 2) 3.4 - 3.8 3) 2.6 - 3.2 4) 2.0 to 2.4 ( ) 

ESLCE English language 
1) A 2) B 3) C 4) D 5) F ( ) 

Placement: 
Original choice of field of study: 

(l for social science, 2 for science, 3 for agriculture, 4 for medicine 5 for 
others) ( ) 

Are you happy with your present placement? 
(l for yes, 2 for undecided, 3 for no) ( ) 
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II. The following questions are meant to find out your knowledge of the reading 
process and your active use of the different styles and skills of reading. Please indicate 
the level of your rgreement or disagreement with each statement by writing the 
appropriate number ~;, the space provided. 

1 indicates strong agreement 
3 indicates undecided (neutral) 
5 indicates strong disagreement. 

2 indicates agreement 
4 indicates disagreement 

A. I have the ability to use the different styles of reading to suit my purpose of 
reading and I can employ the different skills of reading in 

I. My mother tongue 
2. Amharic 
3. English 

B. I think the purpose of reading is mostly for 

4. study and examination 
5. entertainment 

C. When reading s: .-''ltly in English I am able to 

6. anticipate what will come next in the text 
7. recognize the difference between main points and supporting details 
8. relate information which comes next in the text to previous 

information in the text 
9. question the significance or truthfulness of what the author says 

10. use my prior knowledge and experience or general knowledge to 
understand the content of the text I am reading 

11. say when I understand something, and when I do not 

D. When reading academic texts in English, if I do not understand 
something, I 

12. keep on reading and hope for clarification further on 
13. read the problematic part 
14. go back to a point before the problematic part and reread 

starting from there 
15. look up unknown words in a dictionary 
16. give up and Sl .'[l reading 
17. always depend on my teachers for help and explanation 

( ) 
() 
( ) 

() 
() 

() 
() 

() 
() 

( ) 
( ) 

( ) 
() 

( ) 
() 
() 
( ) 
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E. When reading silently in English, the things I do to read effectively 
are to focus on 
18. mentally sounding out parts of the words 
19. understanding the meaning of each word 
20. getting the overall meaning of the text 
21. being able to pronounce each whole word 
22. the grammatical structures 
23. relating the text to what I already know about the topic 
24. looking up w(\~ds in the dictionary 
25. the details of i_"e content 
26. the organisation of the text 

F. When reading silently a text in English, things that make the reading 
difficult are 

( ) 
( ) 
( ) 
() 
() 
() 
( ) 
() 
() 

27. the sounds of the individual words ( ) 
28. pronunciation of the words ( ) 
29. recognizing words ( ) 
30. the grammatical structures ( ) 
31. the alphabet ( ) 
32. relating the text to what I already know about the topic ( ) 
33. getting the overall meaning of the text ( ) 
34. the organization of the text ( ) 
35. extracting important points to summarize ( ) 
36. skimming for the general sense of the text and scanning for 

specifically req!lired information ( ) 
37. transcoding information ( ) 

G. I think the best rp-ader in English is the one who has the ability to 
38. recognize wor :, ( ) 
39. sound out words ( ) 
40. understanding the overall meaning of a text ( ) 
41. use a dictionary ( ) 
42. guess at word meanings ( ) 
43. integrate the information in the text with what s/he already knows ( ) 
44. focus on the details of the content ( ) 
45. grasp the organisation of the text ( ) 

H. I think I can become the best reader in English and can study better 
in English than I do now if 

46. I learn words ( ) 
47. I improve my pron unciation ( ) 
48. I am given the opportunity and the facilities to learn to read 

fluently by myself ( ) 
49. I can take the responsibility to learn to read as much as possible 

within my own limits ( ) 
50. the lecturer teaches me very well and marks my assignments regularly ( ) 
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Appendix 2.3 Questionnaire for the main study group administered at the 
end of the first semester of the 1990/91 academic year. 

NAME ...... ....... .... ........ .. .... 1.0. ........ .... . Section 

PLEASE INDICATE YOUR AGREEMENT OR DISAGREEMENT WITH THE 
FOLLOWING BY WRITING AS SHOWN BELOW. PLEASE RESPOND AS 
HONESTLY AS POSSIBLE 

Strong agreement [1), Agreement [2), Neutral [3), Disagreement [4), Strong disagreement 
[5) 

1. Most of the time T read for 
1. study or exam;, :ation [ ) 
2. entertainment [ ) 

II. When I read in English (silently) I am now able to 
3. say what will come next in the text I am reading [ ) 
4. recognize the difference between main points and supporting details [ ) 
5. relate information which comes next in the text to previous information 

in the text [ ) 
6. evaluate or judge the significance of what I read [ ) 
7. use my general knowledge to understand the text [ ) 

m. When I am reading in English silently. if I do not understand, I 
8. continue reading and hope for further clarification [ ) 
9. read the problematic part [ ) 

10. go back to a point before the problematic part and reread from there [ ) 
11. give up and stop reading [ ) 
12. always depend on my teachers for help [ ) 

IV. In order to read effectively. I focus on 
13. understanding :he meaning of each word [ ) 
14. getting the overall meaning of the text [ ) 
15. pronouncing each whole word [ ) 
16. the grammatical structures [ ) 
17. relating the text to what I know about the topic [ ) 
18. loolcing up words in the dictionary [ ) 
19. the details of the content [ ) 
20. the organisation of the text [ ) 

V. When I read in English things that make it difficult are 
21. the sounds and pronunciation of individual words [ ) 
22. recognizing words [ ) 
23. the grammatical structures [ 1 
24. relating the text to what I know about the topic [ ) 
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25. getting the overall meaning of the text 
26. the organisatiC'n of the text 
27. extracting imp'·rtant points to summarise 
28. getting the general sense of the text or specifically required 

information 
29. putting the information in the text in another form, for example, 

in an outline or a graph or table 

VI. The best reader in English is one who has the ability to 
30. recognise words 
31. pronounce words 
32. use a dictionary 
33. guess at word meanings 
34. integrate the information in the text with what he already knows 
35. focus on the details of the content 
36. grasp the organisation of the text 

VII.I can become the best reader in English if I 
37. learn many words 
38. improve my pronunciation 
39. am taught verv well 
40. learn grammal 
41. read as many times as possible 

[ ] 
[ ] 
[ ] 

[ ] 

[ ] 

[ ] 
[ ] 
[ ] 
[ ] 
[ ] 
[ ] 
[ ] 

[ ] 
[ ] 
[ ] 
[ ] 
[ ] 

==~==~===~=================================================== 

PLEASE ANSWER THE FOLLOWING ABOUT YOUR READING TIllS SEMESTER 

I. I started with the colour .. .... .. and I read ... .... cards. 
My average reading speed and working speed were ..... and ... .. respectively. 
My average comprehension and vocabulary scores were ..... and 
respectively. 

2. I am now using ..... colour and I have read .... cards. 
My average reading speed and working speed are .... and .... respectively. 
My average comprehension and vocabulary scores are .... and .... respectively. 

3. Did you enjoy the reading programme? 
Did you like the 1.:ading materials? 
The reading programme helped me in studying 

a. Freshman English 
b. my other subjects 

I would like to see 
c. more time given to reading lab 
d. more time given to discussion 
e. the same arrangement for the next semester 

yes [] no [ ] 
yes[] noll 

yes [] no [ ] 
yes[] noll 

yes[] noll 
yes [] no [ ] 
yes [] no [ ] 
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4. Can you suggest any improvement that you would like to see in the programme? 

5. Can you write below your impressions about and the advantages you got from the 
programme? 
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Appendix 2.4 Questionnaire for staff involved in the main study administered 
at the end of the main study 

September 1991 

Dear instructor 

As well know. you were involved last academic year in a study aimed at justifying 

a methodology designed to effectively promote academic reading in English. 

Could you please indicate your honest responses to the following items about the 

study. and. if need be. add your own opinions. observations and expectations 

about the study and its outcomes (regarding changes in student reading 

performance~ ·,nd reading habits and styles) vis-a-vis your knowledge about the 

teaching of and/or the learning of academic reading in English. Your responses 

will remain unanimous unless you state to the contrary. 

Thank you. 

Gebremedhin Simon 
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1. Generally speaking, did you feel that you were involved in the study? Did you take 
it as your own? Why? 

2. What aspect of the procedure interested you very much? Why? 

3. What aspect of the procedure was difficult and inconvenient to carry out? But, did you 
see its relevance to the task? 

4. To what extent have your opinions about the methodology of teaching academic 
reading in English changed now that you have participated in the study? 

5. What are the major advantages of the methodology? 

311 



6. What are the major drawbacks of the methodology? 

7. What do you think is the main emphasis of the methodology? 

8. Do you believe that this procedure narrows the alleged gap between students' 
reading ability and the acadenric reading requirements? Why? 

9. What were the general reading styles and strategies your students employed at the 
beginning of the study and towards the end of the study? How easy was it to detect 
the change, if there was any? 

IO.Did your students feel that they would succeed in passing their exanrination in English 
by using the recommended procedure in the beginning of the study? How about in the 
end? 
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II.At the initial stages, did you feel that your students were not going to pass their 
English examination if they followed the recommended procedure? Why? What did 
you feel towards the end of the study? 

I2.How did your students react to the methodology? At the beginning? in the end? 

13.How can the methodology be revised and improved to suit our educational 
objectives? 

.............. .. ...... ............................ ........ ............... ... .. . 

. ~ .... "' .. .. ~ ..... .......... .. .................................................. . 
··· · ·· · ··. · , •••• • • • • .. . . . . . . .. u •• •• •• • ••••••••••• • • • • •••••••••••• • ••••• • ••••••••• 

..... ..... _- ............ ............ .................. ......... ..... .................. . 

I4.How did therei1l1lr~ dI y= ,,,,-aentl1 (ill the control and study groups, if you had 
a pair) on the Frefikman Eng\i,1l W lA fin al examination contrast? 

••• • • • • •• , .. .. .... ... , •••••••• • • • • •• ~ • • ••••• , ••••• " •• ~ •••.• • "'-' "U<>,' " ••• ,· . .. .. . ~ ••• 

•• ••• • •• 'J' • . . .. . . -... , .•. ~ •.• , • • h ..... ",y," ,.~ .. , ........... " ... ~"~ •.• ' ., •• ~ • •••• ' . , •••••• ' ft ••• ••• 

~ ·····. ·. · . ... . • .. .. ..... ... U ••• •• • • , ...... . .. ~ ..... · ... . h • • • • • ~ . .. . . .... .... .. . 

........ .... ........................... -................. ... ................... . 

IS.Any other comments 
••• *4 .............. . ..... . ..... . . .................... .. .. ... ....... . ........... . 

................. .. .... ... ......................... ............. ... .. ........... 

....... ... ... .............. .............. " ...... " ' ~ .... .... ... ~ ........... . -.. 
•• ••••••• .. ••• ••• .. •• .. ... .. . .. . H .. ~ . ....... ..... . ... ... ............ .. .. .. .... . 

..................... .. ........................ .. ................ ............... 

.... ... ... .... ..... ................ ........ ........ .... .................. .. ..... 
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Appendix 3 Selected written responses to the questions on the approach and materials 
used in the study 

Appendix 3.1 Student reports 

Appendix 3.11 Student reports in the pilot study 

sU. 3.111 
a. this story also very interesting, because it deals with the adventure of the 
journey and the words that used to express the situation was very interesting. 

b. Like the other readings this also help me to know some words. The story also 
was interesting, so I tried to finish it in 20 minutes, also I did it. In this passage 
(reading) I focus in words additionally their usage in the reading. 

c. this reading also help me to know some words and their usage because of the 
story I read all the words which I found in the book. Moreover, the story was 
such an exiting story so that I totally able to finish it in 20 minute. 

d. I like this book which I mentioned earlier, I got some advanced vocabularies 
so I tried my best to understand them by finding in the dictionary. I also 
progressing in reading or understanding the hole sentence. 

sir. 3.112 
a. I like the materials they are very interesting. I remember the main story and the 
place or persons or things it revolves around. I focus on words and meaning to 
understand tf·-· story. When I am reading I usually look out for the general ideas 
that surface now and then. 

su.3.113 
a. I read this book in one period. It was very simple to understand. The words 
used here are all elementary. The syntax is of course straight forward no difficulty 
is there to understand. I follow up the story of the young rather than other people 
who met with him. 

b. I was retarded and read few pages. Bls I was managed to have some notes on 
the maner. As the title indicates it is the history of a country so it needs some 
consideration. I think that seems to be the factor which retarded me. But there 
is no problem in understanding the syntax, no strange words. 

c. Here is also no problem in understanding. But I can't manage to have equal 
speed with that of any other story I read before. Since this needs a serious 
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consideration r'm not successful in reading fast. But I feel some progress than 
before. 

d. I think I am progressing both in reading and understanding. No challenge up 
to now. The material is not as such a challenging one. The summary I wrote is 
a few days after I read the book which shows I recall the story. I am also eager 
to know the end. Because it is an interesting one. No strange word, grammatical 
problem faced till now. 

e. This book is level two. I faced some difficulties in understanding some 
sentences. They are somewhat grammatical, i.e., they may used by natives 
because even though I use dictionaries they can't be clear to me. No new words 
.... I tried my best but I can't finish the material in the given time. I can 
remember the story I have read. 

f. This book in level 4. But I face no problem on any of the lists above. But still 
I can't complete the book on the time given. I can't understand where my 
problem is lying. 

g. Here I hat' some problem of understanding words. Because there are many 
words which are technical. I didn't use them in my to day activity. Other than 
this there is nothing to be considered as a problem. 

str. J. il'+ 

a. Even though I am ;"terested so much on the story when I have to read the book, 
some problems are faced I" "1e that is what I have to do, and how can I 
understand the story. After a little be"t T started to remember what I have to do 
an.d remember themaii) e''liJ1ce.ptand re.ading (".tly. Generally I improved myself 
in reading and looking for the general ideas of dle book. 

b. R eally, I ha· ... e progressed in my reading ability starting hum the beginning of 
attending in the. ILS. laooralDry and alro ! <1m alwa.}s initialed. to read such 
interesting boob; am w.Jne;;j' mY1i'dfhy re'lll:Eng thl'ougil.out my life, 3I'.rl r used the 
matftllil!<;; 1itat a,\!, ;preil'iU'~ f{lf~~1jir,~ piX¥pIe in t,~ir readi.ng babit. 

str.3.115 
a. Moo'1 iiJf!he time I t~ level } OOoks a.'\d I dfdn<t ~eI: any difficulty about 
words. Bm:1" 11m. wlk» F read a book,. u'Sually my a1tention was to see words that 
had two rnea'l:trtg.. My rYSt p!"oblem was (0 read. fast. If 1 read fast, in most cases 
I lost the main poi11(5. of the book. 

b. In this book I tried to read fast and I experienced bit by bit read fast. 
Sometimes r found phrasal verbs that were difficult to understand their actual 
meaning to that of paragraph. One thing I would like to mention is that this 
reading ilt the reading room give a better interest for books. 

c . When I read a book I tried to understand the book by summarizing each 
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paragraph and give my own idea about the book. Sometime when I found difficult 
words I put on my sweet book and look on to the dictionary. 

d. Most of the time my interesting is based on the book that are written on the true 
story of popular man. . . .1 improve a lot in read the book and understanding their 
main idea. 

str.3.116 
a. If I continue my reading such fictions as Roadie and the like I will become a 
good reader. I am very fast in reading English, unless I get difficult words. I can 
remember three-fourth of what I read. When I read fiction I focus on meaning of 
the sentences and looking for general ideas. 

b. I enjoyed Illy reading very much looking for general ideas by focusing on the 
meaning of sentences. 

str.3.117 
a. I am progressing in reading. The material is very interesting. I remember most 
of the story. Words like funeral and cousin are not so clear but the rest are clear. 

b. In my reading I am progressing. The material is good and I remember most of 
the story. 

str. 3.118 
a. I liked the material very much because i) it is easy to understand the main 
points ii) it has no difficult words to understand ill) it is easy to remember iv) easy 
to read as quickly as possible and my reading ability in this material increases 
because it has no difficult words and has a good syntax. 

b. I liked the material very well. I al so got some advancements in reading 
techniques, for instance, not to give more attention on dates, places and others 
rather than tPing to memorize the whole story. 

c. I liked the material very much in that i) the story is easy to understand, to 
remember ii) it has no words which are difficult to understand. The general and 
main points of the story. ii) It has a good syntax and because of this my reading 
ability increasing very well. 

d. My reading ability increases much but not as fast as in the story "The House 
on the Hill". I liked the material very much in that it is easy to understand with 
simple words and syntax. I can remember the meaning of the whole story, its 
general ideas and main points. 

e. I liked the material because it bears a good story on Robbers. In my point of 
view I am a medium reader in speed. My focus is on places and other tricks and 
events. But I don't bother about dates and others. In order to understand the 
story, I always, after hearing or reading I will summarize my own general ideas. 
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f. I wold say my reading progresses from the above (the first book) and I liked 
the materials very much because of their gcxxl warm stories. Still I have not got 
any difficulty in reading and in vocabulary. 

g. I liked the material because the story was so simple to understand. Still I don't 
have any problem in vocabulary because I am trying to know the word from the 
sentences that are found with or with in the word, and I also made many 
advancements in reading and memorizing the story. 

h. My admiring and appreciating the material increases from time to time as I 
passed from one book to the other. Still all are easy to understand their stories. 
I think they are prepared for other grades, and the stories are attractive as you 
passed from one page to the next. 

str. 3.119 
a. Concerning words I benefit gcxxl words, phrasal verbs and .... But sometimes 
I faced a problem of word comprehension. Specially phrasal verbs. But I tried 
my best technique of knowing the meaning by contextually. 

b. Finally I appreciate this programme. Unfortunately the exam was approaching 
so I am forced to gave up by this time. But if I have a chance of learning such 
type of subject I am interested to continue. 

c. From the beginning I like it the material in such a way that it used to know our 
level in reading. That I could not finish one story within one credit hour. But in 
the future I will try to improve my reading skill. 

d. This book was a little vast than that of the first book so by adding my reading 
speed I can finish it within 1:30 hrs. This indicates that through experience I can 
read two books within one hour. 

str. 3.1110 
a. I am interested in these books and read deeply. And I did not get any problem 
in this book, and I read general ideas. 

b. The book and the history very interested and attracted for me, then read another 
fiction to push. I liked the material because I give the reason in the top of our 
comment. My focus on words, syntax, meaning, etc in order to understand the 
story, I read ~,iOking for general ideas. 

c. My evaluation of my progress in reading good. ... I read looking for the main 
ideas. 

d. My comment in this book the title of the long Tunnel. I liked the material and 
I read very slow because the book is very interesting and attractive, I focus on the 
words, syntax, meaning etc. in order to understand the story, read looking for 
general ideas. 
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str. 3.1111 
a. Like most of the books I had no difficulty in this one. And reading was 
interesting. 

str. 3.1112 
a. Since suer. materials are prepared in a shon form and a clear language I like 
them. When, read the story I mostly focus on sentence construction and about 
the general content of the story message. 

b. As I mentioned above I liked the material. Because of this from the beginning 
to the end I could develop speed of reading. I can remember most of the story. 
Mostly I focused on sentence building (syntax). Finally, I was attentively reading 
and following the general ideas of the booklet 

c. I read 90% of the pages of this material with one period. This shows that I can 
improve my speed of reading. 

str.3.1113 
It is a very good story in that the words are easily understandable but the story is 
not so much interesting. It does not attract the readers. 

str.3.1114 
a. While I was reading this story, I was not fast. It took me two periods. I tried 
to know the story by hem. Now I know its full story. Specially I lost much time 
in the exerci~: : which is found at the end of the book. Totally there was no new 
words. The Sl0ry. sentence construction and general idea was simple. 

b. The material that I read was interesting. The way I read was in a better 
condition than before. While I was reading I was looking for general ideas in 
order to understand the story. Now I remember the story. 

c. The only problem - the name of places, names are new. 

str. 3.1115 
a. This story is my first reading of the year because I was all occupied on the text 
alone. I could see a very exciting situation. I focus on everything in the story. 
looking for general ideas. 

b. I have read the stories looking for general ideas. For a moment, I could see no 
reasons for the problems I have faced through reading these shon stories. I am 
sure of I will manage myself through this problem using this a very exciting 
chance. 

str. 3.1116 
a. When I re,,':: it (Le., by reading) it took me so much time. It is not the problem 
... but in order to clearly ... understand the story I made repeaton. 

str.3.1117 
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a. In fact, I like the material and I read it in a medium speed so as to enable me 
to have the whole history and the duty of each character in my mind. Finally, I 
got the general ideas and I can remember it now and for the future. 

b. I read it as much fast as I can and try to summarize the general stories of the 
book. It is a little bit harder to remember the activities of each character. The 
book is not as interesting as I evaluated above and I cannot remember the whole 
stories in the book. 
c. The book is interesting and I read it as fast as I can. I can remember most of 
the story. When I read it and concentrate on looking g for the general ideas, I 
understood what lazy students do during examination and I take a lesson from it 

d. I read it in a medium speed so that I can understand the whole story and the 
grammatical context of different words and phrases. I like the material and I 
remember most of the story even if it is not the whole. 

str.3.111S 
a. As I understood how I read, at the beginning I read it quietly just to understand 
the story. I didn't focus on words meaning or grammar. But later on I start to 
read medium manner to enable me to focus on words meaning, grammar usage 
and the story at the same time. To put in a nutshell if I read repetitively I hope 
I will progress. But now it is not enough to evaluate myself. 

b. I have progressed in fast reading than before. I focused only on the story wlo 
vague saying, but the grammar usage couldn't understand wlo slow reading. In 
general I could understand what the story narrates. 

c. Actually, I liked the reading class. Since I started reading I have made a bit 
progress in speed. In the first time I read slowly but later a bit faster than before. 
I focused only in the contextual meaning of the words and the general idea of the 
story. 

d. I liked the material. I could also read faster and grasp the idea of the story. 
I focused on the construction of the sentences and the usage of the words. But 
this is not enough to compete myself with those Anglo mania students. That is 
the matter of background. 

str. 3.1119 
a. It is easy to read and understand. The general idea is simple .... The meaning 
of some words, even though I couldn't define I thought that I can get from the 
general idea. 

b. As it was level 4 the words were, some of them hard. They were difficult to 
understand. But anyone could understand when he read strictly and when he 
finished the story. 

str. 3.1120 
In reading this book and others I got fast reading with understanding and words 
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what I don't know before. 

str. 3.1121 
a. ... When I read the book I am amazed several times because of the many 
expressions which I faced when I read Amharic as well as English novels. The 
author of the book was very popular [Charles Dickens] with English readers, even 
in most parts of the world that is why I appreciate his grammatical expression of 
events. 

b. I understand the story of this book although I can't remember all the story in 
detail. I am really enjoyed by reading this book. It has many interesting parts 
which has some contribution to read fast and get the end. There are some 
difficulties in expression, vocabulary. In my opinion, these expressions are 
modern spoken English so from this we procure much knowledge. 

c. The story is easy to understand. There are no complex expressions or heavy 
vocabulary. It is really interesting story and can remember the most important of 
the story. n.ere is no any expressions which are not understandable. The story 
is too short ltl.d simple to finish it within one period. I thank the author of this 
book who wrote for the sake of us to improve our English capacity. 

d. Reading such kind of books for me gives two important things; these are 
knowing about that particular job, such as fishing and get improving our reading 
capacity. To be frank, it is better to read books in laboratories and study the 
textbook in our homes because the text almost gives no more additional 
knowledge in grammatical aspect except in some cases. 

str.3.1122 
a. My major concern was to know the general ideas of the story and to know how 
the grammatical rules are put in practice. 

b. Here I focused on the main points and I tried to understand the general idea of 
the story. To some extent I also tried to know the meaning of some words. 

str. 3.1123 
a. The story is so much interesting. My speed of reading is not improved very 
well. But I hwe made a gradual improvement. I think, I have got an advantage 
to solve my pi..;blem of reading from this program. I can remember the main parts 
of the story at this moment. When I read I focus on words and syntax. I read by 
looking for general ideas. 

b. The story of Chaplin is very much interesting. I have got a little progression 
in my speed of reading. I can remember the main parts of the story except most 
of the names which are mentioned there. I focus on the words and syntax. I read 
by looking for the general ideas of the story. 

str.3.1124 
a. Here also I found some difficulty in remembering the names of places and 
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persons but I solved the problem by taking down the names of places and persons. 

b. The book is interesting, moreover, it help me on speeding my reading. Here 
I found that taking down all the names of places and persons unnecessary and 
concentrate on the important ones only for my report. 
c. This book is the largest in volume of all I read. Here I found some words 
which I don't know and I tried to guess their meaning according to their usage in 
the book. 

str.3.1125 
a. I didn't enjoy the story just because I didn't understand it. I didn't understand 
the story because I was in a dilemma - whether to listen to the speaker and 
understand the story or to read the book and understand it. I was just hearing but 
not listening and I was just looking at the words but not understanding. This 
condition made me unable to retain any idea from the stories. 

b. I was able to follow the story much bener than the previous period. My 
attention was on the meaning and the idea of a sentence. I somewhat interested 
in the story because I was in a good concentration (without the disturbance of the 
reader) and I managed to understand the story. This fact helped me to retain some 
general points of the story. 

c. I enjoyed the material very much. I read this book in a better speed than the 
previous one because I leamed that I should focus on the overall idea of the story 
(After the suggestion of the teacher). This fact also helped me to retain relatively 
well. As to the vocabulary, I had no problem with any word except the difficulty 
of reading foreign names. 

d. In addition to the above progress, I also gained a slight development in speed. 
At the first pan of my reading, I read 20 pages (per period) and in the second pan 
I was managed to read 24 pages. 

e. I was in a state to appreciate the story; I read faster (30 pages); I focused on the 
general ideas of the story; I was able to tell the story that I had read better than 
before; I got some new vocabularies (including the title) 

f. I was very much interested in the story; The story is wider and somewhat 
difficult to retain; I am much interested in the succession of the events and I 
unconsciously learned to predict phenomena; I have no trouble with words. 

g. I was managed to read almost 40 pages; I was very much absorbed when I read 
(TIlls is really great progress to me than before); I could read with fixed head and 
lips since I was able to concentrate. 

str. 3.1126 
a. I appreciate the whole message of the text and liked it very much but as it is 
a linle bit longer story I fear that I might have misunderstood it. Anyway I have 
a good idea about this passage that is about its clarity and comprehensibility of the 
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grammatical construction. 

b. I liked the . naterial with no exception and hesitation. And in reading I have not 
that much proulem but as for remembrance there are many things which troubled 
me. To point the most important one: the names of places and foreigners. I 
always try to focus on meaning of the expression from the context and looking for 
the general idea of the passage. 

str. 3.1127 
a.My main problem is to read fast. I read each paragraph two time in order to 
understand the content. Still I can't get advice how I can tackle my problem. 

b. When I read the book I had met with new hard words. I took some measure 
to tackle this problems, that is estimating the meaning of the word from the 
context. 

c. The story which I have read is very interesting but it is laborious to remember 
the names of the persons in the context. Numerous persons involved in the story 
and it is difficult to memorize their names easily. 

str.3.1128 
a. I read this book being very much interested in the story. I finished reading this 
book in the first 50 minutes but for more understanding I repeated once and now 
I remember all the story. 

b. It is a very interesting story however it is wrinen in a very simple language that 
I couldn't boost any vocabulary. Moreover the story is not some what complex 
so that every body can got the idea very easily. 

str. 3.1129 
a. This book is very interesting since it is about a known town, London. Though 
the names are very difficult to remember after reading, the whole thing about 
London is very good. Some words are difficult to understand but as I progress to 
read I know their meaning without problem. 

str. 3.1130 
a. I really progress my reading ability i.e. to read fast with understanding. In this 
I like stronger these programme. I read faster than the other time and remember 
so many thin ,!s. And I focus on what the writer want to describe. In this book 
the words are so easy. Therefore the syntax is well. 

str. 3.1131 
a. It has some difficult words. But I could understand it by looking the general 
idea. By now I have been increasing my speed of reading. 

str. 3.1132 
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a. The book is very interesting and I liked it. Since it is very interesting I read 
very fast. When I am reading I focused on the construction of the sentences and 
the detail of the idea and the main point about the passage. 

sir. 3.1133 
a. I personally improve not only the speed of reading but also in understanding 
what the story is about particularly the cruxes of the story are in a position to be 
remembered because of the emphasis I give to it As much as possible I attempt 
to know the meanings from the phrases. 
b. My reading speed is, in my opinion, in progress. The story particularly the 
surprising pans are supposed to be remembered. I attempt to know the general 
ideas by following the chain like story and by understanding the intention of the 
story. From the context of the story I can guess the meaning. 

c. In general I have improved my reading ability not only in speed but also in 
understandinr. The story is interesting. I remember much particularly on the pan 
I emphasize. J guess some words to know their meaning from the context. 

sir. 3.1134 
a .... I am very fast in reading in English unless I get difficult words. I can 
remember three-fourth of what I read. When I read fiction I focus on meaning of 
the sentences and looking for general idea. 

sir. 3.1135 
a. The book was very interesting, and I think I am reading faster now 
concentrating on the general ideas of the story. 

b. Now I am reading faster in a relaxed manner and concentrating on the main 
points. I enjoyed and understood the story thoroughly. I think I will do much 
better next time. 

c. I think I am really progressing. At first I could read only 20 pages in a session 
but now I can read more than fony pages and understand and enjoy what I am 
reading. I am now concentrating on the main points of the reading. 

d. This is the lOngest of the stories I have read up to now. But I think I was able 
to understand and enjoy every chapter of it I think this is a clear indication of 
my progress in reading. As usual I am concentrating on the main points. 

str. 3.1136 
a. While I read the material given, I faced many problems. I can read fast but I 
can'l remember the story which I read thoroughly and I have a problem of 
understanding because of lack of words, syntax and meaning of the words and 
sentences. While I read I focus on the general ideas and the meaning of the 
words. 

b. Now I see the progress in my reading. If it continues I hope I might develop 
my reading and comprehension ability. But my problem still is remembering 
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capacity. After reading I can't recall the whole story I read. The other major 
problem is making repon. I had better write than made speech. When I started 
to talk, I become confused and my body starts to shake. Please it you have a 
remedy for this please give me a piece of advice. 

str. 3.1137 
a. Although I was not experienced before to read more story (fictions) this time 
onwards I was interested to read more, therefore this leads me to know more 
knowledge. Due to this reason my reading and understanding develop from day 
to day. 

str. 3.1138 
a. I can say I am speedy enough when I read books and also I like too much all 
the material which I have read, and also I remember it since the books are very 
interesting stories. But the words are very simple and I focus on all general story 
of the book or looking for general ideas. 

str. 3.1139 
a. It is a very helpful way of learning English. The story was very interesting and 
the words are not so difficult so I could understand the story easily. It helped me 
to read faster according to the cassette. 

b. I was understanding all the words while I was reading it but I couldn't write the 
story in short as clearly as it was to me; because it is very complicated to 
summarize. Any way, I have got a good improvement in my reading and 
understanding the words easily according to the story without using a dictionary. 

str. 3.1140 
a. While I was reading the material it was very interesting for its simple 
grammatical usage, simple words. This helped to understand what the story talks 
about. Sine ' the story attracts attention there was expectation what comes 
following this and so on. Even though some words are difficult from the context 
I was able to give their meaning by doing this I was able to improve reading even 
though I don't feel much. 

str. 3.1141 
a. In reading the story I get enough knowledge and reading ability I got remember 
easily the given story's and also I focus on the ability of the boy how to improve 
his life. The words are not diffIcult so much at this level also the syntax are also 
better and the meaning simple. After I listened the cassette I repeat it. Generally 
it is good to improve my language and the main points are the social behaviour 
of the human being. 

str. 3.1142 
a. The book was not used difficult words but it used only by simple words. The 
story when I read up to page 20 was very interested. 

str. 3.1143 
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a. In general, and frankly speaking, I have enjoyed this semester's English classes. 
As a foreign leamer of the English language I found very interesting and helpful 
the classes spent in the laboratory. I reacting I have concentrated mainly on the 
ideas and the main points of the story not on names of people etc. In brief, I 
think these classes should be continued and practised throughout the University 
because it is through reacting that one improves his language skills. Not only his 
vocabulary but also his grammar and so, in the long run one may find it easier to 
speak with others in proper English. 

str. 3.1144 
a. I like the reacting material; it is very interesting. I remember the main story and 
the place or persons or things it revolves around. I focus on words and meanings 
to understand. 

str. 3.1145 
a. When I reI '.1 this book, I wasn't this much interested because the same names 
are repeated now and then. I read ir in a mectium speed and took the general idea 
of the story. 

b. When I read this book, I read it very fast with understancting because it's 
written using simple words. Some of the names are new to me, however, they 
didn't create any ctifficulty in reacting since I read for general ideas. 

c. I got this programme very good because I progress my reacting ability as well 
as conceptualization of the main idea of the story. And I think this programme 
will be effec tive if it continues. 

