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Abstract 

The object ive of this study is to investigate whether eYT is being 
effective ly employed in Grade 11. So, to achieve this objective a case contro l 
cross-sect ional intervention type of study was conducted on random ly selected 
sample size of 100 students (50 as experimental and 50 as contro l) and on ten 
11th grade English teachers of the four gover~ment schools - ETSSS (No. I), 
YI2SS , leSS and M II SS - in Addis Ababa to determine whether eVT is 
being effect ive ly employed in Grade II among the study population as it is 
expected. To make the objective of the study achievable, then, a pre­
structured and pre-tes ted questionnaire was administered to know the attitude, 
knowledge and practice of both teachers and students pertaining to eyT. 
Moreover, classroom observations were conducted while the Engl ish teachers, 
teachers embraced in the study, were teaching vocabulary to counter-check 
whether the responses provided to the questions on the quest ionnaire 
correspond to what was being observed during the teaching-learn ing process . 

Y However, prior to distributing questionnaires and conducting class room 
observations, a pre-test was administered to both groups - experimental and , 
control groups - to see whether a statistically significant difference wou ld be 
observed with regard to grade achievements of the groups at the outset. 

Later, after the two groups were found out to be the same in their 
abi lity, because t-observed was less than t-critical (i .e. to < te = 0.88 8 < 1.645 
at P<0.05) which by the same token means 'there is no statistica lly sign ificant 
difference', lessons with regard to eVT were taught to students in the 
experimenta l group 'fo r a period of one and a half months. 

After the interveotion or teaching, then, a post-test was administered to 
both groups - experimental and control groups - to see whether a kind of 
progress would be observed as a result of the intervention. 

Then, from the results of the post-test, it was found out that students in 
the experimental group scored very high grades in terms of average (i. e. 64.9) 
whereas those in the control group obtained only 49.7%, though the two 
groups were the same in the ir ability before the intervention. Of course, a very 
strong stati stical difference was also observed between the two groups; t~ 
observed was greater than t-critical (to < te = 55.7 > 1.64 at P<0.05) on the 
experimental groups side whereas it was vice versa on the control group's s ide 
(to < te = 2.5 < 2.575 at P< 0.005). 

In general, the two groups, though they were equal in their abil ity as the 
results of the pre-test witnessed, differed widely in their results of the post­
test. 
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Moreover, the responses of the students, in the experimental group, to 
the questions on the questionnaire also indi cated that CYT is not being 
effective ly employed. However, on the contrary teachers , in their responses to 
the questions on the questionnaire, revea led as CYT is being effectively 
empl oyed. This depicts that there is a big discrepancy between what the 
teachers believe and what is being exercised perta ining to CYT. 

This find ing, hence, warrants the po l icy makers or other authorities 
concerned to take appropriate measures to correct or solve the problem as 
regards CYT as much as possible. 
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CHAPTER ONE 

1.1 GENERAL BACKGROUND 

T he great s ignifi cance of the E ngli sh language has, increas ingly, 

become vivi d fo r its use as a common language of communication is, very 

we ll , rea li zed. Wherever peopl e who speak di fferent languages meet, Engli sh 

" is, in most cases, the onl y option they have to get messages across e ither in 

s imple te rms or in a sophisti cated style depending on their knowledge of the 

language and the purpose of communication. However, a mea ni ngful 

communication to take pl ace a reasonable amount of vocabulary knowledge is 

vitally important. Otherwise, lack of appropriate words to express their 

fee lings, .thoughts, ideas etc. may hamper smooth interaction. Regarding this, 

Alemu Hailu (1 994:5) in his M .A thesis argues: 