str.3.1146 
a. I liked the materials, I can remember most of the story. I read looking for 
general ideas. 
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Appendix 3.12 Reports of students in the main study 

str.3.121 
After this PIT' .'Tarnme, I improved so many things such as I give a great attention 
to pronounce words; I use dictionary when I face a new word; I try to speak with 
my friends to improve my speech; I try to grasp some knowledge when I read any 
important book and so on. 

str. 3.122 
a. I want to suggest that there are persons who want to spend more time in the lab; 
... please can you add time to those persons? and you can improve also the 
freshman students' ability by listening comprehension from the radio and 
conversations, pronunciation system by discussing in a programmed way. 

sIr. 3.123 
a. I think this programme is very good for the improvement of our language 
studies; but we can't know the words or the new vocabularies from the text If 
we can be given a short time to pick the words up. 

b. I have got many advantages from this programme such as reading time 
improvement and how to solve problems of the passage. 

str. 3.124 
a. I would like to suggest that it should be continued in a better way by giving 
different asking ways other than the previous one. 

b. I have learnt different words and I have attained some advantages how to read 
fast as possible as I can. 

str. 3.125 
I have improved my reading speed and my tactic in answering the comprehension 
and also my vocabulary. 

str. 3.126 
I am improve our skill development of how to read the passage; how to find the 
meaning in the passage and how can read the passage in a short time and 
unders tand and so on. 

str. 3.127 
a. I improved my reading skill. 
b. I made myself rich in vocabulary. 
c. I practised ":nowing the meaning of words in their context rather than referring 
in the dictionary. 
d. I know doing questions with certain limited time. 

str. 3.128 
It is very important for us to develop our reading skill within a short period of 
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time and also it is helpful for further study to complete the passage in a short 
time. 

str.3.129 
a. I am improving so many important clues in this programme such as the 
slowness of reading the comprehension part of the passage; Likewise I am 
improving the way of doing the questions and interpretation of the words. 

b. As to my understanding this programme is very important because I feel the 
wholeness ... of expression and how I use word translation and also I am 
improving .. doing the vocabulary and comprehension questions. So, ... I am 
successful in my participation of this programme. 

str.3.1210 
The programme helps me to facilitate my reading speed. With the help of this 
programme, I am able to read the passage within a short period of time not only 
in English but also for other subjects. 

str.3.1211 
I get many advantage from the programme. Before this reading comprehension 
programme, I did not like reading comprehension specially in the exams of my 
previous classes and I did the comprehension questions by guessing but now I am 
interesting to read any English comprehension and text books and in addition I 
improves my reading speed. 

str. 3.1212 
a. I improve my reading abiliry. 
b. I know so many words which are useful in my future reading passage. 

str. 3.1213 
Before this programme r hate comprehension. Now r like and know many words 
from the vocabulary part and also r improve speed of reading comprehension; so 
I like the programme. 

str. 3.1214 
a. If we had time to revise what we read, we would leam more from our mistakes. 
If possible try to arrange possible time to recheck what we did. 

b. I have got many advantages from this programme. Some of these are how to 
use time on examination; how words could be used in texts and how the meaning 
varied according to its usage. 

str. 3.1215 
The passages are so interesting and the way they ask questions both the above 
mentioned impressed me. 
It helps me by improving my vocabulary skills, in an overworked phrases and 
passage understanding. 
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str. 3.1216 
a. When I was given the cards and the answer key I read the cards flrst and try to 
answer without seeing the answer key. After that I made correction in my work 
sheet .... But when I went in my home and want to study, I will not get the 
question since it was not given to take to our home. 

b. Before I started this reading programme in the laboratory, I was poor in reading 
comprehension but now I become progressed in this course and I gain advantage 
by practising every day. But why I want to leave for the next semester as I 
indicated in no. 3e (above) is that when I learn here in the laboratory the normal 
class i.e., the Freshman English course is retarded and I fear, the exam since the 
exam comprises mostly from that book and that book which is prepared for 
Freshman English course needs an assistant and takes time, I supposed that I 
lagged behind the other students in that case. 

str.3.1217 
Advantage I .i.ot from the programme is mainly realization of my poor reading 
skill and also I tried to improve it. 

str. 3.1218 
I have leamed many new words and improved my grammar. 

str. 3.1219 
a. I would like to see in the programme to write the essays and short stories that 
are at the end of the cards. Writing essays is one of the most important methods 
to improve the linguistic ability. 

b. I have got many advantages from the programme to improve my reading and 
to speed up my reading, working exercise. . .. I will try to do more for the next 
time in school and out of school. 

str. 3.1220 
What I would like to suggest is that if there could be a programme that can be 
arranged for us for our better improvements in grammar because we think we 
know ... but I think we're far beyond that. 

str. 3.1221 
a. It will be good if much of our time is not limited to it. It will be better if we 
have also some more time for the Freshman English exercise book. 

b. Of course, I have got some advantages of reading fast in a few minutes and 
getting the meaning of words. 

str. 3.1222 
In my opinion it is a good way of learning and it helps me to understand English 
easily and it participate me more. 

str. 3.1223 
I get from the programme, improving my vocabulary and comprehension and 
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improving reading speed. 

str. 3.1224 
I got the ad" :ntage from my reading some vocabulary and the method how to 
grasp passage. In addition to that ... the use the grammatical and structural words. 

str. 3.1225 
a. the grammar and usage parts necessary. 
b. phrasal verbs is necessary 

c. more than 25 words each day. 

str. 3.1226 
It will be good if much of our time is not limited to it. It will be better if we also 
some more time for the Freshman English book. 

str. 3.1227 
I like the programme if it were once a week and allot more time on Freshman 
book of English 101B for next semester. 

str. 3.1228 
-It is necessary to add the structure and usage of English 
-It is necessary and phrases, phrasal verbs and so on in the programme. 

str. 3.1229 
I got the experience of writing and reading speed and also knowing of general 
notion of the cards at once. Also I know various verbs and words as well. 

str. 3.1230 
a. Though it is an enjoyable programme from the many points of view it would 
be advisable if some changes are made; for instance, the time is too short to do 
all the questions; we start doing the lab after a considerable time is wasted. 

b. It is an interesting programme that needs encouragement. It enables me to 
grasp as many words as I can; besides that, it is of great significance as to the 
improvement of the time needed. 

str. 3.1231 
Of course, the lab work was good and I can say that it had helped me in 
understanding things by relating ideas. But the discussion period was not as such 
good. At the beginning when its groupings were arranged according to their 
colour, according to their skill level it was good. But later the groups were 
arranged in rnll no. alphabetically. But generally the programme was good. 

str.3.1232 
Actually, the programme is so interesting and helpful as we show a progress in our 
work, specially reading ability (speed) and vocabulary part. In addition to that if 
we do the composition part "write your story" we can improve our basic problem 
of composition. 
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str. 3.1233 
The programme has helped me examine my ability and correct my weak parts 
especially it has helped me to improve my reading speed and comprehension. I 
have also added a lot of words to my stock of vocabulary. 

str. 3.1234 
Because of my studying in this programme some important parts from the FLEn 
became clear, so it is advantageous for us. 

str. 3.1235 
The time devoted to lab must be decreased and more time must be employed in 
discussion. 
I got the advantages of improving my reading practice and I know many new 
words and the experience of doing comprehension exercises. 

str. 3.1236 
It helped me to improve my skill of comprehension and vocabulary and to study 
other subjects. 

str. 3.1237 
I have improved my English: how to read and understand certain passages and 
how to answer questions that follow passages, etc. 

str. 3.1238 
I want to see more time to discussion. 

str.3.1239 
.. . It helped me to read faster. It also helped me to keep my attention on what I 
was reading ~ -, that I could understand better. It helped me to increase my reading 
thinking skill and helped me to improve my knowledge of word meaning and my 
ability to master new words. 

str. 3.1240 
a. I suggest that more time be given for the reading programme and constant help 
from the instructors. 
b. I got many advantages from the reading programmes. In addition to improving 
my reading ability. In the process of reading I got so many general knowledge 
from the passages. 

str. 3.1241 
From the programme I got many advantages. I improved my reading habit, I 
experienced doing exams, understanding comprehension questions and so on. 

str. 3.1242 
... we had better have more discussion periods on the Freshman text books to have 
a better understanding of language and better pronunciation as well . 
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str. 3.1243 
a. It is better if students who belong to the same power builder are grouped 
together to avoid the problem of distribution of cards. It is also better if students 
have time to take down important words. 
b. The programme helped m a lot in my examinations and improving my 
vocabulary. 

str. 3.1244 
a. In my opinion some group leaders are either careless or have no ability to co­
ordinate the group and motivate it; therefore it is better if our instructor controls 
how the discussion is going on. 
b. This programme is advantageous in that I can acquire knowledge about many 
things outside the course in Freshman book and I hope I will get this chance in 
second semester. 

str. 3.1245 
As to me I am very delighted with this programme. And I am able to improve my 
comprehension and vocabulary standard. 

str. 3.1246 
The very good thing I got from this programme is I can say it is immeasurable. 
I developed my knowledge of vocabulary. spelling and reading speed. Therefore 
I would like to have this programme next semester. 

str. 3.1247 
I got many advantages from the programme. Some of them are I) I improved my 
ability of answering comprehension questions; 2) I improved my understanding of 
the meaning of words contextually 3) I know the meaning of many words. 

str. 3.1248 
The programme was nice but it interrupts my study by making me busy. 

str. 3.1249 
I get much more advantage from the prograrnrne like improvement of fast reading 
and the unde: , landing of the main idea in a short time. 

str. 3.1250 
The programme helped me to read better and to increase reading speed: how to 
grasp the main idea from the reading article and sequence of action. The answers 
card helps me to learn much better from mistakes. 

str. 3.1251 
I have got much from the prograrnrne. Before the beginning of the programme I 
was poor in my reading as well as on my understanding of English language. But 
now I am able to read and understand better. 

str. 3.1252 
The programme helped me to improve my reading speed and my ability in 
increasing the understanding of what I read. 
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str. 3.1253 
I got some advantages from the lab specially on how I could answer questions that 
are (derived) [:urn a passage. 

str.3.1254 
The reading materials had done a lot in my reading improvement and 
understanding. In my opinion, it has not any limitation and I would like to 
continue this way. 

str. 3.1255 
This programme is very important and interesting to me not only in my Freshman 
English but also to study other subjects and this programme helps me to improve 
my standard of English. It is better to have the same programme for next 
semester. 

str.3.1256 
It is really good and I can say I have improved my skills in vocabulary, 
comprehension questions and also my rate in understanding the general concept 
of the passage. 

str.3.1257 
To be truthful, I have not observed a weak point on the programme. It is very 
interesting and I agree if it continues as it is. 
I have really improved my vocabulary capacity and it has also enabled me to 
understand the statements that I read in a better way. 

str. 3.1258 
a. Most of the questions are related, that is, the types of the questions in the cards 
are the same and we use the same method always, which will make this 
programme a little bit boring sometimes. 
b. I appreciate this programme very much because it helps me to improve my 
vocabulary, reading time and the time and method of doing the exercise. 

str.3.1259 
I have improved my speed of reading and partly my skill of grasping word 
meaning. It gives a better understanding of sentences (grammar). 

str.3.1260 
Of course, I ;:ot a great improvement in doing comprehension and understanding 
the passage by reading once. And at the same time I lost the words which I must 
know from the text book. Because I am not interested (used to?) to study before 
the teacher discussed it. 

str. 3.1261 
The reading programme has given me the opportunity of developing my reading 
rate, comprehending level and vocabulary. 
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str.3.1262 
a . ... The programme we are using is good in general but regarding the discussion 
programme it has to be changed in such a way that we can cover the text as early 
as possible and I beg you to explain us some structures the same to what you did 
last week. 
b. The advantage I have got from the programme is really very much and for that 
matter I have enjoyed it. To mention some of the advantages I have got: 
improving reading skill, developing vocabulary, speed of reading, and of course 
some imporu (It experiences from the stories of the passages. I wish we proceed 
in this way. 

str. 3.1263 
The reading lab has contributed a substantial to me in my vocabulary and 
comprehension. It has also helped me to see things in different ways in 
comprehension questions besides, the idiomatic expressions of words in some of 
the exercise cards are which I most appreciate - a thousand thanks for who 
planned this to young freshman students of this campus. 

str. 3.1264 
From this programme I have got many advantages, that is, I improve my reading 
speed and conscious understanding. So it is helpful for me. 

str. 3.1265 
It helps us to improve our speed in using the examination in time allowed and we 
know some new words. 

str. 3.1266 
a. I think m Ht of the students, including myself, do not understand the real 
purpose of the programme. Then if it is declared the purpose of the programme 
to the students, we may take the programme seriously. 
b. I think I got some vocabulary and know some stories of the world. And I think 
I improve my reading and working speed above all. 

str.3.1267 
I haven't taught well in discussion period please change the programme of learn 
with teacher help as in the beginning of the semester. 

str.3.1268 
Now I became a good speedy reader and also I have got also knowledge the way 
how to read and comprehend the passage. 

str.3.1269 
a. On my behalf I appreciate those who conduct this program. But since most of 
us do not have good background in English in our high school study, it is 
sometimes difficult to understand foreign compositions (stories written by 
foreigners) . So it is good for those of us who have faced the same problem as I 
do to have a -!omestic composition. 
b. Even if this programme has been conducted for a short period of time I have 
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gained the following advantages: 1) I have improved my speed of reading and 
doing comprehension questions. 2) I have learnt many new words 3) It also helps 
me in improving my writing. 

str.3.1270 
Among the advantages I have got from the programme the basic one is the 
concentration case. Before I start this programme I have a very great problem in 
concentrate on the basic ideas of the reading material but now I have shown a 
considerable improvement in this problem. 

str. 3.1271 
I got several advantages from the programme. First of all it helped me to improve 
my skill of faster reading and how I can read with full attention. The SQ3R 
points in the booklet helped me how can I get the overall meaning of the text and 
how can I C0 lcentrate on the details of the content. 

str. 3.1272 
The main advantage I have got from the programme is how to improve my 
reading skills. I have known how faster I have to read to do a certain passage, 
how to adjust my time (speed?) of reading with the time given. 

str. 3.1273 
... it helps me to read quickly and to improve my ability to do comprehension and 
I get new words from it which are important for my day to day life. 

str. 3.1274 
I arn really enjoying as well as learning much from this learning approach. I have 
also improved my comprehension ability. 

str. 3.1275 
The program was unique by its nature. I did it with full confidence and freedom. 
I improved my reading. I came to analyze how to guess at word meanings 
without referring the dictionary. Although no such freedom on examination thanks 
to the progra-:-.mers success is with me. 

str. 3.1276 
1) I improved in reading speed. 2) I knew how to allocate time. 3) I learned 
many words and different styles. 4) I learned how to evaluate my results. 
Generally, I gained so many things from the programme. I enjoyed it very much. 

str. 3.1277 
In fact I develop my vocabulary knowledge but on the other hand it has no any 
connection with the text (Freshman English text book?) 

str. 3.1279 
Since I have read many different cards based on different ideas, now I am 
interested in reading many books written in English on different topics. Before 
I started this lab work I do not want so much to read history books, literature 
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written in English but after this work I am interested. 

sIr. 3.1280 
a. If it is possible the reading material content needs some arrangements; that 
means the passage part is not related to our daily life, the culture, history or other 
activities which we can face in our daily life; therefore please, try to prepare the 
reading materials in relation to our country. 
b. Through the reading materials I got some of the vocabularies in my Freshman 
programme and the habits of other countries manners, language relations, etc. 

str.3.1281 
I have gained a lot of knowledge from the passages I have read and this has 
enabled me to acquire new vocabularies. It has enabled me to have a profound 
knowledge about grammar and structure. 

str.3.1282 
I would like to suggest our programme is very nice but for our exam do not help 
because these laboratory would help us for other knowledge to grow our read 
tendency. 

str.3.1283 
a. As many of grasped a great deal of knowledge especially reading fast and 
confronting various vocabulary items I would like to appreciate this programme. 
Moreover, my opinion is that if the students are exposed to debate and open 
discussion, they would improve (their ability in?) the language. 
b. I have broadened my lexical range from this programme; in addition to this, 
reading fast and relating what I read from general or previous knowledge is what 
I gained from this programme. 

sIr. 3.1284 
The advantage I got from the programme is that I know new words but I haven't 
srudied the Freshman text book. 

str.3.1285 
The mere (?) exposure to successive passage reading comprehension has reduced 
the uncomfortable feelings that I used to have during comprehension work in 
acrual exams. 

str.3.1286 
a. In my opinion, to improve the programme, the instructor should evaluate the 
srudents day ~ " day activity. If the srudent work is high, the instructor should 
encourage him/her. If the student task is low, the instructor should help him/her 
in what way the problem could be solved. 
b. It is the flrst time that this kind of programme encountered me. So I am very 
much impressed. The advantage I got from the programme is that I have 
experienced how to read and the speed I take from the passage. And in addition 
to this, I have got some improvement on the vocabulary part. 
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str. 3.1287 
The advantage that I got from this program: I have experienced how to read. 

str. 3.1288 
a.l) Now I know more words than before. 2) I developed reading books with 
concentration. 3) I can differentiate the main information from the passage 
immediately. 4) I improved my speed. 5) I know interesting history from the 
passages whi, h I read. 6) I also know how questions are derived from the passage. 
b .... before students begin to work such a lab work if the instructor gives them 
some reading techniques I am sure they can improve their grasping things ability 
more than expected. 

str. 3.1288 
I suggest that for the future it is better to learn each day by the teacher rather than 
discussing one other among the class students. Therefore, the teacher should 
attribute to some extent participate in the class. 

str. 3.1289 
1) I know how to go over passages in order to answer the comprehension 
questions having applied the SQ3R method. 2) Of second importance it helped 
me in developing my vocabulary. These are not all. The promise (hope?) I write 
for myself at the end of the lab programme which has a great importance for me, 
made me confident in writing my feeling. In addition it has helped me much in 
giving me the method of timing myself. 

str. 3.1290 
a. In fact, it . r, a very good and interesting programme. We were spending the 
time almost on reading. I and almost all the students who were attending this 
programme got a very great advantage on reading skill; but if we now continue 
with listening (more time for listening) we'll be good at both reading and listening. 
b. Of course, I have got many advantages from this programme. First of all, I 
improved my reading speed and the power of my understanding the meaning of 
words (vocabulary part). It also helps me to understand the general sense of the 
text, magazine and newspaper immediately. Moreover, I have shown much 
improvement on my examinations. 

str. 3.1291 
Even though the programme is advantageous, it is better to have the same time 
arrangement with that of discussion. Otherwise, we cannot ftnish (go through) the 
text book. And, as the examination comprises all parts of the text, we may not 
succeed in it unless we go through the text book. 

str.3.1292 
a. After all this time of participating in this programme I still do not notice the 
signiftcant change I made. I suggest that it will be advantageous if you infonn us 
about our de- dopments and advise us to make a greater progress. 
b. I've read interesting things and found new words. 
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str. 3.1293 
There are many advantages. Among them one of the most important is from the 
laboratory class which I got the use of time (meaning), speed increase: in a short 
period of time how to work more and more questions and how to use or to know 
the meaning of the words. From the discussion class, it is mostly focused on 
Freshman English and how to use pronunciation, preposition, structure and usage 
and so on. 
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Appendix 3.2 SUljj , "ports at the end oj the main study 

Instructor 3.21 

1. Yes, I was involved in the study. Yes, I took it as my own because I was 
convinced that my students were benefitting a lot from the experimental study. 

2. The procedure that each student was made to depend on his own ability and 
things on his own interest and speed of work interested me very much. 

3. It was difficult for the students to time their reading speed in the reading chart, 
but it was necessary to evaluate the improvement of their reading speed. 

4. I believe it has quite a lot since my participation in the study. 

5. 1) It gives each leamer to pace according to his speed and ability. 
2) It gives the student a chance to evaluate and improve his comprehension, 

vocabulary, etc. 

6. The attitude of the students towards an independent individual work was a son 
of a drawback at the beginning because the students were used to the lecture 
method in their previous lessons. 

7. The emphasis of the methodology was on self-discovery and independent work. 
I think it is the best method for teaching reading because it gives students the 
chance to leam things by themselves. It helps individuals to develop interest. 

8. Yes, it narrows the alleged gap between students' reading ability and the 
academic retjul1"mCfil, bp.cause it helps students to develop their 
comprehension e.asjJy; increases thc ,;ze of their vocabulary and equips them with 
l:>e.t!cr u:.chniql!es of re·wlig. 

9. At the il<~gil1n.ing tile students were counti!lg words i.n isolation rather than 
reading them in ~e-.n~ .gr{)Up~. They di not };now how .to skim over a reading 
par;;;.,.g.e Uli l !:t:e'"J,,:t ~b~! m:ces!;a;:y info '·ml'lll0n.. They rather rearl all the words and 
remer>Cei l''tli:>IJy W£/OOlli. ,I1l:1lci!\g any d~=imi~n baJled on their 
importance. 

ro. No, they were rather wom<>.d that they were going to fail. In fact, they were 
reluctant at the begillning to continue with the procedure. But after a few weeks, 
they became enthusiasts with the procedure and finally scored remarkable grades. 

11. No doubt, I had some fear whether my students were going to pass the 
examination at the beginning, but after some time it became clear to me that they 
were going to pass the examination. 

12. At the beginning the students didn't believe at all that they were going to 
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benefit anything out of the experiment but at the end, they were happy to see that 
they were benefiting a lot from the study. 

13. Well, it would be difficult to adopt this methodology without preparing 
relevant as well as adequate reading materials that students can work out 
independently. It is al so important to convince individual instructors that this 
methodology 's a very effective way of teaching language. 

14. The results of the students who were in the study group were extremely higher 
than those who were in the control group. 

15. I believe, it would be useful if a seminar can be organized to brief our 
teaching staff about the usefulness of the methodology applied during the study. 
The participant instructors can take part in the discussion. This could lead to the 
application of the methodology in the Department eventually. 

Instructor 3.22 

1. Yes, I did feel involved and took it as my own because I was eager to know the 
result. 

2. The idea of inculcating individual responsibility on the part of the students as 
well as the o:portunity given for extensive reading interested me more. 

3. I think the timing was a bit short and inconvenient. Well, it had to fit into the 
unit timing (schedule). 

4. Not much though, owing to the shortage of the study period. 

5. a) more exposure to reading materials (extensive reading) 
b) more exercise in comprehension and speed. 
c) consideration of individual ability (background) 

6. 1) time constraint 
2) genuine co-operation on the part of tutors as well as co-ordinators 

7. I think the main emphasis is on self-discipline on the part of the learner; 
extensive reading based on well graded materials. 

8. I do believe because students are given extra advantage. 

9. At the beginning most of them were very slow but towards the end of the study 
they managed to read faster with improved comprehension. 
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10. This is difficult to detennine. 

II . Honestly, I was a bit scared initially but as we proceeded I felt more confident. 

12. At the beginning some were obviously worried but in the end most of them 
seemed to like it. 

13. (no response) 

14. If my memory serves me correct the results of the study group proved to be 
more clustered and even better than the control group. 

15. (no respo ,se) 

Instructor 3.23 

1. Yes, I did. I was very much interested in the effect that the study would 
produce. 

2. I was interested particularly in the fact that each member of the study group 
worked on their own, individually. The procedure catered for individual 
differences which is usually a difficult thing to put into practice. 

3. One difficulty was that the participants did not have time to share their 
experiences of the lab when they went to their usual classroom. This could have 
helped them to develop more interest and to feel more responsible for the lab 
work. 

4. A lot. It seems to me that what our students at university need very much is 
the exposure to a variety of reading materials and skills like in the study. 

5. a)Students worked on their own and progressed at their own pace. (b) Students 
had the opportunity to see and evaluate their own progress. (c) They were 
exposed to a variety of skills which they certainly need for their academic 
reading. 

6. One point in this regard is that the study should have continued for a longer 
period of time to see the effect of the methodology clearly. 

7. I think the main emphasis of the methodology is to develop students reading 
skills. I feel that this is a very useful methodology particularly for our university 
students who are mostly engaged in reading for academic purposes. 

8. Yes, I do because reading is a skill that is developed through reading and 
exposure to a variety of exercises as in the study. This, I think, will help them 
in tackling any reading task. 
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9. Generally, when students read, they struggle with language bits, mainly 
vocabulary items rather than getting the ideas in the parts or the whole of the text 
which they read. It is difficult to say whether there was a significant change or 
not in such a short period. 

10. It is difficult to say what they felt at the early stages of the study although 
there was no lack of interest in the lab work throughout the semester. Of course, 
there was also the one-hour class work which raised their confidence about passing 
their examination. 

11. I never felt that they would not pass their exam because I felt they would 
really benefit from the procedure, which I think is much better than the practice 
we are following. 

12. Almost all of them liked it and their interests in the study went on developing 
throughout the semester. 

13. It is a bit premature to suggest revisions and improvements at that stage. 

14. This is difficult to say as I don't have any control group in the regular 
programme. But there was a marked difference compared with my extension 
groups, the study group being better achievers. 

IS. As I have pointed out, the methodology has much to offer for our students. 
Only ways of integrating it into the existing system should be sought. 

Instructor 3.24 

1. I did feel that I was involved in the study and took it as my own because being 
involved in this new activity made me feel that I will be capable to supervise the 
experiment. 

2. Greater responsibility fell on the students themselves and I enjoyed checking 
their work periodically to see whether they had progressed. 

3. Some stud:nts were unable to go through the exercises allotted for the given 
period, and therefore failed to draw the graphs which are however very important 
as they allow them to see how much they had progressed. 

4. Now, that I have participated in this study conducted on reading, I feel that 
reading is very essential in teaching English. Through reading we can at the 
same time teach vocabulary, grammar and writing. 

5. It has helped to develop self-reliance in the students, given them the opportunity 
to build up their vocabulary and their writing ability. 
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6. The methodology helps to develop the writing and reading skills. The listening 
part had been left out due to certain difficulties. The reading cards contain texts 
from works of some well-known writers, mostly British, American or European. 
There was nothing included from African literature. 

7. The main 'mphasis is supposed to be on reading, writing and listening skills, 
but we have to be aware that speaking is also an important aspect. I do subscribe 
to the methodology. 

8. Yes, it does. This is because the purpose of English courses is to enable 
students to read and understand the texts they will be required to read for the 
different courses at university. 

9. The less experienced students had to read each and every line of texts but those 
who had previous experience in reading were skimming through the text and were 
able to fmish the work on time. 

10. At the beginning, there was some doubt in most of them, but in the end the 
majority enjoyed the work. I even noticed that many regretted that they were not 
able to continue with the experiment during semester 2. 

II. I had no such feeling at the initial stage because I was well aware that the 
present Freshman English text is not adequate as it centres on teaching 
grammar structures outside a context which would have made it mor meaningful. 
In the end, I ,iso felt that the study was very useful. 

12. The majority had great enthusiasm because they were going to do something 
different. Few of them were hostile till the end of the study because they felt they 
were going to fail. 

13. The same methodology could be used to meet our objectives provided there 
is careful selection of materials related to the students cultural exposure and 
educational needs. 

14. Unfortunately, I had no control group and am unable to contrast them. 
However, I could notice gradual improvement in the writing skills of the study 
group I had. 

IS. After the experience I had with this experiment on reading it makes me feel 
almost ashamed to have to teach a Freshman English text which does not 
contribute anything to the students' reading, writing and speaking skills. 
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Appendix 4 Reading Comprehension Tests (taken from University of Cambridge 
Local Examinations Syndicate First Certificate in English) 

Appendix 4.1 Reading Comprehension Test 1 

In this section you will find after each of the passages a nwnber of questions or 
unfinished statements about the passage, each with four suggested answers or ways of 
finishing. You must choose the one which you think fits best. Give one answer only to 
each question. Read each passage through before choosing your answers. 

FIRST PASSAGE 

Having escaped from the boat unseen, I swam feebly towards the shore. I could see I was 
not going to reach the sandy beach. The current was taking me to the left hand side of 
the bay, where there were trees with rocks below them. 

I was beginning to think I would never get there when I suddenly realised that I could no 
longer see for miles along the coast. I had at last got within the arms of the bay. When 
I looked back I couldn't see the boat. 

There was a strip of concrete set into the rocks ahead of me at the water's edge as an aid 
to bathers. I managed to reach it. It was a flat step, set only inches above the water. 
There was nothing to get a grip on. Just a step. I put one hand flat on it and, with an 
effort, got up onto it on my stomach. My heart was beating hard with effort and fear in 
equal measures. Desperation took me to hands and knees and set me crawling up the 
rocks to find shelter. 

I managed to climb up about six feet of loose rocks and found a slight hollow, half full 
of water. I rolled into it and lay there breathing hard, hopelessly exhausted. It was then 
that I heard the sound of a boat engine, growing steadily louder. 

They must have seen me climbing out of the sea, I thought. Yet if I'd stayed at the 
water's edge they would have found me just as surely. The boat approached. I kept my 
head down. They were going to have to corne and get me, and if I could raise enough 
breath, I would shout until some of the people on the beach took notice, except that they 
were far enough away to think it was all a game. 

The engine died suddenly and silence fell. 
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26. What was the man hoping to do when he escaped from the boat? 

A. get to the beach 
B. swim across the bay 
C. gain the shelter of the trees 
D. let the current carry him out of sight 

27. When the man realised he could not see as much of the coast as before, he 
knew that 

A. he was beginning to lose consciousness. 
B. the boat was a long way off. 
C. he was nearer the shore than he had imagined. 
D. he must have been swimming in the wrong direction. 

28 . It was difficult for the man to get out of the sea because 

A. the steps up the rock were broken. 
B. he was too frightened to act calmly. 
C. there was nothing to hold on to. 
D . there were sharp rocks beneath the surface. 

29. Why did he roll into the hollow? 

A. He didn't want to be seen by people on the beach. 
B. He was afraid of the people in the boat. 
C. He wanted to get clear of the loose rocks. 
D. It contained water which he could drink. 

30. When the man heard a boat approaching, he thought that 

A. he should have stayed in the sea. 
B. he had hidden just in time. 
C. it would be difficult for anyone to reach him. 
D. he would probably soon be found. 

31. As he waited in his hiding-place, the man was worried that 
A. his shouts would not be heard from the beach. 
B. anyone hearing him would not understand properly. 
C. he was too far away to be seen from the beach. 
D. he would be too exhausted to show anyone where he was. 
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SECOND PASSAGE 

When the British expedition of which I was a member climbed Everest by the difficult 
route up the South-West Face of the mountain in 1975, we discovered the advantages and 
disadvantages of several different methods of camp cooking. There seems little doubt that 
as a general recommendation kerosene* stoves are by far the most reliable and economical 
heat source when the group is a large one and we used a variety of large domestic stoves 
up to Camp 2, just below the South-West Face. The main drawback of these stoves, 
however, apart from weight, is that locally available kerosene invariably has dirt in it 
We had arranged before we left to take over 200 gallons of specially filtered kerosene 
from this country and we used only this above Base Camp where stoves which do not 
work properly are far harder to deal with. Additional local kerosene had to be used at the 
Base Camp but then only after filtering, in theory anyway, by the Sherpa cooks. 

On the South-West Face itself during the climb, we used gas stoves supplied with butane" 
gas in throwaway containers, as this is easily the most efficient way of carrying fuel on 
the mountain. The cleanliness of the fuel together with the fact that it was easy to light 
and that it produced no poisonous gases when burning, all important in a small tent, made 
this choice the only possible one. However, these stoves have one serious disadvantage. 
The butane gas fuel which they use is affected by extreme cold it becomes liquid at _5°C, 
a degree of cold which is quite common on Everest. Propane*, which is usually stored 
under pressure, is a much better gas to use when it is extremely cold, but unfortunately 
British regulations do not allow high pressure fuels to be sold in the lightweight 
throwaway containers we required. Luckily we were able to buy 500 cylinders of a flfty­
fifty propane-butane mix from the French team in the Himalayas and we used this with 
great success on the South-West Face of Everest. 

'kerosene, butane and propane are all types of fue l 
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32. What fuel did the British team use at Base Camp? 

A. imported kerosene 
B. local kerosene 
C. butane 
D. propane 

33. In what way was the fuel the British team used between Base Camp and Camp 
2 different from that which they had used at Base Camp? 

A. I was cleaner. 
B. It was lighter. 
C. It was filtered by the cooks. 
D. It gave out more heat 

34. The British team used gas stoves on the South-West Face of the mountain because 

A. the stoves were designed especially for climbers. 
B. the gas containers were easy to carry. 
C. the stoves were easy to clean. 
D. the containers did not take up much room. 

35 . The only problem with butane gas stoves is that 

A. they give off gases which are harmful in a tent. 
B. you cannot always get this gas in throwaway containers. 
C. they will not work if they get damp. 
D. they will not work if the weather is very cold. 

36. The British team bought some containers of propane and butane gas from the 
French team because 

A. they could not buy propane gas in Britain. 
B. the French containers were lighter than the British ones. 
C. the French team had more fue l than they needed. 
D. they found that they hadn't brought enough fuel with them. 
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AMERICA FOR OVERSEAS VISITORS 

Getting Around 

By Air 
Visitors to the USA can take advantage of reduced airfares by booking a VISIT USA (VUSA) air­
passes. These passes are available on most routes. 

UNLIMITED VUSA AIR PASSES 
Area 
USA 
USA/Canada 
USA 
USA/Canada 
USA/Mexico 
USA/Mexico 

By bus 

Validity 
14 days 

14 days 
30 days 

60 days 
14 days 
30 days 

Price $ 
350 

400 
450 

510 
425 
475 

The most economical way to get around NOM America, with over 40,000 communities being served 
daily. Advanced bookings are not re<:juired and no one gets left behind. The unlimited travel 
Greyhound bus pass is stil l the best bargain around. 

AMERIPASS 
Greyhound Bus Ameripass 

Validity 
7 days 

14 days 
Daily extension 

By Car 

Price $ 
99 
179 

10 

Get yourself the free use of a car by delivering it for one of the American Drive Away companies. 
The journeys are usually from New York to California but you could get a delivery to almost 
anywhere though it 's not possible to make arrangements in advance. You pay for the petrol (now 
S I a gallon) and leave a deposit of 5150-5200. 

By Train 
AMTRAK USA RAIL PASS 
See America with a USA Rail Pass offering unlimited travel for 7, 14,21 or 30 days between all 
destinations on Amtrak's rail system. On many routes west of Chicago you'll travel on Amtrak's 
new superliners. With wide picture windows, comfortable coach sealS, a choice of dining rooms 
and pleasant sleeping accommodation', the Superliner stands for space and com fOIL 

AMTRAK INTERNATIONAL RAn., PASSES 
Validity 
7 days 

14 days 
21 days 

Price $ 
250 
375 
500 
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37. You want to travel around the USA for two weeks and visit Mexico. What 
would you pay for a VUSA air-pass? 

A. $350 
B. $425 
C. $450 
D. $475 

38. The cheapest way to travel all around the US for two weeks is to buy 

A. a Greyhound Bus Ameripass purchased in your own country. 
B. a Greyhound Bus Ameripass purchased in the USA. 
C. a VUSA Unlimited air pass. 
D. an Amtrak USA Rail Pass purchased in your own country. 

39. If you decide to travel by rail, an Amtrak Rail Pass 

A. offers sleeping accommodation included in the fare. 
B. offers a choice of dining rooms on all trains. 
C. cannot be bought on the day of departure. 
D. must be bought in the USA. 

40. Which of the various means of transport will definitely be available whether you 
have made advance arrangements or not? 

A. air 
B. bus 
C. car 
D . train 
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Appendix 4.2 Reading Comprehension Test 2 

In this section you will find after each of the passages a number of questions or 
unfinished statements about the passage, each with four suggested answers or ways of 
finishing. You must choose the one which you think fits best. Give one answer only to 
each question. Read each passage right through before choosing your answers. 

FIRST PASSAGE 

Francis Wingate had not been to Tockley for many years· she could not remember how 
many. Her grandfather had died when she was fourteen. Her grandmother had died ten 
years later, but she had been out of the country at the time and had not gone to the 
funeral. In fact, after her grandfather's death she had hardly visited Tockley at all, she 
now remembered guiltily: the place had begun to depress her. She could no longer stand 
the slow pace, the quietness, the emptiness, the very things that had charmed her as a 
small child, and her grandmother had turned odd and difficult to live with, even more 
bad· tempered than she had been when younger, even more given to sudden bursts of 
anger and long silences. 

She thought of it, then as now, as 'going to Tockley', but the house wasn't really in 
Tockley: it was about six miles out, a distance that had then seemed enormous, as it had 
to be travelled by bus. The town was a medium-sized ordinary town, with much light 
industry; it was easy enough to get to, but it was the kind of place one goes through, 
rather than stops at. Francis had booked a room at the Railway Hotel, because it was next 
to the station, and because her guide-book said it was well run and that the food was quite 
good. She looked out of the window of the train and wondered what she remembered of 
the town. Little, she thought. It hadn't meant much to her grandparents: they went there 
once a fortnight to shop, depending otherwise on the shop in the nearest village and on 
what they produced in their own garden. There was a famous church, rising out of the 
flat plain, which could be seen for miles: her guide-book described it with some 
excitement, but she didn't remember that she had ever been in it. She remembered the 
wool shop, the shoe shop, the grocer's a li ttle. It had probably all changed by now. 

The cottage, too, had probably changed. She remembered it in great detail. It had been 
the one fixed point in her childhood; for her parents had always been moving from one 
house top another as her father had been promoted from one academic post to the next; 
five years here, three years there, had been the pattern. Granny Ollerenshaw, in the 
cottage, had been immovable, unchanged and unchanging. They called it Eel Cottage: 
over the doorway there was a square sign which announced EEL 1779. For years Frances 
had thought that this meant the fish which lived in muddy ditches; only later, looking 
more cIosely;y, did not realise that the mysterious word must have been the builder's or 
owner's initials. The cottage was a basic cottage, the kind that small children draw: low, 
a door in the middle, two windows downstairs, two windows upstairs. It was built of red 
brick, the brick of the district, with a red-tiled steep roof. 
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26. Why didn't Frances remember very much about Tockley? 

A. There was nothing spec ial in the town. 
B. She had only been there once or twice. 
C. She had been abroad for a long time. 
D. The town had changed a great deal since her childhood. 

27. Where was Frances' grandparents' house? 

A. on the edge of Tockley 
B. near the shops in Tockley 
C. in a village on a bus route from Tockley 
D. in the countryside some miles from Tockley 

28. Why was Frances' grandparents' house called "Eel Cottage"? 

A. Eels used to be common in the area. 
B. Someone's initials had spelt the word 'Eel'. 
C. The fITSt owner had been called Mr Eel. 
D. No-one knew why. 

29. Why did Frances stop visiting the cottage regularly? 

A. She had been leading a very busy life. 
B. She had quarrelled with her grandmother. 
C. She had come to dislike the place. 
D. She had lost touch with her family . 

30. Why had her grandparents ' house meant a lot to Frances as a child? 

A. She had been brought up happily there. 
B. The shape and colour of the house had attracted her. 
C. She had felt things would never change there. 
D . She had been lonely as a child. 
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SECOND PASSAGE 

Trees should only be pruned when there is a good and clear reason for doing so and 
fortunately, the number of such reasons is small. Pruning involves the cutting away of 
overgrown and unwan ted branches , and the inexperienced gardener can be encouraged by 
the thought that more damage results from doing it unnecessarily than from leaving the 
tree to grow in its own way. 

First, pruning may be done to make sure that trees have a desired shape or size. The 
object may be to get a tree of the right height, and at the same time to help the growth 
of small side branches which will thicken its appearance or give it a special shape. 
Secondly, pruning may be done to make the tree healthier. You may cut out diseased or 
dead wood, or branches that are rubbing against each other and thus causing wounds. The 
health of a tree may be encouraged by removing branches that are blocking up the centre 
and so preventing the free movement of air. 

CIne result of pruning is that an open wound is left on the tree and this provides an easy 
entry Iv, -li sease, but it is a wound that will heal. Often there is a race between the 
healimg and the Olseasc ~< to whether the tree will live or die, so that there is a period 
when tile !i1'et· i$ 31 ri5.ic. It ShOuld be the main aim of every gardener to reduce that risk 
of death as far as pos~ible. It is essent1;:J. to make the area which has been pruned smooth 
and cle:til, for healing ... -ill be sluwed down by roughness. You should allow the cut 
surface to dry for a fev .. hours aoo. {rrenpain£ it with One of the substances available from 
garden shops produce.d e5ped2!!~r try,: thi~ ~\lr)l(J.e . Pruning is usually done in winter, for 
then you can see the shape of the tree clearly wilhOllt imelference from the leaves and it 
is, 100, very unlikely that the cuts you make wi.U bleed. If this does happen , it is, of 
rou~~e., irnp<JssibLe 1.\) Jlainf fr..rm ~'mp,:rl}' . 
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31. Pruning should be done to 

A. make the tree grow taller. 
B. improve the shape of the tree. 
C. get rid of the small branches. 
D. make the small branches thicker. 

32. Trees become unhealthy if the gardener 

A. allows too many branches to grow in the middle. 
B. does not protect them from the wind, 
C. forces them to grow too quickly. 
D. damages some of the small side branches. 

33. Why is a special substance painted on the tree? 

A. to make a wound smooth 
B. to prevent disease entering a wound. 
C. to cover a rough surface 
D. to help a wound to dry 

34. A good gardener prunes a tree 

A. at intervals throughout the year. 
B. as quickly as possible. 
C. occasionally when necessary. 
D. regularly every winter. 

35. What was the author's purpose when writing this passage? 

A. to give practical instructions for pruning a tree 
B. to give a general description of pruning 
C. to explain how trees develop diseases 
D. to discuss different methods of pruning 
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THIRD PASSAGE 

You go to a book stall to choose some books for a long train journey. You pick some up 
and read what it says about them on the back covers. 
Read the following extracts from the book descriptions and then answer the questions. 

Book A 

... The Roman Emperor Claudius writes the inside story of his public life. Men classed him as a pitiful 
fool. But the actions he describes are far from foolish. Reluctantly crowned Emperor, he appears as a 
man whose errors came from good nature and innocence. II is the common people and the common 
soldiers who help him to repair the damage done by the Emperor Caligula by conquering Britain, and 
who sland by him in his final hard judgement on hi s unfaithful wife, Messalina. 

This is one of the fmest historical reconstructions published this century . ... 

BookB 

•.. A fortun e· teller once told Mary (as the author calls herself in this book): "You are going to be 
loved by people you've never seen and never will see". 
That statement came true when she published her delightful and exact record of country life at the 
end of the las t century· a record in which she describes the fast·dissolving England of fann· 
worker and country tradesman and colours her picture with the cheerful courage and the rare 
pleasures that marked a self· sufficient world of work and poverty ..•. 

Book C 

..... Leave it to my man, Johnson," Cecil used to say, whether the problem was the colour of a shin, the 
shape of a hat, the style of a coat. What did it mauer if Johnson tended to take charge of his life and 
that without his approval his employer could not even grow a moustache? Was he not there for him to 
lean on in momenLS of difficulty? 
And such momenLS were frequent in the leisured life of Cecil and his friends in the London of the first 
motor buses. 

Book D 

... The novel is the story of a man for whom both real life and university research have lost their 
meaning. Separated from his over· emotional wife, Gerald Middleton is painfully aware that the 
centre of his life is empty. But the world is reaching out for him again . ... 
Gerald is the only person still alive who was present when Bishop Eorpwald's grave was opened 
a nd the strange wooden figure found which has orrended, puuJed and fascinated students of early 

English history for years. But he also keeps another even worse secret .... • 
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36. Which book will probably be light and humorous? 

A. Book A C. Book C 
B. Book B D. Book D 

37. Which book seems to be set in the present day? 

A. Book A C. Book C 
B. Book B D. Book D 

38. From the information given here, the Emperor Claudius appears to have been 

A. a foolish ruler. 
B. an ambitious man. 
e. a successful general. 
D. a forgiving husband. 

39. Gerald Middleton appears to be a 

A. professor of history. 
B. private detective. 
e. writer of crime stories. 
D. university student. 

40. What was the relationship between Johnson and Cecil? 

A. Johnson ordered Cecil to do things. 
B. Johnson never questioned orders. 
C. Cecil depended on Johnson. 
D. Cecil paid Johnson well. 
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Appendix 4.3 Reading Comprehension Test 3 

In this section you will find after each of the passages a number of questions or 
unfinished statements about the passage, each with four suggested answers or ways of 
finishing. You must choose the one which you think fits best. Give one answer only to 
each question. Read each passage right through before choosing your answers. 

FIRST PASSAGE 

By far the most common snake in Britain is the adder. In Scotland, in fact, there are no 
other snakes at all. The adder is al so the only British snake with a poisonous bite. It can 
be found almost anywhere, but prefers sunny hill-sides and rough open country, including 
high ground. In Ireland there are no snakes at all. 

Most people regard snake bites as a fatal misfortune, but not all bites are serious, and very 
few are fatal. Sometimes attempts at emergency treatment tum out to be more dangerous 
than the bite itself, with amateurs heroically, but mistakingly, trying do-it-yourself surgery 
and other unnecessary measures. 

All snakes have small teeth, so it follows that all snakes can bite, but only the bite of the 
adder presents any danger. British snakes are shy animals and are far more frightened of 
you than you could possibly be of them. The adder will attack only if it feels threatened, 
as can happen if you take it by surprise and step on it accidentally, or if you try to catch 
it or pick it up, which it dislikes intensely. If it hears you coming, it wilJ normally get 
out of the way as quickly as it can, but adders cannot move very rapidly and my attack 
before moving if you are very close. 

The effect of a bite varies considerably. It depends upon several things, one of which is 
the body-weight of the person bitten. The bigger the person, the less harmful the bite is 
likely to be, which is why children suffer far more seriously from snake bites than adults. 
A healthy person will also have better resistance against the poison. 
Very few people actually die from snake bites in Britain, and though these bites can make 
some people very ill, there are probably just as many cases of bites having little effect or 
no effect, as there are of serious illness. 
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26. Adders are most likely to be found 

A. in wilder parts of Britain and Ireland. 
B. in Scotland and nowhere else. 
C. on uncultivated land throughout Britain. 

27. If you are with someone who is bitten by an adder you should 

A. try to catch the adder. 
B. make no attempt to treat the bite. 
C. not worry about the victim. 
D. operate as soon as possible. 

28. We are told adders are 

A. nonnally friendly towards people. 
B. unlikely to bite except in self-defence. 
C. aggressive towards anyone in their territory. 
D. not afraid of human beings. 

29. If an adder hears you approaching, it will usually 

A. move out of your path. 
B. take no notice of you at ail. 
C. disappear very quickly. 
D. wait until you are close then attack. 

30. We are told that in general British people think snakes are 

A. not very common in Britain. 
B . usually hannless . 
C. more dangerous than they usually are. 
D. unlikely to kill people by their bite. 
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SECOND PASSAGE 

An industrial society, especially one as centralised and concentrated as that of Britain, is 
heavily dependent on certain essential services, for instance, electricity supply, water, rail 
and road transport, the harbours. The area of dependency has widened to include 
removing rubbish, hospital and ambulance services, and, as the economy develops, central 
computer and infonnation services as well. If any of these services ceases to operate, the 
whole economic system is in danger. 

It is this interdependency of the economic system which makes the power of trade unions 
such an important issue. Single trade unions have the ability to cut off many countries' 
economic blood supply. This can happen more easily in Britain than in some other 
countries, in part because the labour force is highly organised. About 55 per cent of 
British workers belong to unions, compared to under a quarter in the United States. For 
historical reasons, Britain's unions have tended to develop along trade and occupational 
lines, rather than on an industry-by-industry basis, which makes a wages policy, 
democracy in industry and the improvement of procedures for fIXing wage levels difficult 
to achieve. 

There are considerable strains and tensions in the trade union movement, some of them 
arising from their outdated and inefficient structure. Some unions have lost many 
members because of industrial changes. Others are involved in arguments about who 
should represen t workers in new trades. Unions for skilled trades are separate from 
general unions, which means that different levels of wages for certain jobs are often a 
source of bad feeling between unions. In traditional trades which are being pushed out 
of existence by advancing technologies, unions can fight for their members' disappearing 
jobs to the point where the jobs of other unions' members are threatened or destroyed. 
The printing of newspapers both in the United States and in Britain has frequently been 
halted by the efforts of printers to hold on to their traditional highly-paid jobs. 

Trade unions have problems of internal communication just as managers in companies do, 
problems which multiply in very large unions or in those which bring workers in very 
different industries together into a single general union. Some trade union officials have 
to be re-elected regularly; others are elected, or even appointed, for life. Trade union 
officials have to work with a system of 'shop stewards' in many unions, 'shop stewards' 
being workers elected by other workers as their representatives at factory or works level. 
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31. Why is the question of trade union power imponant in Britain? 

A. The economy is very interdependent. 
B. Unions have been established a long time. 
C. There are more unions in Britain than elsewhere. 
D. There are many essential services. 

32. Why is it difficult to improve the procedures for fixing wage levels? 

A. Some industries have no unions . 
B. Unions are not organised according to industries. 
C. Only 55 per cent of workers belong to unions. 
D. Some unions are too powerful. 

33. Because of their out-of-date organisation some unions find it difficult to 

A. change as industries change. 
B. get new members to join. 
C. learn new technologies. 
D. bargain for high enough wages. 

34. Disagreements arise between unions because some of them 

A. try to win over members of other unions. 
B. ignore agreements. 
C. protect their own members at the expense of others. 
D. take over other union's jobs. 

35. In what ways are unions and large companies similar? 

A. Both have too many managers. 
B. Both have problems in passing on information. 
C. Both lose touch with individual workers. 
D. Both their managements are too powerful. 

36. What basic problem are we told most trade unions face? 

A. They are not equal in size or influence. 
B. They are not organised efficiently. 
C. They are less powerful than employers' organisations. 
D. They do not have enough members. 
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THIRD PASSAGE 

BREAKAWAYS 

Short break holidays throughout Britain 

Win A Super Value 
Breakaway Weekend For 2 

This is your chance to win a Breakaway weekend for two people at any of the 83 
Breakaway hotels throughout Britain. 

To win the Breakaway weekend for two, answer these four questions and send your entry, 
to arrive not later than 31 July 1985, to Team House, 24 Church Street, Ashford, Kent 
TN255BJ. 

1. The St Vincent Rocks Hotel, Bristol, is on the edge of the Avon Gorge which is 
crossed by the Clifton Bridge. Who designed the bridge? 

2. The Aerodrome Hotel, Croydon, is next to the airfield from which England's 
famous solo pilot made her record flights in the 1930s. Who was she? 

3. The Talbot Hotel, Oundle, Northants is not far from the village of Fotheringay 
and the castle where one of hi story'S most famous queens was imprisoned. Who 
was she? 

4. The Larkfield Hotel, Maidstone, is a few miles away from one of England's top 
motor racing tracks. What is the name of the track? 

The person whose correct entry is picked out fust by a computer will win the prize. This 
decision is final. The winner will be sent a super value breakaway booklet giving details 
of the 83 hotels from which he/she can choose where to spend the prize weekend. 
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Every Breakaway hotel gives you the chance to see something different, while providing 
you with comfortable surroundings and good food. 

A Breakaway weekend includes a three-course dinner, accommodation and a full English 
breakfast, for two nights. You also get Sunday lunch, either a traditional meal at your 
hotel, or, if you are planning to go sightseeing, the hotel will provide a packed lunch for 
you. 

Breakaway hotels ane great places for families. Children can choose from their own 
special menu, and for those up to 12 years old accommodation is free of charge when 
sharing a room with their panents. 

A super value Breakaway booklet will be sent to you if you contact this number:0252 51 
7517. 
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37. This competition will be won by the person 

A. who sends in the first correct answers. 
B. whose correct entry is selected by a computer. 
C. whose entry arrives first on 31 July. 
D. whose entry is the fi nal one selected by the computer. 

38. Question 4 in the competition is different from the others because 

A. the hotel described is a modem one. 
B. it asks about a place not a person. 
C. the hotel can be easily reached by car. 
D. the answer is the name of a man. 

39. The winner's weekend will include 

A. a free room for children under 12. 
B. dinner on two days and one lunch. 
C. dinner and packed lunches on two days. 
D. light breakfasts in hislher room. 

40. The advertisement suggests that the best way to get a Breakaway booklet is to 

A. enter the competition. 
B. write to one of the hotels . 
C. write to Team House. 
D. telephone 0252 51 7517. 
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Appendix 5 Texts selected from first year course books for cloze test (for 
readability) (the underlined words in the texts were the deleted ones 
for cloze) 

Appendix 5.1 Texts from the geography text book 

Text 1 

Fill each blank with the most appropriate word and its correct form. 

Population is neither a physical element nor yet a cui rural element, but instead occupies 
a unique position wrich sets it apart from all other phenomena. Population is the point 
of reference from wl .;':h the other elements are observed and from which the significance 
and meaning of other elements is derived. 

An earth without population lacks resources, for resources imply human wants, as it is the 
human resource which enables the utilisation of narural resources, the physical earth 
changes into the cultural earth by man acting on nature, and resources change as the 
civilisation of human beings changes. 

The human resource shows considerable variations in spatial distribution, demographic 
characteristics like age and sex structure; social factors and economic activities. The size 
of a population, first of all, is a very &!:Qll measure of its economic relevance. The 
population number alone is not an adequate measure of the capacity of a population to 
utilize natural resources, to enjoy the fruits of its labours, and to create ~ material culture. 

Numbers are principally a count of men's bodies the capacity of which do not vary so 
widely over earth. The variable element in population lies chiefly in people's mental 
skills and equipment, their social and economic institutions, their degrees of technological 
advancement - all of which are features of population not revealed by mere count of 
heads. Thus, the si7e of population advocates for the checking of fast growing world 
population because t1". basic assertion of the concept is that population grows at geometric 
ratio while the food increase is limited in arithmetic ratio (Malthusian theory). 
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Text 2 

The Oromo and Somali movement is separated from the Hamitic population because of 
its recent occurrence in the history of the country. The two groups had occupied the 
south-eastern low-land. Either due to the population increase or due to the attack by the 
Somali, the Oromos moved to westward and north-western highland. Today, the Oromos 
are distributed in the larger part of the country including the areas where they are 
assimilated with the trickling immigrant population known as the Semites from the 
Arabian peninsula. The Semites started movement, not in mass-form, from 2000 B.C. to 
the present. As a result, assimilation was probably true instead of political imposition 
while the Semites advanced towards southwards. 

There is a strong relationship between the ~ of production activity and the density of 
population. The space requirement for agricultural production is different from that of 
industrial production. 

In Ethiopia, nomadic areas have less population capacity as nomads are greedy of space 
for pasture. In the !' .. ,'ash River basin, nomads of certain areas need 20 gashas. For one 
cattle definitely, he requires space measured in hundred gashas. 

The population capacity of the land is higher if il is cultivated rather than grazed. 
On the plateau itself, the density is influenced by the type of crop cultivated and the 
technology applied. The traditional agriculture region of the north and central Ethiopia 
has low yield per unit area, and hence low population capacity due to poor soil and cereal 
crops. The Inset region and coffee producing areas have high yield per unit area. Hence, 
.hp. rlensitv of population is very high. 
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Text 3 

Broadly understood vegetation comprises of all land plants ranging from shrubs, grasses, 
to taIl trees. Vegetation shows intimate relations with topography, soil, climate, water 
courses, population settlement, altitude and the like. !!. is an integral part of the 
environment, and tht> physical forms of plants, their assemblage, luxuriance and the like, 
vary systematically 1'. '.m the geographic elements noted above. Changes in the quality and 
density of vegetation, mainly through man's interference, result in drastic changes in other 
physical and biotic phenomena. To distinguish from vegetation that has deteriorated, due 
to man's action, that is, secondary vegetation, we define the original vegetation ~ of 
a region existing due to normal condition of climate and soil, and without experiencing 
significant intervention by man as natural vegetation. 

Vegetation being an integral part of the environment has a very important role in 
maintaining the balance in climate and soil. It protects the soil erosion (by wind or 
water), it maintains the water balance of an area, adds moisture to the atmosphere, serves 
as habitat for wild animals. Moreover, vegetation is a resource in its own right and can 
be exploited for a variety of uses. These include the construction of dwelling units, 
furniture, for the production of energy (as fuel), in the production of paper (as pulp), and 
as a beauty of nature for recreational purposes. 

As a reflection of location, altitude, soil, and climate vanal1ons, there are different 
vcgetation types in the world. These can be grouped into four: 1) forests: dense growth 
of trees with ares u~ ,· \lly shaded undergrowth; 2) grasslands: extensive cover of grass, 
with some trees scattered here and there; and 3) desen shrubs: arid and semi-arid 
vegetation comprised of tufts and shrubs, small in size and sparse. 

(from Department of Geography, AAU. Introduction to Geography of Ethiopia: 
Summarized Readings in Geography 101 
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Appendix 5.2 Texts from the history text book 

Text 1 

Of these pre-Aksumite states the more prosperous ones, and therefore the ones which left 
behind them more archaeological sites and relics, were located in northern Ethiopia. The 
reason for this is not the traditional explanation which says that northern Ethiopia was 
first colonized and settled by South Arabians or other Semitic peoples. Rather, the reason 
lies in the nearness of the sea to the plateau where the ivory, the slaves and the animals 
for export ~ avail. able. The highlands of northern Ethiopia were separated from the 
Red Sea by J! narro';. strip of lowland which in those days, more than in present times, 
was crossed with little hardship and discomfort to merchants, porters or pack animals. 
The highlands of southern and central Ethiopia on the other hand were separated from the 
sea by vast hot and inhospitable lowlands. In other words, northern Ethiopia presented 
less hardship to merchants than central and southern Ethiopia and foreign merchants in 
particular preferred to deal with people in the former zone. It is even quite possible that 
commodities which originated in central and southern Ethiopia may have been moved for 
export and shipping. 

Another tradition which, in the light of recent archaeological findings and linguistic 
analyses, must be corrected is the one that emphasized the Semitic, Sabean to be specific, 
origins of Aksumite culrure and civilization. Aksum was not a state created by Sabean 
settlers, and Aksumite culture was not derived from that which the Sabeans had developed 
in South Arabia. 
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Text 2 

Thus already before the coming of the British who are traditionally described as being 
responsible for the downfall of Tewodros, the emperor had virtually lost control of the 
kingdom and with it abandoned all the aspirations and plans of 1855. In fact one has to 
ask what the role of the British was in the downfall of Tewodros and whether the 
tendency to attribute his downfall totally to their military action is justified. 

It is already mentioned that throughout his reign Tewodros had been very much alive to 
Egyptian threat of expansion and that this suspicion was one of the instant factors in his 
plan for a united country and strong government. The opposition from within made it 
impossible for him to count on internal resources to bring about these desired changes. 
Therefore, he turned his eyes to the Christian European powers whom he understood to 
be his potential allies in his struggle against his Moslem enemies. 

About the end of I :-52 the emperor was alerted by a fresh Egyptian raid across his 
frontiers. That year being a year of relative internal stability, he decided to make a 
diplomatic move with letters to his European colleagues. He sent almost similar letters 
to both the sovereigns of Great Britain and France in which he expressed his desire to 
establish closer ties with them by means of embassies which he intended to send to their 
respective courts. He hinted that as Christians, he might count on their assistance to 
repulse the aggressive moves of the common enemy. 
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Text 3 

Such then was the situation when Mussolini made the biggest gamble of his life by 
declaring war on the Allied Powers on the side of Nazi Germany. Thus, at one stroke, 
he brought to an end the decades of Anglo-Italian collusion over Ethiopia. His ally and 
collaborator becamt ~is mortal enemy. What so far had been ignored as an African 
episode of remote concern to the Allied Powers suddenly assumed international 
magnitude. For the patriots, who, in spite of their dedicated and heroic struggle for liberty 
and honour, had been deprived of concrete and substantial international supPOrt, the 
internationalisation of the conflict was the long awaited opportunity. 

In terms of the political stature of Haile Selassie as well, this broadening of the conflict 
was of crucial importance. From a pathetic exile, he turned into an important instrument 
of British imperial strategy. He was a convenient symbol of indigenous authority to 
replace the Italians. With Haile Selassie as a front figure, the British made a three 
pronged attack on the Italians. In the north, General Platt led the attack on Eritrea, the 
high point of which was the liberation of Keren. From the west, a British force led Qv. 
Major Gater Colonel) Sandford and Major (later General) Wingate liberated Gojjam and 
headed for the capital, Addis Ababa. But it was the southern British force led by General 
Cunningham which, in conjunction with Ethiopian patriots, had the honour of liberating 
the capital on April 6, 1941. 

With that opened a : ,.,w chapter of Ethiopian history. The pre-war situation of tripartite 
compcu';"n for influence in Ethiopia gave way to unilateral British domination. 

O)epa:/tmeIll of Hi..siOry , 1983 l n trodU(:tirlO to History of Ethiopia (mimeo) 
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Appendix 5.3 Texts from the philosophy text book 

Text 1 

A philosophical world outlook is a system of highly generalised theoretical views of the 
world, of nature, society and man. Philosophy seeks to work out, to substantiate the basic 
principles of a definite orientation in the social, political, scientific, moral, and aesthetic 
spheres of life. 

Everybody forms hi!. awn particular view of the surrounding world, but this view often 
consists of no more than fragments of various contradictory ideas without any theoretical 
basis. Philosophy, on the other hand, is not merely the sum total but a system of ideas, 
opinions and conceptions of nature, society, man and his place in the world. It does not 
merely proclaim its principles and try to make people believe in them; it gives logical 
arguments for these principles. 

By no means every theoretically substantiated world outlook is scientific in character. Its 
actual content may be scientific or unscientific or even anti-scientific. Only the world 
outlook that bases its conclusions on the findings of contemporary science, that uses 
scientific method in its thinking and leaves no room for various kinds of anti-scientific, 
mystical and religious views and superstitions may be considered scientific. Of course, 
the evolution of II scientific world outlook must be considered historically. For example, 
the world outlook of the French materialists of the 18th century was scientific in its view 
of nature, which besides a historically transient element contained something that proved 
to be historically intransigent and was inherited by modem materialism. 
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Text 2 

It stands to reason that there are a number of common consequences of the scientific and 
technological revolul on that affect both capitalism and socialism, such as the greater role 
of science in society, the increase of expenditure on scientific research, the greater 
significance of engineering, scientific and technological work, the emergence of new 
professions, and so on. It would also be a mistake to assume that in socialist society the 
development of the scientific and technological revolution does not give rise to any 
contradictions and precedes without a hitch. But the advantage of socialism lies in its 
ability to solve the problems set by this revolution on a planned basis, because it 
corresponds to the needs and aims of the development of the socialist social relations. 
The further socialisation of production evoked by the STR creates a material basis from 
which there grows the objective possibility and necessity of socialist relations of 
production developing into communist production relations. 

To sum up, each form of production relations exists for as long as it provides sufficient 
scope for the development of the productive forces. But gradually the relations of 
production come into contradiction with the developing productive forces and become a 
brake on them. They are then superseded by new relations of production, the role of 
which is to serve as the form of the further development of the productive forces. Marx 
observes that people never give up the productive forces they have brought into being, but 
this does not mean I' ,at they do not give up the production relations that have till then 
served as the form of development of these forces. 
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Text 3 

The fundamental direction of social development, for example the tranSItIOn from 
feudalism to capitalism or the replacement of capitalist by socialist society, is determined 
by objective laws that do not depend on the will and consciousness of people, even the 
most outstanding. When considering the general causes of historical development, we 
may temporarily mu the role of the individual into the abstract. The same may be said 
of the effects of particular causes and circumstances (for example, the influence on the 
historical process in this or that country of the level of its development and the particular 
features of the situat..cm), which do not depend on separate individuals either. But what 
we should not do is to ignore the role of the individual in explaining specific historic 
events, which depend not only on general and particular but also on individual causes. 
Thus, the course of revolution in a particular country, and also the course and outcome 
of wars between states and other concrete historical events depend not only on the main, 
determining causes, but also on such factors as the wisdom and foresight or, conversely, 
incompetence and shortsightedness of the leaders who presided over these events. Unless 
we take into account these factors, these historical accidents of every Idnd, the living, 
concrete history acquires! fatalistic and mystical character. 

The Marxist position on the question of the role of the individual in history was set forth 
in the clearest of formulas by Lenin: "Marxism differs from all other socialist theories in 
the remarkable was it combines complete scientific sobriety in the analysis of the 
objectivc state of affairs and the objective course of evolution with the most emphatic 
recognition of the importance of the revolutionary energy, revolutionary creative genius 
and revolutionary initiative of the masses. 

(The FundameJ tals of Marxist Leninist Philosophy. Moscow:Progress 
Publishers,1982.) 
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Appendix 5.4 Texts from the political economy text book 

Text 1 

In the struggle against feudalism, the classical bourgeois economists to a certain extent 
truthfully depicted the relations of the capitalist system, but they did not understand 
capitalism's limitations, considered i1 eternal and natural, and skated around the class 
antagonism between the bourgeoisie and the proletariat. But from the moment the 
working class entered the arena of its own class struggle against capitalism, the ideologists 
of the bourgeoisie began conspicuously to avoid scientific analysis of the realities of 
capitalism. The creation of a whole series of pseudo-scientific theories to confmn the 
eternal nature of capitalism, extol it in every way and abuse socialism, rather than 
objective research, was the task bourgeois political economy set itself. As Marx said, the 
death knell of scient" fic bourgeois political economy had sounded. 

Bourgeois economists can gather much valuable factual material in the world today, can 
propose practical prescriptions enabling the bourgeoisie to increase its profits, can improve 
the organisation of production and management of a particular capitalist firm, and can 
advise imperialist states. Their prescriptions, if one discards their exploitative aspects, can 
to some extent prove useful to the working class when it becomes the ~ of the means 
of production. But all their theoretical generalisations have nothing in common with 
genuine science, since they do not start from the objective course of the development of 
society, but are dictated solely by the desire to preserve capitalism, come what may. 
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Text 2 

The basic laws of th~ .'levelopment of capitalism are common for industry and agriculture, 
but that does not exclude that they have certain specific features in agriculture. The most 
important of these features are the lagging of the development of agriculture behind that 
of industry, deepening of the antithesis between town and country, and the increasing 
exploitation of the village by the capitalist town. 

Since the Second World War, there has been a radical organisational and technical 
reconstruction in agriculture in the economically developed capitalist countries, which has 
consisted basically in ! steep increase in the infiltration of monopoly capital into 
agriCUlture, the winning of absolutely dominating positions in agriculture by large scale 
mechanised farming, exceptionally rapid mechanisation and electrification of production 
processes and the application of chemicals. Even so, agriculture still lags behind industry 
not only in the capitalist world as a whole. but also in the developed countries. This finds 
concrete expression mainly in the much lower degree of concentration in agricultural 
production than in industry. Even the capitalist agricultural undertakings on the USA and 
Great Britain, based on wage labour, are several times smaller than the average industrial 
enterprises, both in terms of the numbers of workers employed and the volume of output. 
In most developing countries following the capitalist road, small peasant farms or farms 
of the kulak type, u, · ng hired labour only for seasonal field work, still predominate . 

... -r."" of the technical revolution in agriculture in the developed capitalist countries, 
fanmng on ., .• whole still lags behind industry in terms of the organic composition of 
capital, too. 
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Text 3 

Bourgeois economists do their level best to prove that capitalists have been deprived today 
of the right to control the economy, the functions of control having allegedly been 
transferred to the hands of hired managers, who are depicted as "people's proxy". In 
1940, the American sociologist, James Burnham, published The Managerial Revolution, 
in which he wrote about a period of social transition to a type of society which will be 
called the managerial society. He talked of economic behaviour of managers. 

Bourgeois economists make wide use of the fact that capital as a function is distinct from 
capital as property, which Karl Marx had already noted. Under imperialism, with the joint 
stock company or corporation as the main from of enterorise, the distinction between 
capital as property and its use has reached enormous dimensions. 

In making use of this real phenomenon, bourgeois economists misrepresent its essence, 
proclaiming an expansion of the circle of owners when capital is in fact becoming more 
centralised. The apologists of imperialism depict functioning capitalists as "people's 
proxy". 

In depicting joint-stock companies M belonging to the whole people, bourgeois ideologists 
substitute the question of the form of management for that of the form of ownership, thus 
ignoring the obvious fact that the character of an enterprise is determined by the form of 
ownership, not by the form of management. 

Bourgeois economists confuse the issue of which class managers belong to. In fact, there 
is no specific class of managers. If one has the lower echelons of management in mind, 
i.e., those involved directly in the process of material production, these people belong to 
the intelligentsia and receive salaries. They do not make the company's policy decisions 
or participate in the distribution of profits, and so on. 

(G.A. Kozlov, ed. 1977. Political Economy: Capitalism. Moscow: Progress 
Publishers) 
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Appendix 6 Freshman English Test papers 

Appendix 6.1 Freshman English lOlA Test papers 

Appendix 6.11 Test paper I 

ADDIS ABABA UNIVERSITY 
INSTITUTE OF LANGUAGE STIJD1ES 

DEPARTMENT OF FOREIGN LANGUAGES AND LITERATURE Time 2hrs45min. 
55 marks 

FRESHMAN ENGLISH (lOlA) 

Student's name I.D no. __ 
Instructor's name _________ Faculty _ 
Department Section 

PART I: READING COMPREHENSION (15 marks) 

Read the following two passages and answer the questions that follow 
according to the information in each passage. 

Passage I 

The following passage was given out to passengers as they got on board a bus in 
Boston, a town in the United States. 

Go ahead. Read this. You don't have to watch the road the way you do when you 
drive the car. 

CONGRA TULA TIONS! 
By riding public transportation, you are helping to solve some of the major 

pollution problems plaguing Boston. 

1. AIR POLLUTION. Motor vehicles powered by internal combustion engines are 
responsible for over 80 per cent of the deadly carbon monoxide as well as the cancer­
causing benzpyrene and nitrates in the air. Eighty nine per cent of the vehicles on the 
road in Massachusetts are privately owned and are often operated with only one person 
in the car. If people would use public transportation instead of their cars, air pollution 
levels could be significantly lowered. 

2. SPACE POLLUTION. Thirty per cent of the land in downtown Boston is devoted to 
cars. Where there arc garages, there could be gardens. Where there are highways, there 
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should be homes and places to work and play. 

3. NOISE POLLUTION. Studies show that people today show a greater hearing loss with 
age than ever before. Much of this is due to honking horns, loud engines and general 
traffic noise. 

A. Select the best answer from those given and write the letter of your choice in the space 
provided. (1/2 mark each) 

1. What is the aim of this passage? 
a. To persuade the reader to buy a car rather than using a bus. 
b. To encourage the reader to continue to travel by bus instead of by car. 
c. To encourage buses to reduce the pollution they cause. 
d. To congratulate the reader on solving the problems of pollution. 

2. Which statement is true? Public transport 
a. can solve all the problems of pollution. 
b. can help to soh ~ the problems of pollution. 
c. is plaguing the (;ity of Boston. 
d. is responsible for 80% of the carbon monoxide. 

3. 89% of the vehicles on the road in Massachusetts are 
a. responsible for 80% of carbon monoxide poisoning. 
b. driven with only one person in them. 
c. replaced by public transport. 
d. owned by private individuals. 

4. If people used public transport instead of their own cars, there would be less air 
pollution because there would be 
a. less people travelling in cars of their own. 
b. less vehicle son the roads. 
c. more buses on the roads. 
d. less space pollution. 

5. Space pollution means 
a. land devoted to homes, gardens, pleasant living and play areas. 
b. land that becon:es polluted with chemicals, carbon monoxide etc. 
c. Air that is pollr.,;;d over the land. 
d. land occupied by cars and car factories, garages, roads, etc. 

6. 30 per cent of the land in Boston 
a. has cars parked on them. 
b. is used for activities related to cars, ego roads and garages. 
C . is devoted to gardens, homes and places to work, live and play; the rest is 

devoted to the car. 
d. could be turned into gardens, homes and places to work and play if everyone 

used public transport. 
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7. Noise pollution means 
a any excessive level of noise which may damage peoples' health. 
b. as people get older, so they get deafer. 
c. the sound of horns in Boston. 
d loud engines responsible for polluting the air. 

8. Loud noises 
a. will quickly make people go deaf. 
b. may lead to people getting deafer earlier. 
c. need to be studied so that we can find out their effects. 
d are inevitable in a big city like Boston. 

B. Answer the following questions according to the information in Passage 1. (1 mark 
each) 

9. In one sentence explain why people should use public transport instead of their cars 
is they are travelling alone. 

10. A bus may cause more pollution than a car. Why then is it still better for a 
person to use a bus rather than a car? 

II. What advantage to travelling by bus is the first line trying to emphasise by 
stating, 'you don't have to watch the road .. .'? 

12. Name anyone further advantage that an increase in public transport has not 
mentioned in the passage. 
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Passage 2 

The Polar Regions 

The northern and southern polar regions are different in many ways. The most important 
difference concerns the distribution of land and water. The northern Arctic regions are 
ice-{;overed sea, almost completely surrounded by land. the pole itself is in deep water. 
In the south, Antarctica is a huge continent which is surrounded by a great ocean. 
Because of this basic difference other differences occur. The Arctic has a varied climate, 
while the Antarctic climate varies little; the Arctic has much plant life but the Antarctic 
is an empty desert And whereas the Arctic has been exploited economically for 
centuries, trade has never really touched Antarctica. 

Interest in the Arctic began when America was discovered, and explorers tried to find a 
western sea route to India and China. In their search to find the 'North-West Passage', 
the main problem facing the explorers was how to avoid the ice. One explorer, Nansen, 
found a unique ansv ·t)r to this problem. He deliberately became stuck in the ice, and 
travelled with it across the Arctic Ocean! But although many explorers tried, it was not 
until 1903 that the Arctic polar region was crossed by sea. Antarctic exploration begins 
with Ptolemy. He believed that all the oceans were surrounded by land, and that therefore 
there was a huge continent somewhere in the south. His idea led to centuries of search, 
again trade played its part. The real discoverers of Antarctica were the hunters who 
travelled far south to catch seals. 

One reason for the present interest in both polar regions is that the world may soon be 
short of fresh water. The world's popUlation is doubling every 35 years, and in the 
United States alone an average person uses - taking everything into account - 1,500 
gallons of fresh water a day. The ice in the northern and southern polar regions is 
actually frozen fresh water. In fact over 85% of the earth's entire fresh water is found 
in the polar ice. If we could find a way of carrying this ice to other parts of the world, 
this would solve all our fresh water problems. 

C. Fill in the following chart by putting a tick (j) in the appropriate column to show 
for which polar region each statement is true. The first has been done for you as 
an example. 
~: If you put two ticks against the same number you will lose the mark for that 
question.) (1(2 mark for each correct tick) 
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Arctic Antarctic 

Sea surrounded by ice / 

13. A frozen sea 

14. Land covered in ice 

15. North Pole 

16. South Pole 

17. Plant life exists 

18. Trading possible 

19. Climate never changes much 

20. Only successfully explored this century 

D. Answer the following questions according to the information in Passage 2. (1 mark 
each) 

21. Explain why the discovery of America made people want to explore the Arctic. 

22. Ptolemy believed that all oceans were surrounded by land. How far is this true 
for the Arctic and the Antarctic? 

23 . Why has the rapid increase in population led to an increased interest in both polar 
regions? 

PART II: VOCABULARY (10 marks) 

A. In Column A are a number of words from Passage 1. Match each word with the 
word or phrase in Column B which has almost the same meaning to that in the 
passage. Put the letter of your choice in the space on the right. 
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A " .L ~ 

24. "laguing a. sounding a car hom ?d 

25. sIgnificantly b. disliking ?~ 

26. devoted to c. as a result of 26. 
27. due to d. noticeably 

?7 28. honking e. occupied by 
f. severely damaging ?S1 

g. full of locusts 

B. In Column A are a number of words from Passage 2. Match each word with the 
word or phrase in Column B which has almost the opposite meaning to that in the 
passage. Put the letter of your choice in the space on the right. (I!2 mark each) 

A R 

29. unique a. not used for trade or profit ")0 

30. varied b. salt "In 
31. basic c. single ,1 
32. exploited d. similar ':I") 

33. fresh e. trivial " f. central 
g. one of many 

C. Read the passage below and decide where the words given in the list best fit. Write 
your answers in the spaces provided. (l/2 mark each) 

enormous 
menace 
dent 

crucial 
crouching 

compelled 

futile 
crawl 

deliberately 

slope 
condone 

clinging 

The teacher was taking his students on an outing, a long walk up the mountains. In 
fact, this field trip was 34 .... for their Geography. But not all the students understood the 
importance of this trip, and one boy, Telila, always naughty in school, was a particular 
35 ..... on this trip. As we reached the top of this hill, Telila 36 .... stuck out his foot and 
tripped up the teacher. The teacher fell straight into alan 37 .... hole. We alI rushed 
forward and 38 .... by the edge of the hole looked down. There he was, poor teacher, 39 . 
... onto some roots b .ll[ way down. It was lucky he didn't fall to the bottom. Anyway 
he slowly began to 40 .... up the steep 41. ... When he got to the top, he was very angry 
with Telila and he said he could not 42 .... such wicked behaviour. He punished him 
when we returned. But such punishments are 43 .... with Telila. He will continue his 
naughty behaviour whatever teachers say. 
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PART m: STRUCfURE AND USAGE (20 marks) 

A. Choose the correct verb form from the alternatives given in brackets. Write your 
answers in the spaces provided. (1/2 mark each) 

1 (44. have always wanted, always want, will always want) to be a musician. When 
(45. had been, have been, was) a Idd, I read the life history of Beethoven and set my heart 
on studying music. 1 (46. was living, have been living, had been living) in the 
countryside and I had no formal music education. But I was delighted in playing the 
Kerar for my friends and my family. However, my parents were against my becoming 
a professional musician. My father used to say to me, "How much do you think you (47. 
shall earn, will have earned, will earn) as a musician, son? Don't dream. Be practical. 
I (48. will be waming you, am warning you, was warning you)! you (49. will have been 
spending, will be spending, are spending) the rest of your life in poverty." He urged me 
to go to university and study business or science. But 1 (50. already made up, had already 
made up, have already made up) my mind. After finishing grade 12, 1 was accepted at 
Yared Music School in Addis and became a violin major. 

1 (51. have been ~ ddying, was studying, had been studying) in the School for almost 
a year when my father and mother came to visit me and again tried to persuade me to 
stop studying music and join university. I still (52. will remember, remember, 
remembered) that day. My mother said to me, "Son, please, listen to me. You have 
passed the ESLCE with good grades. You are still young. Join the university now. 
Don't miss your chance. Music must be your hobby not your life!" How could I explain 
to her that music was in fact my life! My mother could not understand me and she would 
never have understood me, if I (53. had not shown, did not show, have not shown) her 
how determined 1 was. I told both my parents that music (54. had always been, has 
always been, will have always been) and would always be my life. 

1 (55. have been living, had been living, was living) as a happy musician for over 10 
years now. After I graduated from Yared Music School, I (56. have worked, worked, had 
worked) as a violinist for 2 years and won a scholarship to Julliard Music School in New 
York, USA. I (57. have not become, had not become, will not have become) like 
Beethoven, but I am a musician. By the time I am 70, I will have lived the life of the 
musician that I had dreamed of becoming since 1 was a child. What more could a person 
want than to see his dreams come true? 

B. Read the following text, and then change the numbered direct speech sentences into 
reported speech. Write your answers in the spaces provided. (1 mark each) 

Amrote, who is 8 years old, came up to me one day and said, (58.) "I have a cat that 
can speak Amharic." I didn't believe her, of course, but I wanted to find out what she 
was talldng about. So I said to her, (59.) "Show it to me." She took my hand and 
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dragged me to her bedroom where her cat was. Then she held the cat and said, (60.) 
"Wurro, are you hungry?" Sure enough, the cat went, "Ah-wo!" and left me shaking with 
laughter. 

58. _________________ _ 
59. ___________________ _ 

~.------------------

C. Choose the most appropriate words or phrases from the list below to fill the blanks. 
Use one word or phrase only once. Write your answers in the spaces provided. (1/2 mark 
each) 

in 
the 
a lot 

an to 
any up 
a few at 

on 
a 
much 

for everyone 
little everything 

a little 

Last week I went to (61.)--- exhibition (62.) -- an art gallery in the city. I'm not really 
(63.)--- great art lover but I'd read some good reviews of the exhibition in the newspapers 
which made me very keen to see it. I arrived (64.)--- minutes before it was due to open 
but there were already plenty of people waiting outside for the doors to open. Most of 
the people waiting were youngish, and in fact there didn't seem to be (65.)--- middle-aged 
people there at all. All of them were waiting patiently and I joined them in the queue. 
(66)--- the end we were allowed in to see the paintings. Now, I must be honest and admit 
that all of them were disappointing to me. Although I'd bought a catalogue and spent 
(67.) ---of the time looking carefully at each picture, I could understand (68.)---of what 
the artist was getting at. Finally, as I was looking rather stupidly at one of the paintings 
and trying to decide if it was the right way up or not, an old gentleman came (69.)--­
behind me and and started to explain (70.)---whole thing to me. He kindly answered all 
of my questions and we talked (71.)---over an hour. After that, I went round the gallery 
once more and I found that I now understood (72)--- much better and some of the 
paintings seemed really beautiful. It was only as I was leaving the gallery that I found 
out who the man was I had been talking (73.)---: his self-portrait was (74)--- one of the 
posters advertising the exhibition. 

D. Choose the most appropriate modal verbs from the alternatives given in the brackets. 
Write your answers in the spaces provided. (1/2 mark each) 

a. The Economics instructor didn't let Kebede into class because he was two minutes 
late. The instructor (75. can't be, must be couldn't be) very strict about time. 

b. You (76. mustn't, needn't, ought to) park your car in front of the party office. If you 
park it there, you will be fined heavily. 
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c. The old building near our house collapsed yesterday. It (77. must, can, should) have 
been repaired more than a year ago. 

d. My friend rang to tell me that the semester would start on Monday. She 78. mustn't, 
should, needn't) have done so since I had already known about it. 

e. Solomon, the team's best goal scorer, is not playing well today. He (79. can't, 
mustn't, shouldn't) be all right. 

f. Ato Alemu was very angry with his daughter because last Saturday, she came home 
at 11:30 p.m. She (80. needn't, oughtn't to, can't) have stayed out so late. 

PART IV: COMPOSITION (10 marks) 

A. Put the following fragments in correct order to make meaningful sentences. Begin 
with the underlined words and DO NOT add or leave out any words. Write your answers 
in the spaces provided. (1 mark each) 

81. at his country home/the extremely wealthy race-horse owner/Ato 
Kebede BeshahJand chairman of the Caribbean carpet industry/has been found dead.!/ 

82. Following up Woizero Genet's phone call /of the 55 year-old rich man/that her 
husband had gone rrussing! after a routine search last night/ in the garage of her house/ 
the police found the burned remains/! 

83. The police are certain that/since the way in which Ato Kebede died! whoever is 
responsible for the murder/could well provide a clue to the killer's identity/ burned the 
bodyJ/ 

84. The gardener at the house/since the day of the murder which was his day off,/to 
help in the inquiries regarding the murder/and is at the present being sought/has not at all 
been seen anywhere/! 

85. The gardener is believed to be/a man fitting this description/and the police have 
appealed to/wearing a black hat and blue jeansJto contact them/anyone who has seen// 

81. ____________ ___ ____ _ 
82. _ _ ________________ _ 
83. _________________ _ 
84. ___________________ _ 
85. __________________ _ 

B. Write a paragraph of about 60 words using the notes below. (5 marks) 
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Notes: 
Name: Wogayehu Nigatu 
Place and date of birth: Kebena. Addis Ababa. May 1943 
Education: Swedish Evangelical Mission (elementary). Teferi Mekonnen (high 

school). and Madach Theatre Institute. Hungary 
Profession: Stage actor 
Hobby: Music 
Place and date of death: Addis Ababa. November 1989 

THE END 
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Appendix 6.12 Test paper 2 

ADDIS ABABA UNIVERSITY 
INSTITUTE OF LANGUAGE STUDIES 

DEPARTMENT OF FOREIGN LANGUAGES AND LITERATURE Time: 2hrs45min 
55 marks 

FRESHMAN ENGLISH (lOlA) 

Student's name _________ 1.0. No. __ 
Instructor's name Faculty __ 
l)epartment Section 

PART I: READING COMPREHENSION (l5 marks) 

Read the following ;;assages and answer the questions that follow according to the 
information in the passages. 

Passage One 

It's surpnsIng 

what £100 can buy 

you these days. 

Princess 2COOHLS £5,791 Audi 80 GLS £5,887 

The Audi 80 GLS. 
The car for now. 

Just the other day, we at Audi chanced upon an advertisement for the BL Princess. 
Naturally, most of the advertisement was devoted to championing the Princess's many 
virtues. 
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Towards the end, however, the makers of the Princess issued a very interesting challenge. 
They said,"".we challenge you to find another car in its class which now approaches it 
for reliability, comfort, performance or economy." Well, with a price difference of only 
£96, the Audi 80GLS is certainly in the same class. But just how well does it match up? 

Not being people to shirk a challenge, we'll take those points one by one. 

RELIABILITY 
Reliability is very difficult to assess , of course. However, a recent independent consumer 
study showed that the Audi 80 GLS was above average for reliability, while the Princess 
was rated below average. 

COMFORT 
The princess has built itself an excellent reputation as a large, comfortable saloon. 
Surprisingly, though, the Audi 80 actually has I" more elbow room on average, and 11/2" 
more headroom. (The Princess, to be fair, does have 1/2" more legroom in the rear.) 

PERFORMANCE 
According to Autocar, the Audi 80 GLS is 21/2 seconds faster from 0-60 mph, over one 
second faster from 50-70 mph in third gear, and goes on to a higher top speed. 

ECONOMY 
Again according to Autocar, the Audi GLS achieves 28.2 mpg overall on 2-star petrol 
compared with the F<incess's 24.1 mpg overall on 4-star petrol. At current prices, that 
could amount to a saving of about £240 over 30,000 miles. 

TIffi AUDI CHALLENGE 
Our challenge is quite straight forward: drive both. Put the 80 GLS through its paces. 
Do the same with the Princess 2000 HLS. You'll be surprised how much difference £100 
can make. 

(From an advertisement for Audi) 
reliability = a person or thing that is reliable or can be trusted 
1" = one inch 
assess = judge 
mph = miles per hour 
mpg = miles per gallon 

A. Complete the following table about the two cars by putting a tick mark (J) for the car 
that does better in each category. The first one is done for you as an example. 

'. 
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Apqj 80 2L 

fc~iH~ 1 

.e %0 room 
2.headroom 
3.lcgroom(rear) 

(S~?8~o,"'nh . - - (in third ~ear) 

~ C~omy) 
:m8Rey saved over 30,000 miles 

8.cheaper price 

B. Answer the following questions from Passage One in one or two sentences. No mark 
will be given for sentences or phrases taken from the passage which contain irrelevant 
information. (1 mark each) 

9. What is the purpose of the advertisement? 

10.What son of magazine do you think "Autocar" is ? 

11.What do the advertisers tell the reader to do before buying each car? 

l2.Look at the title. What do the advertisers claim you can buy for £IOO? 

Passage Two 

Africa currently ga(lers the most international assistance per person among all the 
continents, though money alone has not solved Africa's problems and, in many instances, 
may actually have made things worse. At the beginning of this decade, donations from 
foreign countries average about $20 per person in Africa as compared to $7 per person 
in Latin America and $ per person in Asia. By 1986, IS African countries depended on 
donations for more than 90 per cent of their foreign revenues. But lately, donations not 
only have failed to keep pace with Africa's growing population but also have actually 
dropped. Aid for agriculture has suffered the most, dropping 10 per cent between 1980 
and 1984. Foreign funds have traditionally gone to raise cash crops on irrigated land 
rather than improving dry land farming, growing food for domestic use, and conserving 
soil and water resources. 

Nowhere else in the world has aid money bought less progress. A few years back the 
World Bank reviewed the results of more than 1,000 projects it had funded around the 
globe. Those in Africa most often fell shon of their goals. Agricultural projects, 
especially livestock operations, fared the worst among all types of African projects. Only 
five per cent of all Asian agricultural projects were deemed failures at completion, 
compared to 33 per cent in West Africa and a staggering 50 per cent failure rate in East 
Africa. Even these evaluations may be overly optimistic. 
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Fortunately, Africa's successes have indicated how donors can set more realistic 
expectations based on the actual needs and desires of the recipients. Recently, funding 
agencies have disc(' vered that by disbursing monies through private institutions or 
grassroot organisations, they can ensure local involvement in (and support for) 
development projects. 

In an encouraging instance of consensus, both governments and international agencies 
agree that agriculture must be the underpinning of Africa's rise from despair for without 
a grip on day-to-day survival, Africans cannot begin to plan for a self-reliant future. Also 
emerging is a new understanding that this agricultural expansion cannot take place unless 
Africa's fragile natural resources are managed wisely. 

Taken from Topic issue no. 184 

C. Choose the most appropriate completion according to the information in Passage Two. 
Write the letter of your choice in the space provided. (1/2 mark each) 

13. The flow of foreign aid to Africa 
a. has drastically increased in recent years. 
b. will increase in the near future. 
c. is equivalent to the increase of population. 
d. could cover m"5t of external revenues of some countries. 

14. What is the disadvantage of laying more emphasis on improving cash crops? 
a. It requires more funding. 
b. There will be a lot of crops for export. 
c. II discourages the production of crops for domestic consumption. 
d. Huge irrigational schemes will be entailed. 

15. Most of the projects funded by the World Bank were 
a. not successful, particularly in Africa. 
b. relatively not expensive. 
c. based on sound agricultural theories. 
d. established in Asia. 

16. Donor nations can best observe local participation in the projects they fund if 
a. they give their funds to private organisations. 
b. they guarantee full-scale cooperation of the host government. 
c. projects are based on the best available agricultural theories. 
d- they guarantee a continued flow of their fund-

17. The lesson learn.-Ij from the experience in Africa is that 
Ii- foreign aid should go through the host government 
b. small organisations can best utilise aid given. 
c. local participation is not very much important. 
d. livestock operations must be given the priority when allocating funds. 
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18. African countries can plan for a self-reliant economic system if they 
a. can focus on satisfying the need for food for domestic consumption. 
b. exploit their natural resources. 
c. establish only one government for the whole continent. 
d. rise from despair. 

D. Answer the following questions from Passage Two in one or two sentences. No marks 
will be given for sel tences or phrases taken from the passage which contain irrelevant 
information. (I mark each) 

19. What sort of projects were most often financed by foreign aid in Africa? 

20. How can a donor country ensure that its fund is used what it is meant for? 

21. Why is agriculture taken as the most important economic sector for Africa's rise from 
underdevelopment? 

22 How can agricultural progress in Africa be guaranteed? 

PART II: VOCABULARY (10 marks) 

A. In Column A are a number of words from Passage Two. Match each word with the 
word or phrase in Column B which has almost the same meaning as in the passage. Put 
the letter of your choice in the space provided. (112 mark each) 

A- II 

23. assistance a.judged ?~ 

24. revenue b.lose of hope ?A 

25. deemed c.expecting the best ?~ 

26. optimistic d.charged ?,; 

27. despair e.help 27. 
f.income 

o· 

B. In Column A are a number of words from Passage Two. Match each word with the 
word or phrase in Column B which has almost the opposite meaning as in the passage. 
Put the letter of your choice in the space provided. (1/2 mark each) 
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.rnlllmn A t:l 

28. currently a. foreign ?R 

29. failed b. in the past ")0 

30. domestic c. dependent 111 

31. staggering d. not surprising 11 
32. self reliant f · local d d 1? 

.s~e g. s ng 

C. Read the passage below and decide where the words given in the list best fit. Write 
your answers in the "paces provided. (1/2 mark each) 

particles 
harshness 
give up 

give out horizon 
came across gave up 
insisted gave out 

receding put up with 
persisted came out with 

crest preceding 

It was a long walk to the top of Mt Batu. We were surprised by the 33 ... of the weather 
with fierce wind and rain, and when we reached the 34 .... of the hill even a few 35 ... of 
snow fell. We were tired and some people wanted to 36 ... the walk and return home. 
However, we agreed to 37 ... the wind, rain and snow and 38 ... until we reached the top. 
There we had lunch. The leader of the group 39 ... the sandwiches, two each. The view 
was wonderful and we could see the distant town of Goba on the 40 ... On our return we 
41 ... several Semien foxes and a variety of birds. We looked back at the mountain as we 
reached horne and could see it 42 .... into the mist. It had been worthwhile, but e)(hausting 
trip. 

PART III: STRUCTURE AND USAGE (20 MARKS) 

A. Choose the correct verb from the alternatives given in brackets. Write your answer 
in the space providr;d. (In. mark ea.ch) 

It was towards the end of the Middle Ages that leprosy (43. became, has become, 
becomes) Jess co;:nmon in Europe and later on it alruost (44 .dis-appears, disappeared, has 
been disappearing) completely. ft (45. is, will be, was) possible to close the last French 
leper home as long ago as 1695. However, the disease is still prevalent in many parts of 
the world. 

One problem with leprosy is that it usually (46. took, had taken, takes) about two and a 
half to three years before one knows that one (47. will catch, has caught, will have 
caught) it, and by then most people (48. have, will have, have had) no idea when and how 
they (49. caught, will catch, are catching) the disease. The first sign is usually a small 
area of skin irritation; and often there is also a white patch on the skin. In many cases 
parts of the skin then (50. had lost, lost, lose) the sense of feeling, and pricks with a 
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needle are not felt. In Europe, where not many doctors (51.have ever seen,will ever 
see, will have ever seen)leprosy, patients are sometimes given the wrong treatment for 
years and all kinds of illness are suspected. 

Today, governments(52. will be trying, were trying, are trying) to get rid of this terrible 
disease, and World Health Organisation (53. will be helping, is helping,helped) many of 
them to this end. It is difficult indeed to treat all the millions of people who (54. 
suffer,suffered,had been suffering) from the disease and it (55. had probably been,will 
probably be,has probably been) a long time before it no longer (56.exists,will exist,will 
have existed 

B. Read the following text, and then change the numbered direct speech sentences into 
reported speech. Write your answers in the spaces provided. 

Samuel and Betru were drinking together. 57. Samuel called the waiter and said, "Bring 
us two beers, please ." Then Samuel mentioned that he had decided to quit flying and start 
a new career. "I hav" had enough of the flying ," said Samuel. 58. "What sort of career 
are you planning to take up?" Betru asked. "I'll probably go into import-export," he 
replied. He thought for a while and added, 59. "I think it is safer and better paid." 

57 .. ______________________________________ __ 
58. ____________________________________ _ 
59 .. ______________________________________ __ 

C. Choose the most appropriate words or phrases from the list below to fill the blanks. 
Use one word or phrase only once. Write your answers in the spaces provided. 

with 
no 
of 

In 

at 
to 

a little the a few 
anyone an off 
for up on 

nothing 
no one 

a 

July 14th, 1982 is a day 1 shall never forget. 60 ... that day, 1 stared death 61... thdace. 

Our flight was due to leave at 11 am that day, and I arrived 62 ... the airport with plenty 
of time to spare. We started boarding half 63... hour earlier. Most of us were holiday 
makers and there was a lot of laughing and joking going on. It was raining 64 ... but 
visibility was good, and 65 ... plane took 66... on time. The cabin staff were just 
beginning to bring round the duty-free goods, when the plane began to shake. 
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At first we thought we had just hit bad weather. We were told 67 ... sit down and fasten 
our seat belts. Then, suddenly, the front 68 ... the plane seemed to dip, and we realised 
we were speeding towards the ground. People screamed in panic. Strangers joined hands 
and prayed. 69 ... thought that we had more than a few minutes to live. 

Then, just when we Ldd given 70 ... all hope, we felt the plane level out, and slowly we 
began to gain height. 71.. . minutes later, the pilot announced that everything was now 
under control, and we all began to clap and cheer happily. Twenty minutes later, we 
landed safely. Experts are still investigating the cause of the incident, but until now they 
have found 72 ... real answers. As for me, I shall never feel really safe in 73 ... plane 
again. It was the most frightening experience of my life. 

D. Choose the most appropriate modal verbs from the alternatives given in brackets. 
Write your choices in the spaces provided. (1/2 mark each) 

a. In spite of all wamings about the dangers of smoking, many people still continue to 
smoke. Since smoking is harmful not just to smokers but to non-smokers too, it (74. 
should, shouldn't, needn't) be allowed at least in public places. 

b. Quite a significant number of the students who took the final exam last year scored A's 
and B's. They (75. should have, can't have, must have) studied very well for that exam. 

c. A week ago, I (7(, must, have to, had to) see a friend who had been in hospital for a 
month. I went into his room but I couldn't find him there . At last I talked to a nurse 
who told me that I (77.needn't have gone, must have gone, needn't go) to the hospital, 
for the patient had already recovered and left for home. 

d. Our instructor has told us that he is going to give us a test some time next week. 
Therefore, we (78. mustn ' t, needn't,must) be absent or we will lose some marks. 

e . I saw the driver trying to stop the car before the accident occurred, but the car wouldn't 
stop. It (79. ought to,mustn't,can't) have been the driver's mistake. 

PART IV: COMPOSITION (10 marks) 

A. Put the following fragments in correct order to make meaningful sentences. Begin 
with the underlined words and DO NOT add or leave out any words. Write your answers 
in the spaces provided. 

80. the world popul~ .;an/5.2 billion/is/At present 
81. annually/will rise/until the end of the century/This/by 90 million 
82. of each year's increase/Eighty-four million/in the poor countries/will be living. 
83. growing/may stop/in 100 years from now/The world's population/at 10 billion. 
84. it/by that time/if population control campaign/will rise to 14 billion!However jfails. 
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Appendix 6.13 Test paper 3 

ADDIS ABABA UNIVERSITY 
INSTITUTE OF LANGUAGE STUDIES 

DEPARTMENT OF FOREIGN LANGUAGES AND LITERATURE Time 2hrs4Smin 
SS marks 

FRESHMAN ENGLISH (lOlA) 

Student's name __________ ~I.D. No. __ 
Instructor's name Faculty _ _ 
Department Section 

PART I: READING COMPREHENSION (IS marks) 

Read the following two passages and answer the questions that follow according to the 
information in each passage. 

Passage One 

Drinks from Fruit and Grain 

Early in the development of Agriculture men discovered how w make alcoholic drinks 
from grapes and com. The ancient Egyptians drank both wine and beer, and the Greeks 
carried on a lively trade in wine. 

Wine is fermented juice of fresh grapes. The juice of the wine grape contains sugar, and 
growths of yeast form on the outside of the grape skins. In wine making, the grapes are 
crushed in a wine press and the yeast converts the sugar to alcohol, when there is no air 
present, by a process called fermentation. Red wine is made from dark grapes, and white 
wine from white grapes or from dark grapes whose skins have been removed from the 
press at an early stage. The most famous wine growing countries are France, Germany 
and Italy. Wine wa~ made in England in the Middle Ages, but the climate is not really 
suitable for grape vii.~s. Wines must be drunk quickly once they are opened, otherwise 
bacteria will use the air to convert the alcohol to vinegar. The bacteria are killed by a 
higher alcohol content than is found in wine and that is why sherry and port, the 
specialities of Spain and Portugal, are fortified by the addition of spirits to the wine to 
make them last longer. 

Beer is usually made from barley which is fermented with yeast to produce alcohol; it 
usually has a lower alcohol content than wine and thus like wine goes off quickly. Spirits 
have a higher alcohol content than beer or wine and are made by distillation from a base 
of grain or some other vegetable. Gin and vodka can be made from a variety of 
ingredients, including potatoes, but excluding grapes. Scotch whisky is obtained from a 
base of fermented barley, and brandy from a distillation of wine. 
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Many other things can be used to make alcoholic drinks. South American Indians make 
alcoholic drinks from cactus leaves. In East Africa maize or bananas are often used to 
make beer, and this in tum is distilled into a spirit. 

(from The Penguin Book of the Natural World) 

A. Complete the following table with information from Passage One by putting a tick 
mark (f) in the appropriate box. The column headed 'whisky' has been done for you as 
an example. (1/2 mark for each correct tick) 

... 

"," ; 010''' L ~ . ",;np ok !v.p< -, 
l.made from grapes 
2.made from grain I 

3,Gan be e1funk long after I 

~ goWofns no distilled 
~ggnguns distilled alcohol I 

B. Answer the following questions from Passage One in one or two sentences. No 
mark will be given for sentences or phrases taken from the passage which contain 
irrelevant information. (I mark each) 

6. Write the following four drinks in the order of their alcoholic strength, putting the 
strongest first: sherry, beer, whisky, wine. ________ _ 
7. Why is sugar important for making alcohol? 

8. What is vinegar? 

Passage Two 

The concept of "normal rainfall" has a vastly different meaning for African farmers than 
it does for agricultural planners in more temperate regions. Rainfall in Africa can ~ 
by as much as 40 per cent from year to year, and droughts can persist for several years. 

Those unique characteristics have often spelled disaster when American and European 
fanning techniques are applied to African soils. According to the UN Food and 
Agricultural Organisation, the more than $1,000 million spent on rangelands management 
over the past fifteen years has been "largely wasted" on ill-founded projects based more 
on agricultural theories learned in developed countries than on the realities of the African 
environment 

Recent agricultural research has unearthed a variety of innovative ways to boost food 
production without degrading the environment and threatening future harvests. Among 
the most promising is intercropping. 
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Researchers and farmers are finding that many crops, trees, and other plants, when planted 
together, offer significant advantages over the green revolution's tenet of planting one 
crop over vast tracts of land. Trees can "pump" nutrients from the deep soil, making them 
available to more shallow-rooted crops. Trees also lessen wind and water erosion, hold 
rainwater, and retard the flow of nutrients from the soil. A Nigerian research group that 
planted shrubs among rows of crops had encouraging results when compared to a 
conventional plot, the mixed agro-forestry system not only yielded more food but also 
provided enough fuel wood from the shrubs that each hectare could meet the needs of four 
persons. 

There are other novel applications for new technologies and traditional fanning practices. 
Genetic engineering, as well as standard cross-breeding methods, offers new crop strains 
that can thrive with little rainfall, boost higher yields than native strains, and even resist 
pests without relying on chemicals. Researchers are also rediscovering and modifying old 
techniques to enhance production: building small darns to capture precious rainwater 
before it seeps into tl ... ground, constructing rock embankments or bunks to fight erosion, 
practising no-till fanning, controlling pests and diseases by natural means, using organic 
compost instead of chemical fertilizer, and establishing community feulwood lots to 
alleviate pressure on the forests. 

(Taken from Topic Issue no. 184) 

C. Choose the most appropriate completion according to the information in Passage Two. 
Write the letter of your choice in the space provided. (1/2 mark each) 

9. The concept of "normal rainfall" has relatively the same meaning among 
Europeans because 

a. there is a lot of drought in Africa. 
b. rainfall can vary by as much as 40 per cent. 
c. rainfall variability in Europe is not significant. 
d. the agricultural planners are in more temperate regions. 

10. What does "them" in line 18 refer to? 
a. soil b. trees c. nutrients d. crops 

11. Intercropping is suggested as the most important technique of fanning because 
a. it is financially economical. 
b. it is based on the experiences of temperate regions. 
c. it helps to degrade the environment. 
d. it is based on a technique that doesn't threaten future harvests. 

12. The significant tenet of the green revolution is 
a. using a large space of land for a single crop. 
b. planting many crops, trees and plants on a small area. 
c. aiding trees to "pump" minerals from deep soil. 
d. removing more shallow-rooted crops. 
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13. The finding of the Nigerian research group 
a. disproves the basic theory of intercropping. 
b. has encouraged many African farmers. 
c. was based on intercropping. 
d. is a classical example of the green revolution. 

14. One of the following is NOT true of genetic engineering. 
a. it includes the production of pesticides. 
b. it provides new crop strains. 
c. it is a method of crop cross-breeding. 
d. it helps boost crop yields. 

D. Answer the following questions from Passage Two in one or two sentences. No 
marks will be given for sentences or phrases taken from the passage which contain 
irrelevant information. (I mark each) 

15. Why does the concept of "normal rainfall" have a different meaning for African 
farmers from what it does for European farmers? 

16. What was the rr ; ult of the application of American and European methods of 
farming to African farming? 

17. Mention two things genetic engineering can provide for an African farmer. 

18. According to the author, how can deforestation due to the cutting of trees for 
fuel wood be tackled? 

PART II: VOCABULARY (10 marks) 

A. In Column A are a number of words from Passage Two. Match each word with 
the word or phrase in Column B which has almost the same meaning as in the passage. 
Put the letter of your choice in the space provided. (1/2 marks each) 
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A R 

19. "ary a. found 10 

20. disaster b. new ,)ll 

21. unearthed c. relief ?1 

22. offer d. failure ?? 

23. novel e. differ ?"1 
f. provide 
g. book 

B. In Column A are a number of words from Passage Two. Match each word with the 
word or phrase in Column B which has almost the opposite meaning as in the passage. 
Put the letter of your choice in the space provided. (1/2 mark each) 

rnl ... nn A rnl"'nn R 

24. wasted a. valueless ?A 

25. degrade b. increase ?'\ 

26. lessen c. reduce ?'" 

27. enhance d. enrich ')7 

28. precious e. priceless 'lSI 
f. utilized properly 
g. expensive 

C. Read the passage below and decide where the words given in the list best fit. Write 
your answers in the spaces provided. (1/2 mark each) 

forced 
gratified 
gave up 

get rid of nervous 
dispute provocative 

deliberately incident 

come up to 
ferocity 
came up to 

dented 
retaliated 

give up 

I've only once been attacked in the streets. It was a dark night and three boys 29 ... me. 
I felt a little 30 ... 'Can I have a light?' asked one with a sneer. 'No,' I replied. ' I 31... 
smoking years ago.' Then the one behind me grabbed my case. I 32 ... by kicking. They 
33 ... me to the ground, took the bag and 34 ... kicked me again in the stomach as I lay 
there shouting. It was allover in a few minutes. I was alarmed by the 35 ... of the attack. 
However, I felt rather 36 ... when I thought of what they had stolen. It was an old, tom 
suitcase, filled with rubbish that I wanted to 37 ... In fact, I had been on my way to the 
rubbish pit when this 38 ... happened. 
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PART ill: STRUCTURE AND USAGE (20 marks) 

A. Choose the correc t verb form from the alternatives given in brackets. Write your 
answers in the spaces provided. (I!2 mark each) 

I can say that I am a successful businessman. Let me tell you what my life was like 
ten years ago. I (39.have been living,was living,had lived) in a small two-room house in 
the poorest part of t/"., city. I (40.was,have been, was being) a shop assistant in Merkato 
and I (41.have been working,had been working,have worked) in the shop for three years 
but I (42.didn 't manage will not manage,haven't managed) to save any money because 
I earned too little. However, luck was on my side. The shop owner offered me a deal. 
He said he would double my salary if I made his business successful and raised his profit 
by a 100% within two years. I accepted the offer and was successful. 

Now, I (43. have run,am running, had run) his business and I (44.had already raised, 
have already raised,already raised) his profit by 150%. He (45. had been,is,will be) happy 
with my work and (46. has made,will have made, would have made) me his partner. 1(47. 
will have worked,have been working, had been working) as his partner for over six months 
now. I (48.have moved, will have moved,had moved) into a bigger house in the central 
part of the city. My girl-friend, Tigist, is happy about that. We (49. have been, are going 
to be, would have been) married next June and our wedding (50. will be held, has been 
held,might have been held) at Ras Hotel, we hope. After we are married, we (51.have 
lived, will be living, were to live) together in my new house. Tigist likes it. 

By 1992, I (52. will have bought,have bought,might have been buying) my own shop 
in piazza and I will h: running my own business. There's nothing sweeter than the fruit 
of hard work, I always say. 

B. Read the following text, and then change the numbered direct speech sentences into 
reported speech. Write your answers in the spaces provided. (1 mark each) 

. Let me tell you what happened in our physics class today. 53. The teacher came in and 
said, "Take out a piece of paper." I think he was going to give us a test. But all the 
students got confused and started talking. 54. The teacher got angry and asked, "What 
is the matter?" Then one student sitting at the back raised her hand. The teacher saw her 
and let her speak. 55. She stood up and said, "Matter is anything that has weight and 
occupies space." Then we all roared with laughter - including the teacher. 

53. ____________________________________ _ 
54. ______________________________________ _ 
55. ______________________________________ _ 
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C. Choose the most appropriate words or phrases from the list below to fill the 
blanks. Use one word or phrase only once. Write your answers in the spaces 
provided. (112 marks each) 

any 
a 
an 

the 
by 
for 

of 
at 
on 

In 

from 
to 

some 
with 
a little 

little 
a few 

few 

anything 
nobody 

Many people believe that there is life on Mars. I am one (56) ... them. Just (57) ... years 
ago, scientists also believed that there might be life on Mars. However, it is said that they 
have recently found out that there cannot be (58) ... kind of life on Mars as it is too cold 
and too far from the sun. But who knows? (59) ... my point of view, Mars and the other 
planets also might have living things on them; but these living things may not require the 
same kind of temperature, atmosphere, etc., as there is on earth, in order to be alive. 
(60) ... example, there might be creatures who do not need oxygen to breathe or who can 
survive in (61) ... temperature of - 200 degrees centigrade. 

I know that very (62) ... scientists will agree (63) ... me and that I have (64) ... knowledge 
of the subject. I can't give you any evidence to prove what I am saying. But I believe 
(65) ... expressing what I think even if it sounds ridiculous. (66) ... the moment, (67) ... 
knows for sure whether or not there is life on any planet except earth, but I am sure that 
in the future, scientists will find out the truth. (68) ... best thing to do is to wait and see 
if (69) ... happens. 

D. Choose the most appropriate modal verbs from the alternatives given in brackets. 
Write your answers in the spaces provided. (1/2 mark each) 

a. Elsa looks so wet and muddy. She (70. must have been, can't have been ought to have 
been) standing in the rain . 

b. Mamush did not get good grades in his English examination. He (71. needn't 
have,must have,ought to have) studied hard. 

c. I tried to phone you at 9 pm last night, but the phone just kept ringing and there was 
no answer. So, you (72.shouldn't have been,couldn ' t have been, ought not to have been) 
at home at that time. 

d. There is a photocopier in the other room. You (73. mustn't have,ought not to 
have,needn't have)rewritten the ten pages from the book. 

e. Desta frightened the little girl with a mask, and now she 's crying. That was very 
naughty of him. He (74. needn't have,can 't have,shouldn't have) done that to her. 

f. I checked the calcuiation three times, and each time I got this same figure. So it (75. 
can't be,has to be,must be) wrong. 
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PART IV: COMPOSmON (10 marks) 

A. Put the following fragments in correct order to make meaningful sentences. Begin 
with the underlined words and DO NOT add or leave out any words. Write your answers 
in the spaces provided. (I mark each) 

76. from the sun/ is called! Light! natural light 
77. either chemically/ Artificial li ght! or elecoically/ can be produced 
78. a candle/ by soiking/ We produce/ a match! chemical light! or by burning 
79. may bel elecoic lamps/ in! produced! Elecoic light 
80. As elecoicity/ h"at is produced! produces white light! and! the hot filament! 
flows through the tu .. gsten filament 

76. __________________________________ __ 
77. ____________________________________ _ 
78. ____________________________________ ___ 
79. ____________________________________ _ 
80. __________________________________ __ 

B. Write a paragraph of about 60 words using the notes given below. (5 marks) 

Notes: 
Name:Abbe Gubegna 
Place and date of birth:Bahir Dar. 1934. 
Education: -extensive church education. formal education 
Profession:Author 
Books written by him: 21 books in Amharic 

2 books in English 
Famous book: "Alwrledim" in Amharic 
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Appendix 6.2 Freshman English 10lB Test papers 

Appendix 6.21 Test paper I 

ADDIS ABABA UNIVERSITY 
INSTITUTE OF LANGUAGE STUDIES 

DEPARTMENT Of ;:OREIGN LANGUAGES AND LITERATURE Time 3hrs 
50 marks 

FRESHMAN ENGLISH (IOIB) 

Student's name:,________ I.D. no., __ _ 
Instructor's name:, ________ Faculty __ _ 
Department: Section __ _ 

PART I: READING COMPREHENSION (15 marks) 

Read the following passage and answer the questions that follow. 

Drug discoveries make headlines. But steady advances in laboratory technique seem 
calculated to bring on the yawns. An announcement in last week's Nature that some 
compounds related to diazepam, a tranquilli ser, seem to stop the AIDS virus - at least in 
test-tubes - has had plenty of attention. Less has been said about improvements in ways 
of measuring the aIrount of virus in blood samples. These improvements may be as 
valuable as the comp:)unds, or more so. 

To spot a virus in the blood, take blood cells or plasma from a patient and incubate them 
with uninfected cells under conditions that the virus likes. Then test the cell culture for 
the virus. In the early years of AIDS' research it was notoriously hard to find virus 
particles in people. Trial and error have improved the finicky protocols for culturing 
cells . Instead of relying on the activity of a viral enzyme, they now spot the presence of 
the protein, called P24 antigen, which makes up the core of the virus itself. 

Dr. David Ho and his colleagues at the University of California at Los Angeles Medical 
Centre have studied blood samples from 54 people with antibodies to HIY and from 22 
uninfected people. In all those with antibodies they found blood cells carrying the virus 
and free-floating virus in the blood. They found none in the uninfected people. Such 
accuracy has never been achieved before. And the amount of HIV in the blood was much 
higher in those who had symptoms of disease than in those who did not. 

In a paper published in the same issue of the New England Journal of Medicine as Dr. 
Ho's, a team from the University of Washington led by Dr. Roben Coombs reponed 
similar results. They found infectious cells in 97% of the samples from infected people. 
But their virus pani<. :~s were not as widespread as Dr. Ho's. They found the virus in 
23% of the patients without symptoms, 45% of those with some, but not all, the 
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symptoms of AIDS, and 82% of those with full symptoms. It may be that the 
Washington team is using a less sensitive test, or that Dr. Ho's test sees some free virus 
where there is none. 

Either way, direct measurements of the virus could make a big difference to some uials 
of treatments for AIDS. For people who are infected but not ill, any uial to find out 
whether a new drug will help them must, at the moment, continue until an appreciable 
number of them (those who are allotted placeboes in the uial) fall ill. If, rather than 
waiting for symptoms, such uials looked for variations in the amount of virus, then 
evidence of a drug's effectiveness - or lack of it - might be found much more quickly. 
If the drug works, those on the placebo could move to the drug before becoming ill. 

Quick, small uials of people with AIDS are another use for the new virus-spotting 
techniques. It might be possible to tell if an anti-viral drug works by using only a dozen 
people and monitorilici the virus in their blood for about six weeks. If the drug does not 
affect the virus in their blood streams, then a full-scale uial can be avoided. 

Such uials are needed because stopping the virus from reproducing in cultures and having 
an effect in the body are different things. Consider the new family of drugs described in 
Nature by Dr. Rudi Pauwels and his team in Belgium. They describe a family of 
compounds that stops HlY from reproducing. Like AZT, the only antiviral drug approved 
for use against HlY, the compounds block part of the mechanism by which the virus gets 
its genes into host cells. The advantage of the new compounds is that the difference 
between HIY blocking doses and doses that kill the body's cells is larger. All this is 
encouraging but is not the same success with people. 

Dr. Ho's paper describes a study of seven patients taking AZT. Their amounts of free 
virus were low, but the levels of infection in their blood cells stayed constant. This is 
because AZT stops infection but can do nothing for cells that are already infected. The 
drop in free virus may imply that most virus in the blood stream comes from newly 
infected cells - which would be useful to know. As new drugs come along viral 
measurements will illuminate their effects - even if they turn out not to tell the whole 
story. Because the Measurements are extremely labour-intensive, it is unlikely that they 
will replace all othc :narkers, or become common practice in hospitals. But in some 
clinical uials they may begin to make a difference perhaps within the next year. 

(Taken from The Economist Feb. 10,1990) 

A. According to the passage, choose the most appropriate sentence completion from the 
choices given and write the correct letter in the space provided. (1/2 mark each) 

1. According to the passage, drug discoveries 
a. are given less space in newspapers. 
b. had plenty of attention. 
c. seem to stop the AIDS epidemic. 
d. have made few advances. 

2. The modern method of identifying the presence of AIDS virus is to 
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a. rely on the acti'. ity of a viral system. 
b. spot the present..; of P24 antigen. 
c. break the core of the virus. 
d. culture all suspected cells. 

3. Dr. Ho and his colleagues 
a. established a more accurate relationship between the amount 

of HIV in blood and symptoms of disease. 
b. took 76 people who were infected for their study. 
c. were able to formulate drugs for the disease. 
d. used diazepam to activate the HIV in the blood. 

4. Dr. Coombs and his group 
a. were surely using a less sensitive test. 
b. repeated the experiment undertaken by Dr. Ho and his team and found the same 

results. 
c. disproved the results of the experiment made by Dr. Ho and his team. 
d. reported that they had similar results. 

5. Dr. Coombs and !-is team 
a. found the AIDS virus in 23% of the patients without symptoms. 
b. isolated the AIDS virus for culturing and treatment. 
c. saw some free virus where there was none. 
d. discovered AIDS virus in almost 97% of the people without the symptoms 

6. A full-scale trial on infected patients can be avoided 
a. if drugs can be used extensively. 
b. by using the techniques used by Dr. Ho. 
c. by employing the new virus spotting techniques. 
d. if appropriate treatments could be provided. 

7. The compounds described by Dr. Pauwels and his team are very much similar to AZT 
because 

a. they are anti-viral drugs. 
b. they facilitate viral growth. 
c. they help to reproduce HIV. 
d. they get their genes into host cells. 

8. The author feels that 
a. the techniques 1.'[ detecting HIV are still backward. 
b. HIV reproduction can successfully be blocked by using AZT. 
c. the attempts to improve techniques of detection are quite encouraging. 
d. the new drugs are successful with many people. 

9. Dr. Ho' s research paper 
a. described the medical history of seven people. 
b. illuminated recent research findings. 
c. explained the results of AZT taking patients. 
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el. expressed the desperate situation regarding AIDS. 

IO.One of the following is NOT true of AZT. 
a. It is antiviral. 
b. It is effective in stopping infection. 
c. It cures quite effectively infected cells. 
el. It is the only one approved for use against HlV. 

B. Answer the following questions according to the information in the passage. No marks 
will be given for sentences or phrases copied from the passage which contain irrelevant 
information. (1 mark each) 

11. According to the writer, what should be given as much attention to as the 
discovery of a new drug for AIDS? 

12. What was very difficult to find during the early years of AIDS research? 

13. What was the major discovery of Dr. Ho and his colleagues? 

14. How was Dr. Coombs' and his team's finding different from that of Dr. Ho's and 
his colleagues? 

15. What are the two advantages of establishing the number of AIDS virus in a 
patient? 

16. What compound~ block part of the mechanism by which the AIDS virus gets its genes 
into host cells? 

17. How would viral measurements be of help for new drugs for AIDS? 

C. Write correct and full questions which would produce the following answers. 
(1 mark each) 

18. related to diazepam 

19. the core of AIDS virus. 

20. a full-scale trial can be avoided. 

PART II: VOCABULARY (10 marks) 

A. Choose the most suitable word or phrase from the list below to fill the blank. 
Write your answers _~ the spaces provided. (I!2 mark each) 
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relish crux eligible offence fell through 
called at pleaded embarrassed discernible ban 
predicament called on solution bulk 

21. It took them a long time to identify the of the problem 
22. The foot-prints left by the burglar were quite ... on the muddy surface. 
23. The way he behaved ... most of the spectators. 
24. The apparent ... of third world countries is due to shaky political systems and chronic 
underdevelopment. 
25. Most of the members of that department were ... for promotion. 
26. It is a(n) ... to drive a car under the influence of alcohol in most countries. 
27. Our scheme ... because of shortage of very essential raw materials. 
28. The .. . on smoking drastically affected the profit of tobacco factories in the country. 
29. Since most of the workers were on an annual leave, the ... of the work had to be 
covered by part-timers. 
30. Bedilu ... his friends just in time to say farewell before they departed. 

B. Complete the following sentences with the appropriate form of the words below. You 
will need to either use them as nouns or adjectives. (1/2 mark each) 

qualify hand perform produce inhabit plant detect demarca te 

31. There were only a(n) ... of spectators in the stadium because many thought that the 
match would not be so much impressive. 
32. Sugar ... cannot be enhanced without expanding the sugar cane plantation. 
33. The ... used the evidence he gathered from eye-witnesses to sue that company. 
34. The ... of the repJn had to work day and night to avert flood catastrophe. 
35. Most of the workers had the ... to operate the newly imported machine. 

C. Supply the necessary prepositions or adverbial particles to ftIl the blanks below. 
Write your answers in the spaces provided. 

Most people like to listen to news 36 ...... the radio or TV. Some would like to read the 
news 37... . official newspapers. Others prefer the private media. Few people enjoy 
reading or listening 38 ...... news they are not interested in. Most of them say that such 
news turns them 39 ..... if it falls short 40 .. .... . their expectations. 

PART ill: STRUCIlJRE AND USAGE (20 marks) 
A. Put the verb in brackets into the correct infinitive or gerund form. (1/2 mark) 

41. The cOIl1Illl ttee members discussed the matter for almost three hours but fai led 
(reach) a common decision. 
42. No one can mak., the manager (change) his mind once he has decided. 
43. Mesfin doesn' t mind (help) his wife at home. 
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44. The thief said that he was compelled (steal) by hunger. 
45. I told her to stay at home and read but she insisted on (go) out with me. 
46. When my friend came to talk to me about our ass ignment, I had already finished (do) 
it. 
47. Her parents do not let her (go) to a night club alone. 

B. Put the verb in brackets into Passive form and correct tense. (1/2 mark each) 

48. We must always (inform) about what goes on around us. 
49. A very good play (stage) at the National Theatre at present. 
50. The injured woman (take) to the hospital immediately after the accident. 
51. Some changes (make) in the country's economic policy recently. 
52. It (feel) that such changes will help in improving the life of the people. 
53. If it had not been for the war, many starving people (save). 
54. Thousands of Ita'ian soldiers (kill) at the battle of Adwa. 

C. Complete the fragments below to make meaningful & correct sentences(1 mark) 

55.We all reached home in time although _____________ . 
56. She looked at me as if _______________ _ 

57. whenever it sees a stranger. 
58. We are all expected _________________ _ 
59. However hard he studies, _______________ _ 
60. why he never wants to see his old friend. 
61. Had I been a millionaire, _______________ _ 

D. Rewrite the following sentences in the Passive. (I mark each) 

62. Thomas had fixed the car before he sold it.-:-_ ________ --' 
63. Mel Brooks is making a new movie in 1990., __________ _ 
64. They will install a hydro-electric power plant in the future , ____ _ 
65. The thieves would have stolen all the gold if the man had not stopped them at the 
aUport. ___________________ _ 

66. The doctor has aJvised her to go on a diet to lose weight. ______ ' 
67. People speak Adedgna in Harar. ______________ ' 

PART IV: COMPOSmON (5 marks) 

Write a paragraph of about 80 words describing Dire Dawa. Use the notes given below. 

Location:Dire Dawa Autonomous Region, about 380 kms southeast of Addis 
Population:90,OOO 
Size:about 20 sq kms 
Climate:Temperate - hot/dry, warm/windy 
Facilities: Hotels, schools, market places 
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Appendix 6.22 Test I)aper 2 

ADDIS ABABA UNIVERSITY 
INSTITUTE OF LANGUAGE STUDIES 

DEPARTMENT OF FOREIGN LANGUAGES AND LITERATURE Time 3hrs 
50 marks 

FRESHMAN ENGLISH (!OIB) 

DIRECTIONS: 

This exam paper contains four parts. You should answer all of them. Give your answers 
on the separate answer sheet provided. Submit only the Answer Sheet after you fmish. 

PARTI: READING COMPREHENSION (17 marks) 

Read the following two passages and answer the questions that follow according to the 
infOimation in the p8ssages. 

Passage One 

Two Cars Compared 

Ford Escort 
Even before the new Escort was announced, we felt that due to Ford's complete common 
sense approach to motor car design and production, the new car would be a strong 
contender for our best car of the year. But there are a number of short-comings which, 
frankly speaking, leave us a little disappointed with the new front-wheel-drive car. The 
first criticism centres on the ride, which we feel is far too hard and joggled for comfort, 
and even after the company sorted out the bad batch of rear shock absorbers on early cars 
the fault still remains. Secondly, the seats are rather uncomfortable, the front ones being 
a little too hard. Otherwise, the Ford is a competent all-round car with lively performance 
from the 1300cc engine and good road-holding to complement it. It's a practical design, 
but the tailgate sill is too high. 

Citroen Dyane 
Old fashioned isn '(the word for the Citroen Dyane - prehistoric comes closer to 
describing its true vi 'rage. But that hardly matters because the antiquated Dyane defines 
a care-free classless life style and that makes the car a little difficult to assess by modern 
standards. Nevertheless, the Citroen does offer extremely comfortable seats (the rear ones 
can be easily removed for extra luggage space) and the long suspension travel gives an 
easy soft ride, even if at the expense of massive amounts of body roll which really does 
make sharp cornering look difficult and alarming. The 602cc engine is desperately slow, 
but it does not take long to become accustomed to a slower driving style, and fuel 
economy is legendary with 50 mpg being regularly attainable. In contrast to this, though, 
servicing is not simple. 
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A. Put a tick (f) in the appropriate column on the Answer sheet to show whether the 
statements are true for the Ford Escort or the Citroen Dyane. (I!2 mark each) 

Ford Citroen 
Escort Dyane 

I. more modern car 

2. more comfortable seats 

3. more comfortable to ride in 

4. more economical use of petrol 

5. bigger engine 

6. faster car 

7. better cornering 

B. Choose the best answer or sentence completion from those given and write the letter 
of your choice on your Answer sheet against the appropriate number. (1/2 mark each) 

8. The purpose of th., writer seems to be to 
a. advertise the twv cars and persuade people to buy them. 
b. persuade people to buy the Escort rather than the Citroen. 
c. persuade people to buy the Citroen rather than the Escort. 
d. give an unbiased description of the two so that people can decide for themselves. 

9. These passages would likely to appear in 
a. an adverti sement for the cars. 
b. a daily newspaper. 
c. an independent car magazine. 
d. a brochure issued by the car companies making the cars. 

10.The writers expected the new Escort to be a contender for "best car of the year" 
because 

a. it had a number of shortcomings. 
b. in the past the manufacturers had always produced good cars. 
c. the manufacturers were sensible. 
d. they had heard so much about the new car before it was produced. 

I I. 'Old fashioned isr. 't the word' means 
a. The car is not 'vi)' old fashioned, in fact it's quite modern. 
b. The car is very, very old fashioned. 
c. It is a vintage car and therefore not at all old fashioned. 
d. The writer can't find an appropriate word to describe the car. 
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12. The servicing of the Citroen is 
a. easy because of the legendary fuel economy. 
b. difficult because of the legendary fuel economy. 
c. easy even though its use of petrol is very economical. 
d difficult but at least its use of petrol if economical. 

13. ' it' in line 19 of the text about the Citroen refers to 
a. the 602cc engine. 
b. the time it takes to become accustomed to slower driving. 
c. driving despera ' Jy slowly. 
d the body roll that makes sharp cornering alarming. 

14.Which is the best summary of the text about the Citroen? 
a. This car is very slow, and tends to roll over. It is also very old fashioned and 

not easy to service. 
b. This car is too old fashioned to assess in modern terms, but is suitable for those who 

would like a free classless life style. 
c. This is a vety comfortable car wi th good seats. It 's fuel economy is legendary and 

thus it would be suitable for anyone who would like a free classless style. 
d. It is not a modern car and is very slow to drive, difficult to service and bad at 

cornering. However, it is very comfortable and economical to run. 

Passage Two 

A westerner soon notices something odd when travelling through the hilly farmlands of 
Ethiopia. The flat lands, the ones you would expect a farmer to plough first, are often left 
untouched while farmers plough the steepest hills, causing serious soil erosion in many 
places. At the ILCA Jutzi explains that the problem arises from the jet-black soils made 
of heavy clay called vertisols, which cover much of the country. Normally, clay soils 
comprise around 35 per cent clay; vertisols contain 70 per cent, and feel like modelling 
clay. Ethiopia has 13 million hectares of vertisols. Of that, 8 million hectares are in the 
heavily populated highlands. 

Only 2 million hectares of Ethiopia's vertisols are ploughed. Most of the flat fields are 
left as grazing land because the soil becomes too waterlogged to grow crops. Now 
scientists at the ILCA think they have found a cheap way to drain the land. The 
discovery could revolutionize food production in Ethiopia. 

Whenever it rains, the tiny particles that make up clay quickly acquire a shell of water. 
Once this happens, they do not give up the water easily. A vertisol full of these tiny 
particles has an immense capacity to hold water. In a climate such as Ethiopia's, where 
rain is seasonal, vertisols can be an advantage. They may need only one good drenching 
to store enough moisture to see a crop through to maturity. But vertisols are also difficult 
to handle. When they dry out, they become too hard to plough. They can be ploughed 
only after it rains, so crops must be sown while the soil is wet. 

Many crops cannot l< I ~rate waterlogged clays, which lack oxygen. So farmers must either 
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plant varieties that tolerate waterlogging, such plants do not have high yields, or sowing 
must wait until the land has dried a little after ploughing. This shortens the growing 
season, which can reduce yields. 

(Taken from New Scientist Oct. 1987.) 

C. Answer each of the following questions in one or two sentences according to the 
information in Passage Two. Write your answer in the space provided on the answer 
sheet. (1/2 mark each) 

15. What looks odd to a westerner who travels through the hilly farmlands of Ethiopia? 
16. What is the major disadvantage of having a high percentage of vertisols? 
17. How can the flat fields that are left as grazing land be changed into fertile farmlands? 
18. Why are vertisols an advantage in countries such as Ethiopia? 
19. What may shortl';1 the growing season? 

D. Write questions that would produce the following answers in the space provided on the 
answer sheet. The questions must be grammatically correct and related to Passage Two. 
(1 mark each) 

20. the jet-black soils made of clay. 
21. because the soil becomes too waterlogged to grow crops. 
22. they do not give up the water easily. 
23. only one drenching. 
24. they do not have high yields. 

PART II: VOCABULARY (10 marks) 

A. Find a word or phrase from Passage Two which has the same meaning with the given 
expression. Write your answer in the space provided on the Answer Sheet (1/2 mark 
each) 
25. observes (par.l) 
26. not ploughed (pod) 
27. evolves; results (par. 1) 
28. make up; consist of; include (par. I ) 
29. swampy (par.2) 
30. make a complete positive change in (par.2) 
31. lose; abandon (par. 3) 
32. great; large (par.3) 
33. thorough wetting (par.3) 
34. endure (par.4) 

B. Read the passage below and decide where each word given in the list best fits. Use 
one word only once. Remember that you may have to change the form of the word. Eg. 
if it is a verb, you may need to use it as a verb, noun, adverb or adjective. Write your 
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answer in the space provided on the Answer Sheet. (112 mark each) 

rub 
endemic 

produce 
outbreak 

go cultivate reassure 
remedy predicament wipe 

restore set 
epidemic 

In 1978 there was a(n) 35 ... of cholera in our town of Iringa, Tanzania, with ten people 
infected. The government told us to boil our water, wash our hands and avoid eating fruit 
and vegetables. 

This, they felt sure, would prevent cholera becoming a(n) 36 .... throughout the region. 
We were also not allowed to sell our farm 37 .... in the market or to travel outside the 
town. We were frightened of catching the disease but they gave us frequent 38 ... saying 
that we were safe if we did as we were told. We were however in a difficult 39 .... 
because if we continued the 40 ... of our land we couldn't sell or eat the vegetables we 
grew. Soon the government brought more medicine and injected us all. This 41... the 
situation and cholera was completely 42 ... out in our area. After a month they announced 
the 43 ... of our righl: . /0 travel and sell vegetables in the market. We were happy on the 
first day when we 44 ... out for market with over a month's supply of food to sell. 

PART ill: STRUCTURE AND USAGE (13 marks) 

A. Fill each blank space in the following passage with the most appropriate preposition 
or particle. Give your answer in the space provided on the Answer Sheet. (1/2 marks 
each) 

Policeman - "Would you tell us what you were doing 45 .... 9 and 11 pm on Tuesday?" 
Witness - "Well, I was watching television until 9:30 pm. Then, I turned 46 ... 

the television and sat 47 ... my desk to do some work. I selected some pictures 
and articles in some old newspapers and cut them 48 ... Then, I carefully arranged 
them on the table in order. I was almost finished when I heard a crash on my 
window, and the wind blew in and scattered everything on the floor. All the 
pictures were mixed 49 .. . and it took me nother hour to work 50 ... which pictures 
was which. So, you see, I was in my room all the time." 

B. Choose the most appropriate verb from the alternatives given in brackets. Write your 
answer in the space provided on the Answer Sheet. (112 mark each) 

My son: 
When people begin by saying, "1 don't enjoy (Sl.gossip,to gossip,gossiping) but ... " you 
can be sure that they intend (52.to gossip,gossiping,to be gossiping). So try not 
(53.listening,to listen,to have listened) to them. If you allow them (54.to go on, going 
on,to have gone on), they will keep(55.to tell,telling,to be telling) you more and more 
awful things about people you respect. So, I advise you (56. to stay,slaying,to have 
stayed) away from such people. I'd prefer you (57. to have spent, to have been 
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spending,spending)your time with people who discuss ideas. That will broaden your 
mind. 

I remember (58. taking,to take,to have taken) you to football matches every Sunday when 
you were little. I reg .. " t not (59. to be,having been, to have been) able to spend more time 
with you. It seems (60.being,to be,having been) a bit too late for that now. 

All these years, I (6l.have been known,have known, be known) you as a very good boy. 
You have always (62.make,made,making) me very proud of you. Last week, I (63 . 
told,have been told,was told) that you are keen on becoming a business manager. You 
(64. have said,are said,will be said) to have all the qualities this business needs. I (65. 
please, am pleased, pleased) to hear this. 

As you know, I have a bad heart and I (66.have been advised,have advised,advised) to 
retire. I have, therefore, decided that you are to take over my job. You will receive the 
offer letter soon. You are expected to start next month, and believed (67.to be,to have 
been,being) able to run it well. As you (68. offered, have offered,are offered) a job at 
your own grandfather's finn, you won't (69. deny,be denied,have been denied) any of the 
privileges and facilities this finn provides. Just promise me one thing, my son. Promise 
me never (70. to have,having,to have had) anything to do with gossip-mongers. Just 
promise me that. 

PART IV: COMPOSmON (10 marks) 

A. Write a paragraph of about 100 words on Causes of Desertification using the notes 
given below in the space provided on the answer sheet. 

-Consequences of population increase 
l.cutting down of fallow periods 2. decline in the vegetation cover 
3. increasing erosion 

-Deforestation 
l.c1earing forests for farming 2.cutting trees for fuel-wood 

-Overgrazing I. increasing number of livestock 
-Poor methods of farming 
I. not using terracing 2. not practising crop-rotation 

B. Write a paragraph of about 60 words in the space provided on the answer sheet using 
the following sentence as the first sentence of your paragraph. (5 marks) 

Life as a university student is both satisfying and frustrating ..... 
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Appendix 6.23 Test paper 3 

ADDIS ABABA UNIVERSITY 
INSTITUTE OF LANGUAGE STUDIES 

DEPARTMENT OF FOREIGN LANGUAGES AND LITERATURE Time 3hrs 
50 marks 

FRESHMAN ENGLISH (lOIB) 

DTRECI10NS: 

This exam paper contains four parts. You should answer all of them. Give your answers 
on the separate answer sheet provided. Submit only the answer sheet after you finish. 

PART I: READING COMPREHENSION (17 marks) 

Read the following two passages and answer the questions that follow according to the 
information in each passage. 

Passage One 

Dying Stars ... Living Planets 

The old belief that tt " universe never changes is quite wrong. Even before the invention 
of the telescope, astronomers noticed that bright stars suddenly appear in the sky, and then 
later disappear. These stars were called 'novae' because they were thought to be new. 
In fact we now know that they are really old stars which are slowly dying. A recent case 
of a nova occurred in 1918, and one of the few people who saw this was the American 
astronomer Edward Bernard. He was driving along in a car, occasionally looking up into 
the sky. Suddenly he noticed a star that he had never seen before, and exclaimed "That 
star should not be there!" He was in fact watching the explosion of a nova. 

Novae are old stars which are slowly dying. As they do so, they let out huge clouds of 
material, sometimes as large as the earth, and these explode into space at a speed of about 
8,000,000 kilometres per hour. When this happens, the hotter parts of the star become 
visible, and this is why novae are so bright. Although the explosions are huge on a 
human scale, they only consume a small part of the dying star's energy. The death is a 
slow one, and the star may continue to explode for thousands of years. Indeed, there are 
even some stars which explode once a fortnight. 

There are other old stars which do not die slowly, but are completely destroyed by one 
great explosion. These are known as 'supernovae'. The explosion of a supernova is 
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equivalent to about a million, million, million, million hydrogen bombs going off at the 
same time. Just before the explosion the star's density becomes very great and i1 spins 
at a very high speed. A matchbox of material taken from the star at that time would 
weigh abou t 1,000 tons, and the star would be turning at abou t 16,000,000 kilometres per 
hour. The explosion itself occurs suddenly, in the space of a minute, but the supernova 
continues to shine long after the event. One supernova which Chinese astronomers 
observed in 1054 can sti ll be seen by us today. It has been shining for at least nine 
hundred years . 

A. Put a tick (j) in the appropriate column on the Answer Sheet to show whether the 
statements are true for the novae or the supernovae. (l/2 mark each) 

Novae Supernovae 

1. Ti ~:y die slowly. 

2. They die quickly. 

3. One explosion each only. 

4. Many explosions over a long time. 

5. Spin fast before exploding. 

6. Shine for a very long time. 

7. Appear, then disappear. 

B. Choose the most appropriate answer, and write the letter that represents your choice 
of the answer in the space provided on the Answer Sheet. (l/2 mark each) 

8. "Nova" is a latin ""oni From the context we can tell that it means 
a. a star 5. old c. new d. an explosion 

9. Edward Bernard had never seen that particular star before because 
a. he hadn't looked up at that particular spot. 
b. it was a new · star. 
c. it was a dead star until that point in time. 
d. it hadn't been bright enough to see. 

10. Novae and supernovae 
a. could not be seen until the invention of the telescope. 
b. were first recognized by Edward Bernard. 
c. had been seen but not understood long before that time. 
d. are newly formed stars. 
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II. When a novae explodes what we actually see is 
a. the hottest part .)f the star. 
b. huge clouds of material exploding into space. 
c. material travelling at 8,000,000 kph. 
d. a small part of the star's dying energy. 

12. 'so' in line 10 refers to 
a. let out clouds of materials. 
b. explode. 
c. die slowly. 
d. old stars. 

13. 'it' in line 21 refers to 
a. the star. 
b. the star's density. 
c. the explosion. 
d. a matchbox of materials. 

14. The author mentions the matchbox of material to show that just before explosion the 
star 

a. becomes very ~ "all. 
b. becomes very dense. 
c. spins very fast. 
d. is still made of matter. 

Passage Two 

THE HlGHLANDS of Ethiopia have always been washing away in the rain . Ancient 
Egypt grew from the Ethiopian silt that the Nile carried to its farms. An Ottoman ruler 
of Egypt once assured the Ethiopian court that as he already received the best of Ethiopia, 
he had no interest in conquering "the residue". 

Nowadays, Ethiopia's soil washes away substantially faster than the rocks are weathered 
to replace it. Soil that has been productive for centuries is dwindling to fields of stones. 
Draining Ethiopia's black clay soils might eventually open up more flat land, but for the 
moment, most of the farms in Ethiopia are on some kind of slope, to avoid waterlogging. 

Ethiopians pay a price for this in soil erosion. Rain falls there, not in gentle showers, but 
where turbulent pock'.ts of air form storm clouds. The torrential rain sluices away tonnes 
of soil over the sloping ground. The problem is exacerbated because, today, fields are 
rarely left fallow. So there is little natural vegetation to retard erosion. 

There is a way of farming hill sides intensively without losing the hill, and that is to form 
the soil into terraces. "But," says Samuel lutzi at ILeA, "techniques to control soil 
erosion didn't evolve in Ethiopian agriculture, because at lower population levels, the 
problem wasn't pressing. Now the situation is out of control." "The trouble with 
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erosion," says Iutzi, "is that the farmer rarely perceives the seriousness of having less soil. 
Farmers say it has been here for generation, and do not see why a change in practice is 
necessary". Soil erosion depresses yields long before the fi elds lose too much soil to be 
farmed. 

The finer particles of soil leave first: the soil becomes coarser and water permeates more 
easily. This means that the soil dries more quickly, and that rain runs of the surface 
faster, increasing erosion. These shallower, coarse soils hold less water through the 
growing season, so ;hey need more frequent and regular rain to sustain the crop in 
Ethiopia; soils rarely receive this. Meanwhile, the fine soil washes downhill and streams 
clog with silt. Uphill, the reduced capacity of the soil to hold water causes streams to 
dry. 

(Taken from New Scientist Oct.!, 1987) 

C. Answer each of the following ques tions in one or two sentences accorcling to the 
information in Passage Two. Write your answers in the space provided in the Answer 
Sheet. (1 mark each) 

15. What clid the Ottoman ruler of Egypt mean when he said he already received the best 
of Ethiopia? 

16. What does "this" in para. 3 line 10 refer to? 

17. Mention two reasons why soil erosion is serious in Ethiopia. 

18. Accorcling to the writer, what is one method of combatting soil erosion and why is 
it unpopular among the Ethiopian peasants? 

19. Why is that there are not may streams on the highlands of Ethiopia? 

D. Write questions that would produce the following answers in the space provided on the 
Answer Sheet. The questions must be grammatically correct and related to Passage Two. 
(1 mark each) 

20. Ethiopian silt 
21. to avoid waterlogging 
22. because fields are rarely left fallow 
23. at lower population levels 
24. the shallower and coarse soils 
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PART II: VOCABULARY (10 marks) 

A. Find a word from Passage Two which has the same meaning with the given 
expression. Write you r answer in the space provided on the Answer Sheet. (1/2 mark 
each) 

25. guaranteed (par. I ) 
26. that which remai ns after a part is taken (par. I) 
27. largely (par.2) 
28. finally (par.2) 
29. mild (par.3) 
30. characterized by wildly irregular and fierce movement (par. 3) 
31. washes off with a rush of water (par.3) 
32. worsened (par.3) 
33. serious; calling f )~ immediate attention (par.4) 
34. lowers both in quantity and quality (par.4) 

B. Read the passage below and decide where each word given in the list best fits. 
Remember that you may have to change the form of the word. E.g. if it is a verb, you 
may need to use it as a verb, noun, adverb, or adjective. Write your answer in the space 
provided on the Answer Sheet.(1!2 mark each) 

confide return 
setting argue 

destroy predicament tum consume 
organise out depart eq UIp 

contribute 

When we set sail on Wednesday morning we were confident that we'd arrive safely. It 
was a five hour journey but we had plenty of spare 35 ... such as extra oars, sails, and a 
rudder. We hadn' t eaten before 36 ... out but we had plenty of food for 37 ... on the 
journey. However after an hour a fierce storm broke 38 .. . and tossed the boat up and 
down. Our sail tore and we'd have been in a dangerous 39 ... if we hadn't brought a spare 
sail. Some us wanted to return to Bahr Dar, but others refused. There was a fierce 40 ... 
and eventually we all agreed to 41... back. The captain told us that such storms were 
usually shon but could be very 42 ... ; he'd already lost one boat in such a storm. When 
we arrived back we . qeed to 43 ... another trip on Saturday. The captain agreed to take 
us provided we all made a funher 44 ... of 20 Birr each towards the cost. 

PART III: STRUcruRE AND USAGE (13 marks) 

A. Fill each blank space in the following paragraph with the most appropriate preposition 
or panicle. Give your answer in the space provided on the Answer Sheet. (1/2 mark each) 

As a write, I seem to spend most of my time working at home sitting 45 ... my desk. I 
don ' t see people regularly 46 ... members of my family. 47 ... fact, I feel I'm rather cut 
48 ... from the life outside. However, I read newspapers and li sten to the radio everyday. 
I also take pan 49 ... a few seminars every year and here I sometimes run 50 ... some old 
friends. 
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B. Choose the most appropriate verb from the given alternatives in the brackets, and write 
your answer in the space provided on the Answer Sheet. (1/2 mark each) 

I still remember what used to lie in store for us on our return to school from the holidays. 
The guava trees in the school yard would be in full leaf again, and the old leaves would 
be strewn around in scanered heaps. In some places there were even more than just heaps 
of them: it would be a muddy sea of leaves. 

"Get all that swept up!" the headmaster (51. tells, would tell, would be told) us. "I want 
the whole place cleaned up, at once!" 

"At once!" There was enough work there (52. to last, lasted, last) us for over a week, 
especially since the cnly tools with which we (53. provided, provide, were provided) were 
our hands, our finge~" and our nails. 

"Now see that it (54. does, is done, did) properly and be quick about it," the headmaster 
would say to the older pupils, "or you'll have to answer for it!" 

So at an order from the older boys, we would all line up like peasants about (55. to reap, 
reap, reaping) or (56. gleaning, gleaned, glean) a field and we would set to work like 
members of a chain-gang. In the school yard there-was one part where the closely planted 
trees grew in a hopeless tangle of leaves and branches. The sun (57. couldn't be 
penetrated, couldn't penetrate, wasn't penetrated) here, and the acrid stench of decay 
lingered in the undergrowth even at the height of the summer. 

If the work was not going as quickly as the headmaster expected, the big boys, instead 
of (58. give, to give, giving) us a helping hand, used to find it simple to whip us with 
branches (59. pulled, pull, being pulled) from the trees . Springy switches of guava used 
to whistle piercingly, and fall like flails of fire on our backsides. Our flesh stung and 
smarted, while tears of anguish (60. spring, sprang, were sprung) from our eyes. 

In order to avoid thece blows, we used to bribe our tyrants with the food which we used 
to bring for our midt.:lY meal. And if we happened to have any money on us, the coins 
changed hands at once. If we did not do this, if we were afraid of (61. to go, going, go) 
home with an empty stomach or an empty purse, the blows would be redoubled. They 
(62. administered, administer, were administered) with such furious generosity that even 
a deaf mute would have gathered that we (63. were flogging, were being flogged, flogged) 
not so much to force us to work but rather (64. lashing, lash, to lash) us into a state of 
submissiveness in which we would be only too glad to give up our food and money. 

Occasionally, one of us, (65. worn, wearing, wore) out by such calculated cruelty, would 
have the courage to complain to the headmaster. He would of course be very angry, but 
the punishment he inflicted on the older boys was always negligible compared' to what 
they (66. were done, had been done, had done) to us. And the fact is that however much 
we (67. complained, were complained, were being complained), our situation didn 't 
improve in the slightest. Perhaps we should have let our parents (68. to know, know, 
knowing) what was going on, but somehow we never dreamed of doing so; I don't know 
whether it was loyalr; or pride that (69. kept, was kept keep) us silent, but I can see now 
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that we were foolish ,"l0. keep. to keep. be kept) quiet. for such beatings were completely 
at variance with our passion for independence and equality. 

PART IV: COMPOSITION (10 marks) 

A. Write a paragraph of about 100 words on Possible Causes of Road Accidents using the 
notes given below in the space provided on your Answer Sheet. (5 marks) 

- driving too fast 
- drinking and driving 
- failing to watch what is going on around 
- failing to give signals when necessary 
- mechanical failure in the vehicle 
- pedestrians crossing roads at dangerous places 

B. Write a paragraph of about 60 words using the following sentences as the first 
sentence of your paragraph. 

Deforestation is..: serious problem threatening our environment. 

THE END 
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Appendix 7 The pilot study 

Appendix 7.1 The pilot study group 

00011119061413 42 31061009 11 083233 
o 002 05 05 09 09 02 23 00 08 02 08 02 03 00 18 
o 003 11 10 05 12 08 33 29 04 05 05 05 04 32 34 
000409 21 07 10 13 47 42 07 0809 07 08 00 41 
0005 1022 17 13 124300 06 05 04 0707 3533 
000600 1307081546390610 11 12124540 
o 007 05 06 01 11 10 20 00 05 02 04 06 03 00 23 
o 008 09 22 10 09 11 47 29 06 09 08 08 06 00 34 
000904 1205 06 04 40 25 10 03 05 04 06 00 30 
001005 1206 1208 35 28 03 04 06 07 05 00 24 
o 011 06 13 05 09 11 41 33 07 08 11 09 08 36 36 
0012 10 1603 10 06 37 25 04 07 05 08 03 00 30 
0013 09 180609 1045 3905 07 09 13 06 43 41 
001409 140609 00 3531 100706050841 31 
0015 09 09 04 06 ( " 28 21 07 05 03 06 03 2826 
0016 11 10 05 09 07 502403 03 03 04 04 3233 
o 017 08 12 01 02 13 23 26 03 02 04 02 03 00 33 
00180621 07 10 083300 06 09 08 06 05 00 31 
001905 05 05 10 08 25 00 04 01 04 02 04 00 21 
002008 160607 03 33 3308 060805 01 00 29 
0021 00 07 01 09 10 3627060409 06 03 3631 
o 022 08 08 06 10 11 40 31 05 06 05 11 05 33 38 
o 023 09 14 09 06 10 46 39 09 08 10 06 04 34 42 
o 024 00 11 04 10 08 41 34 00 00 00 00 00 38 36 
o 025 09 15 07 09 05 37 29 06 00 06 07 06 00 34 
o 026 07 11 07 10 04 38 35 05 06 07 06 07 33 34 
0027 10 11 0609 03 36 37 05 1204 08 05 3936 
0028 10 11 10 10 1247 39 04 10 08 06 03 00 39 
002910 16141115 524510 10 1510065246 
o 030 08 17 08 10 09 45 37 00 05 07 07 06 00 39 
0056 10 05 10 11 00 39 00 09 05 06 07 08 41 37 
o 057 11 05 05 08 05 48 36 03 09 08 04 04 42 39 
005809 1609 13 1544 47 08 1011 09 10 51 44 
o 059 06 11 01 09 n 40 29 08 06 03 06 09 33 34 
o 060 08 06 08 04 09 41 36 10 04 09 06 06 39 35 
o 061 11 00 00 00 00 33 24 05 06 08 04 00 24 31 
006206 11 10 1207 42 39 05 08 09 06 10 41 36 
o 063 09 00 00 00 00 43 42 07 06 09 07 09 42 39 
0064 09 00 00 00 00 41 31 08 11 0408053837 
o 065 06 10 05 05 07 39 38 06 07 06 04 06 35 35 
o 066 10 09 00 08 09 32 20 06 03 07 01 07 21 29 
o 067 09 00 00 00 00 44 40 04 13 10 09 10 34 38 
0068 12 1409 15 1247 43 08 00 00 00 00 41 41 
o 069 06 16 04 11 08 46 33 08 09 12 10 09 40 36 
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0070 10 1406 08 1037300706 12050531 30 
0071 09 09 04 07 09 36 38 09 05 07 07 06 39 36 
o 072 04 07 05 04 07 31 27 05 09 06 04 06 27 27 
0073 05 11 05 1201 28 320604 07 05 05 29 31 
0074 11 00 DO 00 DO 46 41 11 06 1206074946 
0075 10 1406 10 08 43 37 06 08 06 09 04 34 35 
007609 05 05 08 06 25 13 07 04 05 0600 2421 
0077 1001 04 07 08 43 38 07 08 07 0600 36 36 
0078 13 1501 13 125044 09 06 0809 09 45 44 
00791212131413524611130708115147 
o 080 10 00 DO 00 DO 44 27 08 04 08 08 04 32 35 
0081 DO 10 05 10 03 DO 1605 00 04 04 01 1824 
00820809 05 07 0641 41 07 05 02 04 09 40 39 
o 083 DO 07 05 11 09 36 25 06 04 05 07 06 32 25 
0084 10 1409 00 DO 43 38 07 07 09 07 06 41 36 
0085 DO 1408 11 12 00 42 06 080808074241 
o 086 DO 05 04 06 02 DO 11 03 09 05 06 06 24 23 
o 087 DO 13 DO 09 14 DO 28 03 07 10 10 07 36 35 

Key 10 lhe above 

Column Description 

1 group number (0 = study, I = control) 

2-4 subject number 

5 - 6 reading comprehension test result l out of 15 

7 - 8 geography cloze test lout of 25 

9 - 10 history cloze test lout of 25 

11 - 12 philosophy cloze lout of 25 

13 - 14 political economy lout of 25 

15 - 16 Freshman English lOlA lout of 55 

17 - 18 Freshman English 101B lout of 50 

19 - 20 : reading comprehension post test 

21 - 22 geography post test 

23 - 24 history post test 

25 - 26 philosophy post test 

27 - 28 political economy post test 

29 - 30 Freshman English 10 I A post test 

31 - 32 Freshman English 101B post test 

421 

j 



Appendix 7.12 The pilot Control Group 

1 031 10 1209 13 13 43 40 ()() 05 07 07 10 42 40 
10321117081310464005080809123839 
1 033 09 20 06 09 09 38 25 00 04 10 10 05 29 32 
1 034 07 17 06 13 r: ~ 39 ()() 07 01 08 06 08 29 37 
1 035 06 13 07 09 10 42 36 04 06 07 09 07 44 36 
1 03608 1706 10 10 4834 ()() 12 11 13 09 36 38 
1 03705 120408 01 38 3009 09 06 04 08 29 36 
1 038 00 08 02 12 04 31 11 08 02 02 06 06 ()() 35 
1 039 09 09 00 12 03 36 13 08 04 07 05 06 ()() 34 
1 040 10 17 07 12 165447 12 1008 09 15 00 45 
1 041 07 07 05 11 09 34 33 0605 07 07 08 33 32 
1 042 10 16 08 08 12 48 44 08 11 12 08 05 00 44 
1 043 00 09 07 1005 00 25 08 07 08 05 08 33 30 
1 044 07 1004 12 1245 00 09 09 09 07 05 00 38 
1 045 08 13 06 13 11 42 41 06 08 08 08 08 45 40 
1 0460307 04 100522 15 00 05 02 06 05 23 29 
1 04700 06 04 06 02 26 20 09 09 08 04 04 31 32 
1 048 12 1209 1209 50 45 12 10 13 08 09 46 46 
1 049 04 09 04 07 03 29 15 06 04 05 05 02 33 25 
1 050060603 10 04 16 1406010304 03 20 28 
1 051 0708 03 09 06 28 1405 05 09 05 01 27 27 
1 052 00 13 09 09 05 00 37 06 08 08 08 07 39 36 
1 053 06 15 00 11 (0: 41 00 03 01 05 07 08 2037 
1 054 11 14 10 13 Ob 47 38 11 13 12 10 11 35 42 
1 055 08 13 11 09 08 43 32 10 10 10 08 08 00 38 
1 088 00 09 00 07 10 38 34 06 02 ()() 00 00 35 36 
1 089 09 12 ()() 07 00 33 22 06 10 05 08 03 32 29 
1 090 10 00 00 09 05 22 16 11 ()() 00 00 00 13 17 
1 091 08 12070600 36 33 08 02 03 05 05 27 25 
1 092 00 08 02 10 09 33 24 04 00 00 00 00 32 27 
1 093 1000 ()() 13 03 43 360405 05 0205 25 27 
1 094 09 14 13 00 ()() 49 00 06 04 09 07 01 40 39 
1 095 ()() 1401 10 0639 3609 06 0607 09 45 38 
1096051001 00 10 25320601 ()() 11 01 3931 
1 097 ()() 13 05 09 11 4240070600 04 01 41 38 
1 0980702 ()() 09 08 33 31 060204080637 33 
1 099 11 00 04 10 08 31 29 07 ()() ()() 00 00 35 29 
1 100 09 15 01 09 05 38 18 060607 03 02 33 16 
1 101 06 09 00 08 07 43 33 08 04 02 05 03 36 32 
1 102 11 08 ()() 10 06 48 35 11 07 11 06 11 43 40 
1 103 00 15 03 10 13 45 40 06 10 08 09 06 47 45 
1 104 05 ()() ()() 10 (:~ 19 20 04 05 03 01 04 18 36 
1 105 12 1209 10 1041 43 120707 05 03 5040 
1 10600 13 00 07 13 31 3307 04 08 03 00 34 28 
1 107 11 12 10 12 104644 11 08 10 09 11 4941 
1 108 10 06 00 12 09 43 39 07 08 06 10 00 40 34 

422 

J 



1 109 13 18 11 13 l3 51 41 11 0708 07 125043 
1 11009 1700 07 01 3840 10 1209 08 04 37 43 
1 III 03 02 00 09 10 26 22 07 05 04 03 00 22 23 
1 11208 10 00 1007 27 1607 01 08 00 00 31 25 
1 113 08 02 00 l3 05 34 30 05 05 08 07 00 33 30 
1 114 ()() 00 00 10 05 00 21 07 07 05 04 00 37 37 
1 115 ()() 00 00 11 0600 27 061104 0804 35 31 
1 116 ()() 00 00 00 00 00 46 l3 11 09 09 08 55 46 

See key above for the pilot study group 

423 
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Appendix 7.2 The main study 

ApfNndix 7.21 The Study Group of the main study 

0376 11132312221 1121422222212114223323222322224434433222343232222204 ()() ()() ()() 05 03 07 05 20 20 47 24322224324422222232233333333223323232332 1111111 01 
0779 3132111324121312232415241354453321322332254332122523212222122 05 071123 17 04 07 09 312477 21521223214532421523513424231324121212132111515101 
0778 11121113111 1121222311224125412221122344225432212221311221211209 06 07 22 18 05 08 09 38 21 83 11222211114431112342244344532224122211212 111111501 
0317 22322113311 124444444444~4332443433433444334344434443434343434 020305 12050309 07 32 1639 11111111105521111111221211111111111111111 1151511 01 
0575 11132112211 442122221112114541213113122224311222312132212123 11 09 13 12 33 30 1007 13 46 08 88 12322112231542224442424444342324112112131 1111151 01 
0576 21121112211 11414212222111111112212122222212221221111222211111 07 04 02 07 05 03 02 04 16 13 50 14222222222412222244111111111111422211111 1115151 01 
038021121 212211 11222122214212155122222222444444444442222222211111 04 06 10292609 09 07 41 3375 22111112124442221211455444342212311121421 1111111 01 
0785 111323·,.U.ll 22013111312124142211211121211112222121144544211241 03 C. '13 17080303012409 50 101123222144122112223221322212124: .. !.l1212 1551555 01 
0577 22122112121 12312424313222145521321243512523141121214312212231060305 11 03 04 09 06 09 15 52 12322213110323221133122444443222133123121 111111101 
0780211211 13311 11212221222123144321112212242252222222222331211221 ()() ()() ()() 00 01 00 00 ()() 14 ()() 50 00000oo 01 
0381 21131112211 1121222021111114441122121222124412212122154211114408030213 09 03 07 0325 215914222234314422133333233442232213433321122 1111151 01 
0781 22121112211 11212312122121154221212233211324434322252434322213 07 05 07120805 II 07 33 27 79 21422212215443133232424423432412444221322115115501 
0382 22121112111 11212312123121154221212233211324434322052432322213 0605 03 07 05 02 02 01 120843 00000oo 01 
0782221221 13111 22312423321222145521321245522253141122212322222231 060405 23 21 09 06 05 33 24 65 12312113115312221433122444442214514021141 1111111 01 
0783 22122113211 22112412211221144211222212114242222221121421211111 08 ()() ()() 00 ()() ()() 04 06 31 17 68 11311113313331311113113333311113311111111 1111151 01 
0785 31131123111 22351222223235353232233322321355444221114121112333 09 02 03 190505 03 05 23 13 47 22333221323433332222233333333111232011111 1011511 01 
0379 21121132211 22214422215122244212222434212223432222123532221421 0505051208030101 13 ()() 48 00000oo 01 
0579 21121312211 11212222221221245331222222332222121112412112222123 07 06 03 45 31 08 10 10 46 31 88 00000oo 01 
057832132112311 1142112222222224222=21122224422222231422242224207 0602 \0 05 04 04 02121251 10123222313112242113121444233231412231222115115101 
0383 21121112221 22221124453144112321340444121332232111414154111111 04 03 \0 15220505083221 77 11312121112211212222212112212224122211212 1111111 01 
0787 21121313211 22133212122422155221112242222122111121212242211242060707 26 22 08 \0 09 41 26 74 31222111115541221322444442221224222212221 111115501 
0580 2113 1212211 33242222222212144242422222442242122224214122122221 06 03 07 26 18 08 07 06 28 ()() 68 12424111225451522441412442242244124212222 1111111 01 
058 1 22421142211 51221323421153155542422212521143224441212222122234 06 03 05 11 12 03 00 00 18 ()() 54 11321111125432432313123453544112444311111 1151511 01 
101231111313111 44144111111533154021431244444244222141211322211111 050608 27 20 06 07 09 31 25 75 33444444445444334534343333443111111111111 1111111 01 
0786 11121313111 11241011110221154011112112452445554552011221211121 04 06 07 20 1807 04 09 43 24 76 00000oo 01 
0788 213211 13311 31251131221114153111133113443353131221114111311223 09 12 \0 27 21 07 05 \0 36 27 81 00000oo 01 
0384 21222112111 322212111111212544211212112212221121122142222142220705 07 19 24 08 11 07462677 22311115415541522222422211212223222212224 1115111 01 
0789 11132123211 11222221222123144321112121242252222222222331211221060302 05 03 04 03 04 22164625322222224422332223323223222323323222332111151101 
0582 22122122211 22312423313222145521521243522115134122213322222231 060201 120504 07 05 15 11 41 12112322214411211222322132221212421211212 1551551 01 
07902113111311122345232211112221321214121251432211121112211112212 \0 10 104238 \0 06 12 50 31 8321111112414521211112122112141114111111511 111115101 
0385 31121312111 33441333422342334442243323342342232332422232223322 09 04 08 35 23 1205073732 80 22333223324443342223422433224223232312321 1111151 01 
0791 21132113111 1123132222322323223232221213223223223212222121112202 ()() ()() 14 ()() 06 03 02 25 185521112202322422323123324212132312122122221 1515511 01 
0387 21132112111 1131232431322215552132124342245314212121431222223109 061232270714053425 7412322212135421321223422312112233112123112111115501 

424 



l 

0391 31132242211 22122221222123144321112121242222222222022322211221 04 08 09 18 05 07 03 05 27 22 58 41411114114542421244124224442414214241114 1111551 01 
0313 OOOOOOOOOOO 06 04 04 10 03 03 00 00 25 00 58 11222224225422442332422443233414411111111 1111155 01 
0609 12321132111 22221221111121353213123423322332432222115223322111 06 14 12 31 39 10 10 13 49 44 96 21321223325432332422333455334333213322222 1111151 03 
0610 11131212241 01221 0500 00 25 180700 00 3100 64 22323323313332332232433333344242112112211 111110103 
0611 22321132111 2121322111111155111113223112211154321111112311112008 13 10 50 39 10 09 13 38 37 77 31323214115521113224444343343121232311111 1555010 03 
0407 32121312111 22221222322222220242222222423552232232242422124221 04 00 00 32 29 06 00 00 36 00 83 11111111113531311111331111111111311111113 1115515 03 
081922121133111 22223323311221355421324313435255433221323323323343 10 12 1244 40 11 09 09 45 32 89 42233422215432333444524444344134224213232 1111151 03 
082021232123112 12422211321211255212231112551152131132421111422453 10 10 09 35 28 05 05 10 39 27 81 33222134234413222133411233123131212113123 5551515 03 
0821 12121113111 22212111155112145222422112222222222111112222211122 02 00 00 26 07 06 04 03 11 09 43 12112222335433212223412333324223221122421 1111511 03 
0612 12122112312222121111551121452224221122222222221111122222111220308 11 32240806 01 17 1763 12112222335433212223412333324223221122421 1111511 03 
0408 21122112111 11222222223242235332332323332252123222423321222343 05 00 00 24 1206 00 00 29 00 55 12332212324443434322411333023325422223233 1111101 03 
0614 21132112221 1122121221122122031212121151224222132121432112124205 00 00 19 11 03 04 02 25 25 55 12211221322311432222212243222114532121234 1115110 03 
2135 31132113421 2232232232222225333433323<'''3443444002332322322233 05 00 00 21 25 06 03 02 31 18 62 1221" '11115321221 12234443333412111211111 1 1155111 03 
0409 21121112212 1133223232212134432122342131224421133341323221 22420509 05 34 24 07 00 00 39 00 79 00000oo 03 
061621122112211 11224222222131144012422223222442222222214222222422 08 00 00 40 38 11 0605463685 00000oo 03 
0617 22131122111 2232422332233322313222223323220333322122221223333201 00 00 28 06 05 03 00 15 15 47 11112111123212222122232122112222321222123 1115515 03 
061331132122221 3324133321222225422122222222244422240221232221144200 00 00 32 29 11 00 00 00 00 00 00000oo 03 
0823 21132123211 2211221321245121321312321312331245212121432321235407 01 08 17 220203 00 28 21 61 12211212212121212133123321123321 112212321 1511111 03 
0404 31431142111 2122222221312225424222221222223422522242211111121205 1203 39 29 09 06 07 45 28 81 41411111314433331140442444112444112021222555551503 
0411 31132312111 1114141113312115525133121142241211255111331111141106 1404 33 36 10 11 07403279 12113121111551221422344433322114112111111 1115111 03 
2127 31131313211 11212212222221144021212111333443332222211322111231 05 13 08 28 27 07 06 04 39 08 79 12212112115321221122344433334111112111111 1111111 03 
0619 11121312111 1121221 12212121544512111222151455552222111221222420500 00 37 3012 11 10413085 00000oo 03 
102631231312111 1112212222411224421122222222222222222121242121114200 00 00 21 00 05 06 00 25 00 57 44112211215522322222333322444334444222222 1111111 03 
041221131312211 2224232022222225422242222222244222422222422222222408 00 00 42 34 08 11 08 36 35 79 23311111144544441111114411111145111141411 1115115 03 
0825 1112111311222241222312422255321313332221433221331112123221132 11 00 00 44 35 09 00 00 47 00 90 21322223214541333332223323333223233211223 1151151 03 
178231121112151 2232222231122225423132222334223123114314333322311208 00 00 33 23 08 11 05 37 26 80 22212211125322321123322122123223321112433 1111151 03 
08272113131312222111 230010130204313424255322112344553212532312213 050300 00 1000 05 01 23 07 54 00000oo 03 
1020 21121132112 22223323311221355421324313435255433221 323323323343 09 14 05 46 25 09 00 00 47 34 88 00000oo 03 
0828 211311 43211 11212222111111152212121112522225222211121522211211 05 00 00 1809 08 00 00 20 00 50 11212221125322321123322122123223321112433 1111111 03 
0829 21231112241 11212111111112354242421342442235422241123112111111 04 04 05 28 29 07 00 00 29 00 77 00000oo 03 
0618 21131122211 221411222122221554223212112124422222225122111121140700 00 00 00 00 00 00 3500 76 00000oo 03 
0620 11121112211 03212222222212233222323223332232233122012221122222 06 09 07 38 2809 00 00 42 00 88 00000oo 03 
0830 1113 1113333022122222221211552222111114422222222212121 1112211105 00 00 30 17 07 00 00 33 1675 00000oo 03 
2317 21121342151 01213211111134155231221121432221121102211113112123 12 09 13 48 40 12 05 12493492 12321121325441221230134454425223113221233 115115003 
083121122113211 1122131322222125322112121322444344423121411112221306050628270611 08 38 20 72 23322213335542422220514343323415111141241111551503 
0621 21131312211 12212111112142252241122222112242121102214211111111 05 06 02 30 24 08 07 05 36 25 77 21111112123312221122111111111221222222222 1115115 03 
1799 OOOOOOOOOOO 070000 00 00 00 05 04 23 11 4022424112115311213323333344442113212211111 111111103 
0667 21131312111 2232133352222225442122121122235111111221311112223205 03 03 12 08 00 04 07 18 2054 13121111131331331111311111011313111011111 1111111 07 

425 



0666 ()()()()()()()( 03 00 00 00 00 06 04 03 18 15 49 10111121335421212232323344331133113212321 1111111 07 
0897 22222343222 15231222222223155222222212333443334222223222221112 04 08 08 36 31 05 00 00 40 00 77 21112112124511122212111212222212121121222 1151515 07 
1788 21231112123 23123332212322154432032322332122132232323323122322 07 01 04 30 28 04 00 00 38 00 80 21323323214521223234413222113212233221231 1111551 07 
0453 21121312112 10305111111131154111332113542152231222315211223551 1003 01 43 00 00 08 06 37 24 86 02111121335431312331323344331134213212321 1111155 07 
0668 22131 112211 11321212321212155221321311132254324342214412232431 08 02 02 1228 05 06 02 23 10 65 12212234125442442323422212121244322132245 1111111 07 
0454 21132112121 11312214322223234221322223442233242232212322223222 1007 08 23 3605 05 04 35 29 72 12212222124432422222422313022234221022222 1551115 07 
0669 21131112211 1132221211221415521122211325124225422121222131333204 04 04 31 2606 09 03 36 30 75 00000oo 07 
0455 31231312111 21 112121121144154211221222422242422241112112111114 08 09 09 40 37 11 12 10 49 39 90 13111111315331331333313333332333111111111 1111151 07 
0458 22121132111 11221121223221244212111212223455444431212111122122 1008 11 48 41 0709 10 46 39 93 00000oo 07 
0907 11121113211 224222212123221422233221322332244322215113411112220605051207 04 05 051913 54 334333223354443331444233420423343343343431110511 07 
0674 21131212211 112222121222111542113211125421354242232152112235520608 08 22 14 03 04 03 32 17 44 12212222124432422224422313222234221222222 1551115 07 
0899 21321133111 11212111111222244121331321132224444432423111121133 07 09 08 10 28 09 0609 40 30 77 12221122125534432221434443442234212132232 1151155 07 
046021121312111 112213222222221442122120'7222442242242212322211121 07 09 09 25 25 04 09 08 30 31 7624"1221114422222222424423424222322211122 1110151 07 
0333 11132312111 11223111112111144112222122332242211331122411111112 10 05 06 18 12 01 07 08 22 17 54 22:.:12121115311222212332443332112321211223 1111111 07 
0900 21131313311 113 13111111131154111332113542152231223215211 223551 09 05 05 22 21 07 05 06 36 21 76 13322221215412212112122222222112111111111 1111111 07 
0901 11121113112 1123 1112315432331511112121142513311115554132133112 09 08 08 32 00 00 05 10 35 206943244123221434312112324423111441234324432 1511511 07 
0462211313321122234323342323523442322423354234242133224343242132306 09 07 16 13 05 04 04 27 13 53 32312234231432342323323532112323543232232 1115110 07 
0800 31331312132 2232211121332314322101122133124232243112221 3111111030707 194105020533 1361 1222211322443122112131221112221 32111 22212 111111507 
0675 12121132111 11211211111122244221212222442444422221114212112244 1009 1245 41 0706 07 41 3284 00000oo 07 
0676 22121132111 1134232232222215422233222313333433343252212332333209 06 11 41 41 07 11 11 44 34 82 00000oo 07 
0332 11132312111 1111121211112115432221212311112133123111111 1111321 06 04 04 21 15 08 05 00 21 17 50 23113111534411251512552155555112555511111 1115555 07 
0904 11132113211 222231213234212542412214322324521111222144 13232341 07 11 103238 10 10 11 45 32 81 14222203135442442422324212211234212242443 1111111 07 
0905 2123 1113312 315123232 112421 31 154423233223333432334242232311111 04 05 05 1400 00 06 03 28 18 57 21322113523311222122423234121121221111111 1115151 07 
0902 31121313211 11221122222122255111422222332221112331414111122114 09 06 06 22 00 00 09 07 34 23 66 22223214125521321122312212312155211122221 1111151 07 
0906 31331 113211 13214111221121254321321311212424443211214211 112341 05 04 05 27 17 03 05 06 34 23 66 1222322111553121122131211111 0122521112212 1111111 07 
2132311 21313311 11141222222122253122222212444444444222222222212231 07 06 06 25 300700 00 37 00 74 13222222444411222222322222222111212122222 1111111 07 
0463 ()()()()()()()( 07 00 00 00 00 00 06 00 34 29 63 12132322115331443321321333121233111123221 1111111 07 
0464 21131212211 11 25252121311215422452221421421515424211125412211407 05 05 32 2004 07 07 35 17 74 00000oo 07 
0903 11231313211 32222323222231254322232322322332222002223222222222 06 07 09 29 27 05 09 09 34 24 74 21222221225412332232423222223123232212223 1115511 07 
0465 22131112111 111213123121512555222112132221323312211121 22321112050606 23 17 04 05 08 00 19 66 21221332213351342423233342451315122532451 1111111 07 
0678 211321 12111 11212222221221141222212112222212222222221222211221 03 09 07 2007 00 07 04 26 06 45 12323323114511223234413222113212233221321 1111551 07 
0896 ()()()()()()()( 06 00 00 00 00 00 13 10 40 27 74 23212135415521423412221412114211245111551 1111111 07 
0898 21132113211 1122211222212124422122222233222222222221312111111203 03 04 00 00 06 00 00 1000 52 22312121115311222212332443332112321211223 1111111 08 
067021131112111 2231212344253234124442231233224324122343442133331207 05 06 1609 03 08 08 24 13 55 10322422155244422222211132244111521122221 1151515 08 
2145 ()()()()()()()( 06 06 09 25 00 05 06 06 32 23 53 12111112215444443222343523233433222212322 1111151 08 
0329 31131312111 1125421223234455422322211242234233232122123222212206 03 04 200808 03 03 22 10 69 11212211323232313122432132123111221111222 1111151 08 
0456 22121212211 331222122224211532443333334222442423322343322211230709 06 27 21080307382679 12221234125431223223223322224113322121233 111151508 
045721121312111 112212121131111551144114414444421221134321131412220809 04 231809 10 04 35187541111111415545421333145544121223112121221 111115508 

426 



c 

102221121112241 22222222322123143241432414223443444234212233123223 05 07 11 3435 07 04 04 45 32 81 13222321215331442224434334332214211312231 11 51515 08 
033021])] 112111 11251222222321255432322211424444222442212412123231 100608 2936 11 14 13 47 29 87 11332225215521322211424422222222511123121 1111551 08 
0673 22121132111 33141322213511254321122223432253443331212221133212 1007 08 31 30 1204 08 48 34 84 22322214325532332333333444444232222223321 1111515 08 
0677 22132112311 2212311242323234232nZZ234441252242121211221112442 06 04 01 18 06 07 05 01 11 13 51 21123422243244442214413344222123321121233 1111511 08 
0908 31131213311 44212432221121152211112232211444222211244242121451 060605 21 00 09 02 05 35 1668 12321501425521442212144433443412122231131 1111515 08 
046631321311121 2121222222221214404142241 4444444121442512552222222 10 09 13 46 45 1208 12523592 11221222115441522423422443323234114322232 1111155 08 
0467 31331112111 12113111111311l54nl~423 12432231123444433512234332 01 07 12 38 33 11 10 10 44 36 90 23111112225523432332433213423343212223321 1111115 08 
0909 11131113311 11152111111111554211Z22522442222121221115221 122212 07 07 05 272806 10 02 43 20 80 221211114151211224123424434441252121242221111111 08 
0619 21421122121 22212222222242244344~22322234344433332143222222322 03 03 04 1909 03 08 03 27 1954 22232323234232332322242343444223322232222 1111151 08 
0468 21431112143 32423423322222244442431323441352221111423322224222 1008 123025 10 11 07 40 30 76 14232221325532422222423443232243223224322 1111515 08 
0469 11132122141 1121222232111214422Zl1221324455434424121142111 1121 09 07 06 38 00 08 11 09 41 33 8221212221215421212212444422423111411111111 1115111 08 
068000000000000 ()()()()()(X)ooooOooooooooQOOOOOOOooOooOOooOooOooOOOOOOO 03 00 00 1800 00 02 05 21 145522222231124424342232222442222222222212221 1115511 08 
1764 31132113311 2212121222221114411 ZJ'l.122222242222221212221111 121 04 05 03 18 00 04 03 04 25 1446 "'12111223322211221122222221122211212221 1111111 08 
047031131212111 2221221222222114421 2:.:21.221 112242222121222422122221 08 03 05 18 00 07 07 06 30 20 63 12322312223312312221124422222222222122212 1111515 08 
0471 21221112212 31212221141121154221212113224441112222121221 121441 07 06 08 29 36 07 11 08 37 3074 12322233125522222113212221222112112211222 111115008 
068422121112111 11223422422222242412222224441 25224212121122231244207030311170601 03 331646144234222432244422144133442221222223121111111511 08 
0681 21432112142 5215521 121112115121?1ll313533142131113444111233321 06 10 11 332707 08 09 40 29 80 132223131153112321233211210122331123333211111511 08 
0473 22])]312111 11212223322422222233m.133332322332231111211111111 09 03 03 12 00 09 05 04 26 13 31 12112111223322211221122222221122211212221 1111111 08 
091021232123211 3222332232221113233332211344332233122233122121211 1 03 0205 19 08 10 05 05 20 17 49 22322223224334534234433454333332233411213 1151155 08 
0682 21321112112 21212323322232344242442442Jt12242443232214122222133 08101200 21 11 121445328022232321234441222342544433253345123332321 1155511 08 
09 11 22131313211 112212122112121522Jt1~111 2..13!.l 2425242122123122211 2 1 04 05 071908050602261474 23111112225523432332433213423343212223321 111111508 
09123113 1113112 22300012435311253122,S1I3'.:J2114412251111111111121 35 06 03 02 20 10 06 02 00 25 13 5133333432224423333233223333334434534332332111115108 
091321121122111 22212222222242244344222322434344433332343222222322060304 11 00 0700 00 22 00 41 31212313333423433232225343543121023312231 115151508 
0683 21131112132 1132122212123225433222222244223222222232221211221200 05 05 00 00 06 04 07 00 10 58 00000oo 08 
0474 21121112211 11221212111111252221212242Jt1l 251211112225112212121 08 04 07 22 13 08 05 06 25 24 57 22112221215524422422122244254125122521 212 1111111 08 
0475 21132112211 11112123434221254321231432li2132334221134411241212 06 08 09 24 08 03 06 09 20 12 37 22111111124521211211423112113133212342243 111515008 
0686 OOOOOOOOOOO OOOOOOOOOOOOOOO;)()O()O{)()()( 07 05 04 26 18030406372663 13323221345422442333215423243123423432Jt21 111555508 
0476 31121112111 I 121332322232125413l).2233224'2352223203214322233212 05 II 10 34 00 09 120737 22 74 12312111114431121111543222323243212122223 111101008 
1805 OOOOOOOOOOO 060000 00 00 00 10 12 49 32 88 24332223224432Jt33423344343222433422221322 1151551 08 
0009 31131313311 22324544444544325221Z23212li2454311oo1133411112134 06 00 00 00 00 00 11 08 37 22 74 13131311134413322122111122211214511122134 1511111 08 
0705 31121112211 1122123221224115221221~1222n354242222122121221121 03 06 09 20 03 09 08 04 25 1450 00000oo 09 
0940 21131123121 22222222242222245022222222222444242222222222242242 05 00 00 01 04 00 00 00 20 00 46 2034222132332243123311134412331231112221 1 1115551 09 
0941 31431313111 11344223243231254042Jt21442421453424232414234122142 06 09 1231 32 11 0807 41 29 84 14222144215521441331445432321242212013221 1115151 09 
0942 21121113111 223221 11022251121122l1! 11 1112132221231112411 111111 04 05 06 190707060628 1262 22232223214112Jt32142323211111322113224212 111151509 
0495 31121112111 1123231111134125522132132212233212112141421221211400 07 07 00 00 00 00 00 00 00 74 00000oo 09 
0760 31122113311 11214321311541155212212323544352222431222421212211 0504 06 200807080829 21 64 15222114215421322122334422442121521111111 1111151 09 
0943 11132313121 1 12232222122312541112Z12132:Z4242232222213212121 112 05 10 10 40 28 1209 09 48 37 91 20222221325442432233434422323332113222211 1115551 09 
034 1 12121112221 2232222221122115522il 1122222,222222222114412222121 0807 08 28 10 09 11 09 34 28 69 12221213215422222233321222222223323211111 1111551 09 
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0342 21321142111 3312222<\21532154141331243423444434334424224323145080811 422211 !)!I 07 45 9 89 23124435313451552334514443243044213432115111515109 
0291 32121112111 111222112',1111 154122231222211222222101221321111221 04 05 02 09 05 04 04 02 23.5 50 ()()()()()()() 09 
0706 22132122121 1122121231~12455411432322212353211433413121232124 03 04 05 \~ 08 0Ii 08 02 2:12 41 12221213215422222233321222222223323211111 1111551 09 
0496 32121212111 112421221211m55nl;)3~<U22223222221 I 11 112\12112 08 04 ()i) lO 00 00 06 09 ~ 1455 12111122114423232223421215225121341212111 1111 111 09 
2128311213 13211 22442233212242\S54124412~~4C!434!4.2432!24222 1 22 07 06 0<) 31 ltl\(! (19 09 '4 26 78 14112111215512342123422323242132422212322 1111221 09 
2129 31221313111 521124222222211512424222<tl1444444.t4q4~.nnZ221l242 05 07 iJ9 30 13 ) i 00 0010 00 81 12212221215441321242424444223111112111211 1111511 09 
0944 21231113211 422512222112311155104Zll225444413j 1l~;!ZI2lJ 21\1.35205 06 05 27 l'100 06 0'36 19 68 22212212212422422122222122222111411 II 1111 1111111 09 
0497 21 131122211 141121222211221423212221~21~~~lll~1 :I.nn~221 05 00 00 (J{l Oi) W 08 0 20 11 5022212212212422422122222122222111411111111 1111111 09 
0498 21121112111 1122341 I 122531 I 5532132232i$4n.5ZIll \W !~J1.I122122 09 11 07 28 1~ 08 07 f) 41 32 82 23211113515521321222433333334222322122221 1115151 09 
1015 312311 13211 2222232222222214442142111 l444~~n122n~1 tllll 12221 07 06 07 25 U 07 offJ7 39 28 77 23222122224441422242444444444121114122222 1111111 09 
0945 21131113211 1 13222223222221541122212m2zm~22 l lil l l ll iii 2JI J 0301 04 00 Oil 02 0 04 17 \0 35 20222223123312122112212322211121322111212 1155 115 09 
049921 1313\2111 22121221111121254321332222.'l~22"t1aI242.112~12112222 09 08 12 40 ~a \0 Q 09 46 39 91 21222222235431322223322211222232212122231 1111115 09 
0707 21131322211 221211432111112521'?~1223333234i1l1 l12n4n III 1111 09 06 08 24 21 091508 36 21 ~, 122213111155312111131134332331 11111111111 1111151 09 
1791 21121 I 12211 I 1211 II 11 101 111551l 11 It I 115555.%5$.:I55HI5\ U 100000 08 05 06 2~ 20 0805 07 33 19 11 12430211230001222332424321222100000000000 1155501 09 
0708 11121122122 11242322322233244342322223442241'1:l:l).J3W~j~~;)~J223 09 12 1431 15 1(08 13433082223222212254314222\3144343444222211222321111151509 
0500 21221312111 351122223132423552313113222244S55i'i$~i:;:'Jzn')1"~, 1 (){i 08 II n 21 cy 07 09 41 27 78 21232212325541432421234444444334122243332 1111155 09 
0501 11121112111 11222111111212255 1122212212441.~~130~~4'Zl2i22242 (;i; 00 00 (Xl :n 'I 12 13 3834 87 ()()()()()()() 09 
050221121112111 1 122321221132215432132221224u.c.::zmz:m2O\I 1122441 06 II l(l:l8 2909 00 00 47 00 89 ()()()()()()() 09 
0503 21111112111 11212212212223155211222212.~41l;!'llil4nj 54532135430607 0; 11 l' 0704 03 29 25 59 12111211135421322113132313123132322123322 1111111 09 
0709 21 \31 122111 1121511 12141111211112112111lilitlW ! It i:~ i55442&4 08 03 03 07 r4 07 00 00 1500 45 23113111334411251512552555555112555511111 1115555 09 
0504 OOOOOOOOOOO OOOOOOOOOOOOOOO~)(jQ()<l()()OQ()Q 05 07 oS 2317 08 06 08 34 29 69 21321123215431321232344452243133123313323 151551509 
0947211321 13111 11214022223222144222222223554~$ lm2.1cn3d222i Ill! 04 02 0(' l' 0605 07 05 20 II 5735222223234422322222534444544132221113322 1111511 09 
0948 11121113111 11322111122251 I 211221111111l2lJ2 •. ~1~~!I ~~'!llllllli fAJ 09 I I ;S 17 11 08 09 39 30 78 24232314123221331134443312122232113313221 1111515 09 
0949 211313 13311 112242342214212442242234424i 445H~2tl1~~ 114122122 O.1()2 00 19 16 06 05 03 31 22 65 12333222424423233233234322323222333322232 1115111 09 
0505 31121112211 I 12212212211122542222211222Z2~~)~1,M1t.~ 111l~;~n'l! M 09 ()' 282207 09 07 4025 80 11222324214542332222224122222222142222211 1111515 09 
0506 21121 112111 2135422222222224022222223222n()aJ~<l<l~;l)l~~~n~~1 lJ6 02,6 1709 08 08 04 19 15 55 12124012122342431124111242333122121132133 1151515 09 
0950 11122113211 11221212122512154m2222234333J;B~n~n 12m j n III 08 OP02 27 1703 05 04 26 15 54 22323225115221211122212134121111512211111 1111111 09 
1806 ooooooooooo ~",'fxlQ(Xl(){)Ol~-~1(j()(~J'J 02.0 00 00 00 00 01 03 160743 12221213215422222233321222222223323211111 1111551 09 
1695 311323 12121 222224424444421424324222224Z2'~~""~~242~~Jn~n42 0. 00 00 00 00 00 00 00 00 00 00 22212112222411212222444242222222422112222 11 101 II 09 
209222132113331 22222422221232244424412222221 lq<tl~:2!2« 1 44nl~n 14 00 00 00 00 00 00 00 00 00 00 00 40111112222422122222224222224212221221222 1011115 09 
0727 12121232111 11122211111421254111221222421 1~~.4444n4 1 432~ 122221 00 07 124840 13 10 13 49 43 94 22211214215542421322422444322243222123221 1111551 12 
0531 2113 I I 12211 11232223212211 2421 221222222112?\~22132 1 I 2;!222 13]1 I 10 03 07 1409 05 07 06 21 1656 11312334313212231223423234231213421231221 1151515 12 
OJ 37 31121 I 12111 1 12222222221222542222222214'i22444444224 1 ,152122]442 07 08 12 392909 09 1045 36 81 22211222414542441222424424222122412224222 1115515 12 
0729 11131 I 12111 012312222222232452122112l1Ji~J42212n2t21211 221221 09 03 05 27 13 04 06 08 2923 76 31322232123312313222134333434312223321232 1111151 12 
073 I 21122112211 I 1222222222221 I 442322222222n3J423!!4d2323222222223 05 10 12282209 09 09 44 32 75 22222121215421312421411222112134222121222 1115511 12 
0730221221 12111 01221232212211442221322233~;;n43n3311 1 122 12212211 09 06 07 00 1000 06 03 24 16 58 22322332224442433433423323323334233323332 1111551 12 
0530 21 431322111 1 124422221124225521144214332ltlS5OS·53 Ii I 2224 11114206 00 00 36 00 07 05 04 31 28 86 12332221125544332343324143312234114123332 1115511 12 
053221131312211 22122111112114154311222$12433l42222332214211111112 05 07 09 28 26 08 08 10412773 12112312225511321311422211211113211112221 1111551 12 
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0967 21132313211 1111232231243215232142341244244222223 1115222211431 05 07 07 19 19 04 09 07 34 23 62 11333211215412122322555244141114233211111 1115511 12 
0533 12121312111 11221222211121245341332422335334434234414322222222 09 09 14 38 41 13 09 12504095 22322332224442433433423323323334233323332 1111151 12 
0732 31132112212 11334322233211334232442433443354233442214112134221 101010 43 33 08 II 13 45 38 89 32222222334442232333333423322223223121111 1155515 12 
0966 21421113211 5121443242212215412243222344233223110231411 2222111 0609 08 28 31 04 05 03 43 35 74 13333222034423332323333212212233111022332 1151151 12 
0534 12121112221 3334222322224334444444342344444422222342433234333404 06 04 08 05 06 06 01 14 11 59 22211111115411111111444444444121211111111 1111551 12 
0535 31431112211 4131222222212214421321213244224323222111222222222204 03 02 18 1906 08 00 37 20 69 12332211115513333133312333323124223322222 1155111 12 
0968 21421 313111 3211232211513124422221121222435212323242221112211200 08 09 00 1900 03 07 00 30 77 12322211313421321222343343424222111123323 1111151 12 
0733 21131 112211 112122222121121521122211124422443444211121111 21111 04 06 03 1609 07 04 04 24 08 49 21231 122225422222222323422222122212112332 1111111 12 
0126 31121313211 0 1212211111441144242221211442244424221412111 122411 1006 10 33 18 08 11 10 39 31 74 15222115515421422422422442244112211111111 1111515 12 
0734 21432113311 22222212222122212222122212122211222221221121211121 05 06 05 00 04 00 04 01 25 10 37 113122121111222121211112211111211221 11212 1111111 12 
053631331 312211 22312212222241242222322322442254332331232232322211 0604 10 23 2007080833227400121222325331531211533444334243121122321 1111151 12 
0975 21132113211 11213122214112154211112232125453435431112222222141 04 09 12 29 30 08 11 11 3631 62 121111112243211 1121133132321111311211 1111 1111511 12 
0976 11131112112 223224~?1'l2122243432322232343554525232322322211122 07 09 12403008 ' (\ 08 46 40 83 43223342125441533332524443314245333224232 11 l' <~ , 12 
0537 31121 112111 11242213:;2242135444234244254245222223222422322233209 08 1434360-; 09 10 46 39 84 12212332215521233322444343443123112222331 IIOC()(j() 12 
0735 21131312211 2211222222324215234121222244255423445221122222211206 00 00 23 00 08 08 04 37 23 73 12322222234222332123444422422222123222121 1115155 12 
053822121112111 11122211111111154111111121244455445441111111111111 070508293008 13 07 45 35 85 222111111154 111 111114444444441 11111111111 11 11551 12 
0977 12121313211 11221232222211242221322233422243333331112212212211 0805 09 27 20 08 08 09 38 31 83 1211 1112115401111223412233222123312111211 1111115 12 
0539 1123 1112221 41141111112122244221221212422244424442214111141224 09 04 12 30 37 08 11 07 43 31 79 42112221425521442422224212122144222142441 1111551 12 
012431122312211 223212231232231443124222234222422343312222311222220605 10 27 1808 06 06 38 20 67 23242122125522323223424344222222421222221 11 11155 12 
0540 31131 212211 22233323324324234322322221322322332231212432322231 070604 140505 03 05 200748 12112122234412322223343234223223332422122 11 11511 12 
0737 21131312212 112122121121211154322242122221223211212312345422220700 00 26 00 09 08 03 33 18 64 21123424515531212323423212111234335123423 1511515 12 
0978 11131123223 112152211 1333 1354332225512323244222132214332232321 060608201408 11083723 65 13210212115521423221242322343233222123215 1115111 12 
0979 12121133111 02224322222223254442432243443454432222322423224424 05 09 08 45 37 08 06 12 48 37 92 41322222335551543243434343333232324322222 1115151 12 
0980 31421123111 21321211322321244322221322334334435421322312211221 03 04 04 11 0706 04 07 19 10 48 22222312314423221333333434434213212121122 11 111 11 12 
0981 1113 1113211 0222 1222211 211153222422222224444222421 212211111221 05 11 09 33 38 08 10 124031 81 21230122225422222222323422222122012112332 1111151 12 
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Key 

Column DescrIption 

1-4 
5 
6 
7 

8 
9 
10 
11 
12 
13 
14 
15 

id. 
age (1 = 17 and below, 2 = 18 and 19,3 = 20 and above) 
sex (1 = male. 2 = female) 
mother tongue (l =Amharic. 2=Oromigna., 3=Tigrigna., 4=oLhers. 5=non-Ethlopian. 
family background (SES)(l=rich, 2--middle. 3=poor) 
school location (1 =urban. 2--rural) 
school type (l=acadcmic, 2=vocational. 3=comprehensive) 
school nature (1 =govemmcnl, 2--public. 3=private. 4=mission. 5=others) 
ESLCE (1 = 4, 2 = 3.4-3.8, 3 = 2.6-3.2, 4 = 2-2.4) 
English result (ESLCE) (1 = 4, 2 = 3, 3 = 2, 4 = I, 5 = 0) 
Preferred placement (1 = social Sc1erK:e, 2 = science, 3 = agriculture, 4 = medicine. 5 = others 
Pleased with current placement (1 = yes, 2 = no) 

Pretest 
16 confidence in reading in rust language «(rom this number up to 65, the responses follow the following pattern: 

l =strongly agree, 2=agree. 3=110 idea. 4=disagree, and 5=strongly disagree) 
17 
18 

19 
20 

confidence in reading in Amharic 
confidence in reading in English 

study or exam as a purpose for reading 
enlertainment as a purpose for reading 

Confidence in one's ability to read 
2 1 predicting what will come next in the tex t 
22 seeing differences between main points and supporting detailed 
23 rclaling infonnation and seeing relationships within the given text 
24 text evaluation or evaluating the writer ' s point of view 
25 use prior knowledge 10 understand tex t 

26 saying when one understands something or not 

Readjng repair strategies 
27 keep on reading and hope for clarincation laler 
28 reading the problematic pan again 
29 rereading 
30 looking up for meanings of words 
3 1 stopping reading if text is difficult 
32 looking for help from teachers 

Effective reading stralegies 
33 mentally sounding out parts of words 
34 understanding the meaning of each word 
35 geuing the overall meaning of text 
36 pronOlmcing each whole word 
37 focusing on grammatical structures 
38 relating lext to prior knowledge 
39 looking up words in the dictionary 
40 focusing on details of the content 
41 focusing on the organisation of tex.t 

Sources of reading difficulty 
42 sounds of individual words 
43 pronunciation of words 
44 recognizing words 
45 grarrunatical strucrures 
46 the alphabet 
47 using background knowledge to understand text 
48 gening the overaU meaning of lext 
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49 organisation of text 
50 extracting important points to summarise 
51 skimming and scanning 
52 transcoding information 

The best reader 
53 recognise words 
54 sound out words 
55 understanding overall meaning 
56 use a dictionary 
57 guess at word meanings 
58 use of prior knowledge to integrate information 
59 focus on details of content 
60 grasp the organisation of text 

Learning to become a fluenJ reader 
61 learn vocabulary 
62 pronunciation 
63 learn to read by oneself 
64 take the responsibility for leaming 
65 the teacher teaches very well 

Pretest package 
66·7 reading comprehension test (out of 15) 
68 -9 geography cloze test (out of 25) 
70-1 history c10ze test (out of 25) 
72-3 Freshman English lOlA (out of 55) 
74-5 Freshman English 101 B (out of 50) 

Post test package 
76·7 reading comprehension test (out of 15) 
78-9 geography cloze test (out of 25) 
80·1 history doze test (out of 25) 
82-3 Freshman English lOlA (out of 55) 
84-5 Freshman English 10lB (out of 50) 
86·7 Freshman English lOlA fIrst semester examination result (100) 

Post/est 

88 study or exam as purpose for reading (from this number to numb...--r 128. please follow the pattern described 
in 16 above) 

89 entertairunent as a purpose for reading 

Confidence in one's ability in 
90 predicting what will come next in the tex t 

91 identifying between main points and supporting details 
92 relating infonnation to previous part of text 
93 evaluating author's point of view 
94 using background knowledge 

Reading repair straugies 
95 proceeding with reading and hope for clarification further on 
96 reading !he problematic part again 
97 rereading 
98 stopping reading if text is difficult 
99 depend on teachers for help 

Effect ive reading slTaJegies 
100 understanding the meaning of each word 
101 getting the overall meaning of a lext 
102 pronunciation 
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103 grammatical structures 
104 relating text'" what is already known 
1 05 looking up words in a dictionary 
1 06 details of content 
1 07 organisation of text 

Sources of reading difficulty 
1 08 pronunciation of words 
1 09 recognising words 
110 grammatical structmes 
III relating text '" background knowledge 
112 getting the overall meaning of text 
113 organisation of text 
114 extracting important points to !ruJTUl1arise 
115 skimming and scanning 
116 transcoding infonTIation 

The besl reader 
117 recognising words 
118 pronunciation 
119 dictionary use 
120 guessing meaning of words 
121 relate information in text with prior knowledge 
122 focus on detai ls of content 
123 grasp text organisation 

The best reader 
124 learn many words 
125 improving pronunciation 
126 the teacher teaches well 
127 learn grammar 
128 read as many books as possible 

Responus 10 questions on Ihe programme followed for one semester 

129 enjoy the programme (the following follow this pattern 1= yes , 5= no) 
130 liked the reading materials 
13 1 helpcrl me in learning Freshman English lOlA 
132 helped me in learning oilier courses 
133 more time to independent reading in the lab 
134 more time to discussion sessions 
13S the same arrangement for the coming semester 

136-7 section number 

The above data does not include group number; it should have indicated that the srudy group is labelled as 01. The 
control group (whose data is submitted below) indicates that the group's number shown on the last column is 02. 
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Appendix 7.12 The COnJro/ Group of the main study 

0388 21121112111 22322222221121244421332322442443224204423222222 121 10 09 II 41 3609 14 125239 90 00000oo 02 2 
056 1 21121132221 4422I3222222222442Jn3Z23344444243424Z214422222332 09 04 09 35 3009 II 11 3926 77 . 00000oo 02 2 
0792 31431123111 11232212212212!4S223Z21322344S434.l342i 13322222223200 03 08 1400 04 05 05 20 16 41 L 00000oo 02 2 
0389 21 131112111 22124222211442255421~n42Z22144'222222214421144222 04 00 00 29 32 07 00 00 34 00 84 00000oo 02 2 
0794 11131113211 1122321221 112Jt32(2!721121<1424S4421422323211112221 06 04 06 25 1204 06 07 Z? 2462 00000oo 02 2 
0562 21131312111 J0112211111212i ~43:43211212322224122222332212211231 07 09 1240 32 07 1207 43 33 83 00000oo 02 2 
039021121 112111 22342411 12IS21155H2311111511S53 1 lllO11311 II I 11115 09 07 08 36 25 08 12 10423] 83 00000oo 02 2 
080121132113311 223412123132451544254245232412554323525241 34145215 03 01 05 140504 050515 Ii 44 00000oo 02 2 
0563 21132112211 I 1322314324IZZZ444J3l22222442721232221322421222242 07 05 05 20 09 05 05 00 19 17 46 00000oo 02 2 
079531232113211 522425442244442540l2311 12213425433412P'?1l2222442 06 00 00 27 18 07 II Q7 ~O 25 68 00000oo 02 2 
031831131122323 10005010000000017000020000210000000002JOOOOOOOO200 00 00 00 00 00 00 00 00 00 00 41 00000oo 02 2 
079621132113121 113 12313212122244223422223222234224222231221221111050607242404 06 06 32 27 65 00000oo 02 2 
079731132113123 112132122111323544513,12122312414443535131 12033441 04 0510 25 30 0412 08 32 27 66 00000oo 02 2 
214021321113311 21312301020103200(0)30<.::0003()()!)OO20100001023000321 0 09 06 07 30 25 10 00 00 43 00 78 00000oo 02 2 
079821 132123311 22344434424202244441442234452443232222412122314444 08 04 03 05 070300 00 36 00 65 00000oo 02 2 
0564 21132122111 11333212324111245223422223222234224222231221221 1 il 06 03 07 16 08 04 08 04 23 1455 00000oo 02 2 
0392 31431112111 2122312311322122432143nZ3543242123232412113243213 06 04 06 00 17 05 03 04 38 25 68 00000oo 02 2 
0393 11321312143 3212121213224125522132121222!2531222411124321121 12 06 03 06 32 26 06 00 00 40 00 75 00000oo 02 2 
039431 13 1312111 02212222222122154432222222442452221222412222223232 11 00 00 00 32 00 10 11 44 28 76 00000oo 02 2 
1780 2113 1312242 11212322321422242222312243422243432432424224224222 08 OS 11 25 25 08 06 08 40 27 74 00000oo 02 2 
0565 2112 1132211 2221442221512224421222243421 1223431222133532221421 00 00 00 00 00 03 00 00 1900 31 00000oo 02 2 
0799 11121123211 2234341322114125421232421 :z,i:M3:;22323411222Un:l221 070609 21 17 06 08 06 23 20 57 00000oo 02 2 
0395 22121112211 22312423321222145521321245Sln~3 14112221132Zn223i 03 OS 04 1505050401 170941 00000oo 022 
080222132113211 1142022222222224422222221lZ1.224422212231 422Z222242 00 00 00 1200 04 05 031611 45 00000oo 02 2 
039621 1321121 21 2211231222312125451432132453 HS432132342341 1J.23231 04 01 07 25 1204 0504 19 15 53 00000oo 02 2 
0566 11121312142 112511121131311551414524324423555535344142111 4215407 Or, 09 32 2309 08 11422881 00000oo 02 2 
0397 2112 1112112 11222221222123144321112121242252222222222331222121 070000 27 00 05 07 04 39 25 71 00000oo 02 2 
057021 132112321 11322212224121245423222222442242232221312521222242 04 04 11 25 15 05 10 10 24 16 60 00000oo 02 2 
228921432112111 3122113321212224422342222322223422420223 !Z2J 22J I II 050204 22 07 05 00 00 27 00 63 00000oo 02 2 
1798 21131113211 1121122222322115311233231222333 13223212213221 Il232 04 04 05 160603 05 0222 17 48 00000oo 02 2 
0844 11131113 111 11 2244233123232322211322332311411 2211013342321 2221 04 05 03 12060205 04 20 13 47 00000oo 04 2 
0628211 21312111 112122222221121431212223223322222222222132221 22212 0709 09 25 190600 00 39 00 75 00000oo 04 2 
0629114221121113125223312132125331303223054123344222131411222211107060219150704 07 35 23 68 00000oo 04 2 
042211421142311 32224212112512255221321222421 253 12252221421213524208050527 15 10 04 06 38 28 78 00000oo 04 2 
0845 2112111322122241121242231354132223333122341 4242214231422322 11 06 05 05 221808060633 2660 00000oo 04 2 
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0423 21121322111 112411212131211451121211125522522222212233222212420700 00 10 24 06 08 06 29 19 50 00000oo 04 2 
0425 31222122211 22235323333222152222013122212342112331221431221111 020404 12 10050704 1909 00 00000oo 04 2 
0426 21121312111 1112122221133114222132121134112111122121111111223205 04 11 2926 120706 42 27 79 00000oo 04 2 
0846 21121 313121 22345211233231554332225321213255221333224342132321 06050309 03 04 00 00 1500 49 00000oo 04 2 
0847 22121113212 11222222322242255222331232332332234331111112111213 07 09 07 11 17 120000 25 00 49 00000oo 04 2 
0427 32131312311 22312222222212155221222221551255554422212421222221 060709 27110700 00 38 00 59 00000oo 04 2 
084832132113411 11544311411411155424421114222222441444441211111321 0501 020904 05 03 04 160947 00000oo 04 2 
0630 12121122211 112211111222222211111111111111111111121112222112220604 09 21 03 06 04 04 1909 50 00000oo 04 2 
0320 31332312111 22142111222222245122222412442222542222122111211221 05 06 07 13 07 06 00 00 00 00 44 00000oo 04 2 
0849213311133111231232222321213452322121323222223123122133221112104 04 04 141006 06 06181952 00000oo 04 2 
1771 12521114242 132211122111321531351323134544544555521123111112120606 07 29 17 06 09 06 34 27 75 00000oo 04 2 
0851 31131313211 1122234222222215422121112242244112111221221422221205 04 06 20 15 09 06 06 32 19 60 00000oo 04 2 
0321 2112"nll1 11212322211321244222332333224444222221212322221141 or. 1'. 13 39 2210 14 11 422581 00000oo 04 2 
063 1 1112ilJ2212 11324222222443255222542222443443333222223232233121 Ulli5 11 30201210 13 413480 00000oo 04 2 
085021131113222 112101111131441551212111115422511311313121221 21241 04 03 02 19 10 10 00 00 26 14 50 00000oo 04 2 
0632 21121112311 112411212131221551121112114444522224222222122112220500 00 00 07 05 05 05 21 00 49 00000oo 04 2 
063321121 132111 11211221131235153221555123135555223132212232115311 09 11144331110811453787 00000oo 04 2 
0634 21131112311 2221221211121224422322131111223311222112222111121200 00 00 00 00 00 00 00 00 00 00 00000oo 04 2 
0581 32321113311 41245222111122154142411121551252212221111211112111 00 05 13 24 14 09 00 00 00 00 74 00000oo 04 2 
2131 01431313211 42142221211122154222221112333244444231211111112222 120209 33 28 08 09 10 46 31 80 00000oo 04 2 
063521431 122211 12211221122121242122222322422424444441213222223211 07020508 11 10 06 01 22 1950 00000oo 04 2 
0429 21131352111 00220112212410154221243412244454444452212222122212050407 16 11 070709 36 27 67 00000oo 04 2 
063622121212111 11251222222111154222241111441444441441111111211111 0605 07 26 15 09 09 1237 16 70 00000oo 04 2 
06372212114211222223322322232242332422322442444432132223333222232 00 05 11 402708 1211 51 3791 00000oo 04 2 
2316 32521110011 55311333111111355311311311113355555551111111111111 09 08 02 36 3007 07 08 43 36 78 00000oo 04 2 
064 1 21232122223 4122321222222224322122122242233343222121222222222204 00 00 00 190509 07 34 2162 00000oo 052 
043011431312111211103 11222313245331212222443444444332423222233231 07 05 07 23 00 00 0812423078 00000oo 05 2 
0322 21232112111 32112212214123154241432022122254121003313212211 121 07060631 320009 06 38 26 70 00000oo 05 2 
0855 11121313211 22121111111541255244442444552225555552212212222221 0808 06 37 29 05 00 00 45 00 77 00000oo 05 2 
0323 31231152211 21222111112222145212241112441222242221412221211242 1003 05 2721 00 09 10392272 00000oo 05 2 
0639 11431112112213122122232311 5331 1221323332142231222313432222232 08 05 05 23 27 05 00 00 27 00 58 00000oo 05 2 
0856 21132123 111 2222342122332125442332121223444224442222343242212206 03 06 24 1800 06 05 23 15 51 00000oo 05 2 
1765 312321 14411 42112213313423112311212122111123222121211131 211111 04 01 08 17 10 04 04 02 26 1042 00000oo 05 2 
0857 21331113412 21354222125231254233321522332442154443343222322115 00 050720200300 00 00 00 47 00000oo 052 
0640213311321413 125422222242225224442242444444442222242442222222400 06 06 3000 00 00 00 29 00 65 00000oo 05 2 
0432 12122122211 11212221211222154322222142221152121121211322241111 05080621 1400050624 1360 00000oo 05 2 
0433 31131122211 112212111113222440342223124313423121012332212111120506072600 00 10 07 36 23 72 00000oo 05 2 
0642 21121142111 1131033232123114402234223345235333222222222332422309 07 11 4336 10 08 11 463385 00000oo 05 2 
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0859 21232123211 13332423223222222333332232323323233331111221111222 02 04 09 18 II 03 04 05 26 15 50 00000oo 05 2 
0860 11231113211 22322221122222332233332332332332332222332333322322 10 04 08 23 08 07 1209 29 21 53 00000oo 052 
0643 11231112111 22323211122212245321211211342245221221313411222112 08 08 1433 31 10 12 11 44 29 74 00000oo 05 2 
0861 21121313211 11122111111122144122211111221221111221412111122111 06 07 08 30 31 ()() 11 07 47 34 80 00000oo 05 2 
0862 21132113112 22211222213211141232322212241222122232122221211122 07 05 06 29 1405 06 07 27 15 62 00000oo 05 2 
0644 11131312111 2232133352222225442122121122235111111221311112223209 07 09 30 26 08 13 1038 30 82 00000oo 05 2 
0645 21231112212 12113122214121154321222213144554545331412212123152 08 II 04 29 20 02 ()() ()() 39 ()() 69 00000oo 05 2 
1802 11132123121 22132212333433423323232323232323232323223432322322 01 0302 180703 ()() 15 ()() 36 50 00000oo 052 
0863 21131113321 11213211212222145313411121134244341111111211111111 06 ()() ()() ()() 03 ()() 03 19 10 35 50 00000oo 05 2 
0864 21431123112 22321333323222252234322222343343423332223221122231 070406 14 09 07 ()() ()() 26 ()() 46 00000oo 05 2 
0865 21131313311 22212112113111254221113212342334444431333211231112 05 ()() ()() 00 09 07 04 05 31 1456 00000oo 05 2 
0437 311 31312211 1142223222222222232323322322232233323221221122211204 06 07 26 1202080835 1864 00000oo 052 
0646 21131312211 221210" 112121142212211111221222122221212211311231 04 02 08 22 20 " n7 06 33 21 65 0<Y"'(lI)() 05 2 
0438 31131312211 22312111212221242022222322222234121122213212122213 00 07 ()() 34 30 (;() 00 00 ()() 00 00 OWJ(J()() 05 2 
0368 31321312211 22211322211221153221421211423232221222213121112211 00 00 00 00 00 ()() ()() ()() ()() 00 89 00000oo 052 
021831132313211 11212212222222154221442222442442141121212442222442 10 00 00 00 15 ()() 07 07 33 24 59 00000oo 05 2 
1023 22122312111 11342322112111155522111211352255222335544111221121 00 00 00 00 ()() ()() 00 ()() ()() 00 ()() 00000oo 05 2 
0882 22232113221 1211212122112211212222221222222232213322322222222200 06 04 14 12 12 ()() ()() ()() ()() ()() 00000oo 062 
0884 21131113311 22212122122121132121212212211122121212122321212122 ()() 03 07 19 1208050500 10 00 00000oo 06 2 
0885 11132113321 11241212313212254411332322421252222433413121232124 ()() 04 05 22 11 0707 08 00 13 00 00000oo 06 2 
0886211311 13211 22212223232521245232332211221234112332213131222123 ()() 06 1027 26 07 04 07 00 ()() 00 00000oo 06 2 
0655 31431312311 32122114512142115512321124121243152121521432521211 00 00 00 00 1005 ()() ()() 00 00 00 00000oo 06 2 
065621221 312111 12222322223122254331331222332242122312313322233242 ()() 07 11 38 25 07 ()() ()() ()() 00 00 00000oo 06 2 
0887 21131123111 22112212121222244312111222432233442321232232222132 00 06 07 22 1008 00 ()() ()() ()() 00 00000oo 06 2 
0888 11131113211 11243112112222145324124123444444243232214243222221 00 00 00 26 1605 ()() ()() ()() 20 00 00000oo 06 2 
0326 21232342111 42222422222222144222222222242222422222242422222222 00 07 08 15 11 03 07 04 ()() 11 ()() 00000oo 06 2 
0889 12121133211 1121221211142215511111122211224222122221411232422200 12 14 38 37 1200 ()() ()() 00 ()() 00000oo 06 2 
0657 21231112211 2124222221134225442242124242424424242241412212212200 04 08 23140700 ()() ()() ()() ()() 00000oo 062 
2284 315213 14221 10201242225211154214423111111242441121111211211121 00 01 06 20 26 07 00 ()() ()() ()() ()() 00000oo 06 2 
0449 211211 22111 10221211221211221112232221221121222122211222211223 00 05 06 24 ()() ()() ()() ()() ()() ()() ()() 00000oo 06 2 
0658 21431122121 53222222222242244223422422223444444442434222222422 ()() ()() ()() 24 11 04 ()() ()() ()() ()() ()() 00000oo 06 2 
1804 121211 13251 11150224332421544312214233552254224222214112324223 ()() 04 04 26 1603 04 08 ()() 22 ()() 00000oo 06 2 
0890 221223 13311 11422212222421153244333333422244242332234332221123 00 03 ()() 09 05 02 ()() ()() ()() ()() ()() 00000oo 06 2 
0659 21121312311 11211111121212123311411113331221221121312311222132 ()() 02 04 13 07 04 04 03 ()() 09 ()() 00000oo 06 2 
0891 21132113221 22314322223211154233412222443454444242121312211221 ()() 07 09 302608 10 08 ()() 25 ()() 00000oo 06 2 
0660 21132112343 44112423121242254431221214243342232122214541221131 ()() 06 09 28 23 061007 ()() 17 ()() 00000oo 06 2 
0892 21132123221 22342222224533155535522232522225552222333333321222 ()() 04 05 1604 ()() ()() ()() ()() ()() ()() 00000oo 06 2 
08932 14311 23211 53222222222242244224422422243444332442432222222422 ()() ()() ()() 23 17 05 ()() ()() ()() ()() ()() 00000oo 06 2 
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lIlSY4 lllLll1J111 22342322221321245023432234421244222132312423322241 ()() 04 07 37 26 10 ()() ()() ()() ()() ()() 00000oo 06 2 
1782 31112324411 44232222121211153122323113545555345441222312211222 ()() 05 10 19 ()() ()() ()() ()() ()() ()() ()() 00000oo 06 2 
03273112131211 2114443234211211454113412334445441211155144121 22215 ()() 10 13 47 41111212 ()() 36 ()() 00000oo 06 2 
0661 21131312212 11211311 1 11241155222111122235145523532322311121 151 ()() 06 06 20 28 07 12 12 ()() 25 ()() 00000oo 06 2 
0451 31432122222 41221112111111155214211221421254444121111211111111 ()() 04 05 24 17 04 11 10 ()() 23 ()() 00000oo 06 2 
0662221211123 11 11232322223221254213223334212344454232323423511111 ()() 04 04 26 10 05 05 01 ()() 20 ()() 00000oo 06 2 
0452 21121132111 11242331312223455242221523444453334432225314232115 ()() 09 13 49 40 13 10 06 ()() ()() ()() 00000oo 06 2 
0664 21432112222 13221112213432144121221213422443221121112111121121 ()() 06 03 29 22 08 ()() ()() ()() 26 ()() 00000oo 06 2 
0665 311 31312111 22212211214112252121244241454452145232314212111321 ()() 07 13 39 30 08 07 07 ()() 36 ()() 00000oo 06 2 
0663 21132112221 11221212313212455411432322212353211433413121232124 ()() 05 05 17 ()() ()() 1009 ()() ()() ()() 00000oo 06 2 
095121131313311 11222212222312234212321222332232232232314121222112 ()() 06 08 2712070604 ()() 26 64 00000oo 102 
034431121312111 11211211211131243321232423432452122231313122122341 ()() 11 123531 080706 ()() 34 83 00000oo 10 2 
0710 21432312111 122212122121212451".:>21222444452444222112112142212 ()() 07 11 2231 050807 ()() 24 !.... 00000oo 10 2 
071 1 11232212211 41221222222122245411221212442422424422212111122212 ()() 0509 26 24 021307 ()() 24 64 00000oo 102 
1016 31121113 111 11112211011223245331322222442144444222212212222212 ()() 11 09 30 27 08 ()() ()() ()() ()() 64 00000oo 10 2 
095331431123111 53222222222242244223422422223444444442434222222422 ()() 04 041809 04 05 03 ()() 10 41 00000oo 102 
071221 131312111 11222222221111244111111101444443222221212212111222 ()() 03 08 20 11 03 10 05 ()() 15 62 00000oo 102 
0713 21231112111 222322122122342542311212212112323223311122111 21131 ()() 08 1200 34 09 13 06 ()() 32 82 00000oo 102 
0508 31232112111 3122222222211 1153212212122444454343221123322211111 ()() 04 08 1606 05 08 06 ()() 1443 00000oo 10 2 
095421 1321 13321 11211111112232144412222222222324424422222222222222 ()() 02 ()() 1709 07 04 ()() ()() 11 51 00000oo 10 2 
095522131113311 11342443442242245442452523443442322224423222222224 ()() 0303 12 05 05 04 01 ()() 1243 00000oo 10 2 
034521131 112111 11231323123122154342321342334342232232213214222222 ()() 07 08 28 33 07 08 08 ()() 2874 00000oo 10 2 
0509 21131122211 11222222111411245121221222443115112521125112111111 ()() 01 080006 00 01 01 ()() 14 42 00000oo 102 
0510 11 321112111 41212343323111154212212123452242233221514122112112 ()() 05 15 00 35 00 10 10 ()() 32 76 00000oo 10 2 
0956 11121113221 11212312212321155221311212314254211122211112121232 ()() 06062516060507 ()() 2165 00000oo 10 2 
1017 31231113211 32222220211424445241522422333252222422114111 123422 ()() 0809 1927030709 ()() 26 69 00000oo 10 2 
1793 31131122211 11222212121122212112221221411111111321233212332121 ()() 0508 18220500 00 00 00 60 00000oo 10 2 
0511 3113 1122111 1132222221222225422122222222244422240221232221144200 04 08 15 1706 00 00 00 00 48 00000oo 10 2 
0512 21132112111 11221321212221155431223223332434444333411222111231 ()() 07 09 07 1204 00 00 00 00 44 00000oo 102 
0714111221121111121211111111115512111121144224444443111411 1121111 0005123731 080808003381 00000oo 102 
05 13 211 32112241 1122132322222125322122121322444444423222411112211300 07 11 293006 140700 3481 00000oo 10 2 
0957 31132122221 11211 212243222232212222333220344445441224221222222 ()() 04 0713 1604 07 02 ()() 1446 00000oo 102 
0346 31131312111 2222222222222222422223223322232333223121311211114200 08 05 30200508 08 ()() 25 68 00000oo 102 
071621131212111 22321322223112144222212422242443323331212311221121 ()() 04 07 22 23 07 07 05 ()() 2171 00000oo 102 
0717 2123 1112211 21352222222222244222222232222202223442223222222221 00 06 09 28 25 11 04 09 00 17 69 00000oo 10 2 
07 18 21131312112 2222351222521125311112122122124121122222252221211100 05 04 09 0703050200 13 38 00000oo 102 
0958211313131112212122222222234432222243444244444443242423442322200 10 08 31 00 10 080700 14 66 00000oo 102 
05 14 31131312111 22112211212111245221322222442252222223322113122211 00 13 13 37 41 07 08 06 ()() 35 77 00000oo 10 2 
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095921121113111 22214311121144155451511412223242121212314111132111 00 10 11 45 32 09 10 13 00 31 87 00000oo 10 2 
0719 11121312111 2232323323242244443244344433344322333332422423343200 06 09 26 23 08 08 07 00 2887 00000oo 10 2 
0515 21131112111 1121221211121125522121141342212113112221411122221200 11 10302909 09 07 00 29 76 00000oo 102 
0348 21132112111 11212111111111155121111211442244444431114111 121111 00 03 00 16 1004 03 01 00 16 52 00000oo 10 2 
051621132112211 I 121222211111 125512122122254223522252112211211 1 11 I 00 02 04 162207 00 00 00 00 67 00000oo 102 
0517 21321 112112 1334322223421515522232212334323223233221122211222200 00 00 1800 04 00 00 31 00 63 00000oo 11 2 
09602123 1313111 2134222222233124344132132341224112222111221222211200 06 1026230700 00 4100 75 00000oo 11 2 
072031321312311 1225111222511215512221111222341223233121232231221200 03 04 23 00 05 00 00 28 00 57 00000oo 11 2 
096921321113111 2122111111121115401411111221222212422111121211111200 07 08 302807 00 00 43 00 81 00000oo 11 2 
0721 11222212211 42222222222222233231222322223323322222414112332121 00 06 04 302504 00 00 43 00 82 00000oo 11 2 
0722 ()()()()()()()( 00 02 05 11 12020205 1800 37 00000oo 11 2 
097421332123111 13123 12241423345521231231421323233242132421322342100 04 07 24 19 07 00 00 32 00 59 00000oo 11 2 
0521 31121112411 41232222131222552212212221422:)'<'144522132211 112411 00 04 03 32 32 04 00 00 42 00 77 00000oo 11 2 
0971 21131113311 221123123221111545222211224345~4j34442123421221121 00 00 00 22 00 01 00 00 25 00 55 00000oo 11 2 
052321221112111 3211111221111 1154211111542111112112221111111 111111 00 0711 373204 00 00 4300 84 00000oo 11 2 
0961 21121113112 112112232123211 54343331251432553551233323214133233 00 07 10302706 00 00 46 00 79 00000oo 11 2 
0525 21131113121 21325111111122255521222222232222222452213222222222 00 00 04 28 11 04 00 00 00 00 55 00000oo 11 2 
05263142211211131245222222222244222322222232222222222222422222222 00 06 1000 30 00 00 00 00 00 71 00000oo 11 2 
03472112112211122222222222122134212212333312344442322124542311221 00 04 04 17070300 00 21 00 59 00000oo 11 2 
1021 21121312212 11110212224132122411222242332333223331222220012011 00 00 00 2200 04 00 00 28 00 61 00000oo 11 2 
097011221313211 2122221324241221442222141254214112122242222112212200 03082821 00 00 00 37 00 72 00000oo 11 2 
0725 21121112111 1122223303000215212122111222341223123111232231230200 00 00 1600 02 00 00 20 00 55 00000oo 11 2 
0972 21131113121 11211212121212221221221121212111211122121121211221 00 03 04 17050300 00 33 00 36 00000oo 11 2 
09622123 11 13211 32111112121111154211211121121221111111111111112121 00 04 04 13 1804 00 00 1800 58 00000oo 11 2 
0529 21321112311 42110112222211212212412212242221212121412121122121 00 05 1222 120500 00 3100 67 00000oo 11 2 
0963 31121313111 11222323212221155211112122123212112122211222211111 00 00 00 36 00 08 00 00 41 00 91 00000oo 11 2 
0973 31121142111 1123322211323415512422213222344344432215221422221400 06 13 423500 00 00 53 00 89 00000oo 11 2 
053031331112111 32212232322231241132122333231143234332323433312222 00 06 07 18 1600 00 00 34 00 70 00000oo 11 2 
0528 31131122111 00120020000000002000010000000100000001000000000010 00 02 01 190705 00 00 1600 44 00000oo II 2 
176931131113311 112212111122211522122243123434533444412122111 J1112 06 08 05 22 13 00 08 09 20 30 67 00000oo 13 2 
074831132112111 1122131233322125423232233344424323232234322231234309 04 11 373409 07 02 39 32 82 00000oo 13 2 
0999 21331313111 21244224222221152222111212224334242221221211211121 02050717100500 00 29 00 40 00000oo 132 
1000 21131313311 11241222222221254222222222222255211552224322222221 060000 26 20 08 00 00 35 00 55 00000oo 13 2 
0749 21121112223 11222112211221243221322322332243122221123222222212 1000 00 00 3409 08 05 48 32 82 00000oo 13 2 
0546 21121312211 1122422322221424523221324332122324322242244122222200 04 04 27 00 04 06 08 30 1654 00000oo 13 2 
0547 21131112211 11212222221221141222212112222212222222221222211221 07 04 06 1804 04 07 06 26 18 45 00000oo 13 2 
0548 31221312111 21112221121211145141422245443452201122214114222121 06 11 10423909 00 00 48 00 81 00000oo 132 
2299 21321113211 1111111111111214414152211124244442414221212111421200 00 00 00 00 00 05 08 00 23 74 00000oo 13 2 
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0352 31121112111 11222222222222244232332222333333222222213221222122 05 05 11 27 00 00 00 00 32 00 84 ()()()()()()() 13 2 
0550 31121112111 44244222322242244322332224222242422442222422222223 100000 00 35 11 09 08 43 25 74 ()()()()()()() 13 2 
0750 21121122111 22122111223121255222122211222141221422212422122111 04 06 03 24 07 03 00 00 25 00 51 ()()()()()()() 13 2 
100321222123151 42222223222242224423222222232344433323232422222232 11 050614070800 00 00 00 30 ()()()()()()() 13 2 
1004 11131113111 11222112111112254322322423442252232222214222222222 1009 09 33 34 00 11 12433084 ()()()()()()() 132 
055221231312111 22242224222121152212211112224334242221212111111111 070506 35 30 09 10 1000 33 84 ()()()()()()() 13 2 
0553 11122112111 1122222222222215422122122244434442434121352222124200 04 08 22 1600 04 06 47 23 69 ()()()()()()() 13 2 
176331131314311 22212222222211241222222222211142222221122212222222060305 180600 03 04 21 1438 ()()()()()()() 13 2 
1005 21431313221 31223221212211144233322222332244342221322322222221 0800 00 00 24 07 07 09 39 24 77 ()()()()()()() 13 2 
1006 12121133111 11221311111121151131122332411434333311111122121111 08 12 08 39 34 13 06 10 48 37 89 ()()()()()()() 13 2 
1018 31131313111 112112222112122553412213224434444343322131121222120808 144000 00 00 00 52 00 37 ()()()()()()O 13 2 
1007 211213 132122224232332332222332222223222222332223222123332232207 02 03 1400 00 07 04 1921 77 ()()()()()()O 13 2 
1010 121'1113111 11231222223221244041432322322444333224314211133122 IV) 06 03 34 28 08 00 00 00 00 51 ()()()()()()O 13 2 
0752 22;11 11211122413223322432232342423313442243231333423332333223 V4 05 01240309 00 00 1300 88 ()()()()()()O 13 2 
1008 11121113111 22322233222221245232223444443342224442522113123223 08 08 11 3942 11 0707 48 36 72 ()()()()()()O 13 2 
055631132112211 11323322222222254232422224312344444431412211222331070406 2700 00 00 00 4100 73 ()()()()()()O 13 2 
05573\33112211121222221333223233323223232230232232222223432322331 000504 23130600 00 00 00 31 ()()()()()()O 13 2 
1009 21132123111 112122121232422334233222222333444443232234222232320202021809 09 00 00 20 00 32 ()()()()()()O 13 2 
0753 22121312111 22413223322432232342423313442243231333423332333223 09 04 00 26 04 07 00 00 27 00 55 ()()()()()()O 13 2 
05581143 1122211 00020221311121144222312122321142221331221521312441 0804 09 27 24 06 00 00 37 00 82 ()()()()()()() 13 2 
0559 22111142311 1113221331123125552121322344245555511122252111212200 07 08 41 00 00 00 00 00 00 75 ()()()()()()() 13 2 
1011 3113201321111222222222122154222111211322242224222121422222221 050610 313100 09 08 38 34 74 ()()()()()()O 132 
1001 11331123211 0002121212344125521244221113222211133241252112324206 0304 00 03 00 03 02 08 1553 ()()()()()()() 13 2 
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App<ndix 7 J Freshman English test results of the main study (bolh groups) 

Freshman English lOlA Freshman English lOIS Freshman English lOlA 

row pretest results post test results row pretest results post test results ftrst semester ftnal 
scores 

study control study control scor study control study control row study control 

es scor 
no % no. % no. % no. % no. % no. % no. % no. % es no. % no. % 

3 0 0 0 0 0 0 3 5 3 5 3 0 0 0 30 0 1 
.-

6 1 1 0 0 0 6 17 10 14 8 1 0 0 33 1 3 2 

9 6 3 6 3 1 1 9 22 13 19 10 9 5 5 4 36 1 1 

12 15 8 7 4 5 2 1 12 8 5 27 15 15 8 8 6 39 3 1 4 2 

15 6 3 14 7 6 3 3 2 15 9 5 12 7 20 11 18 14 42 4 2 7 4 

18 17 9 23 12 7 3 7 5 18 19 11 17 9 19 10 11 9 45 6 3 8 5 

21 22 12 15 8 14 7 14 II 21 16 9 11 6 19 10 13 10 48 10 5 8 5 

24 17 9 28 15 14 7 7 5 24 14 8 14 8 18 10 12 10 51 14 7 14 8 

27 22 12 29 15 17 8 13 10 27 12 7 18 10 18 10 20 16 54 11 5 6 3 
, 

, 

30 22 12 24 13 11 5 8 6 30 21 12 14 8 18 10 11 9 57 12 6 9 5 
i 

33 19 10 9 5 19 9 12 9 33 6 3 15 8 20 11 11 9 60 7 3 11 6 J 
36 8 4 8 4 25 12 10 8 36 8 5 10 5 12 7 12 10 63 10 5 7 4 

39 9 5 12 6 25 12 16 12 39 9 5 2 1 9 5 4 3 66 10 5 12 7 

42 9 5 7 4 19 9 12 9 42 8 5 4 2 2 I 0 0 69 10 5 12 7 , 

45 7 4 3 2 17 8 12 9 45 1 0 2 I 0 0 72 3 1 10 6 i 

i 
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48 5 3 1 15 7 9 7 48 0 0 0 0 0 75 22 11 13 7 

51 1 1 7 3 1 51 0 0 0 0 0 78 20 10 13 7 
. 

54 0 0 1 3 2 81 22 11 11 6 
I , 

57 0 0 0 0 0 84 13 6 14 8 

87 7 3 4 2 I 

90 12 6 5 3 

93 6 3 0 0 . . .. 
96 3 I 0 0 

number 186 188 203 129 175 182 125 20 175 
7 

average 25.9 24.8 32.87 32.4 20.4 19.1 22.9 68 64 

99 0 0 0 

Table 73 Freshman English IOIA and Freshman English 1018 test resuits 
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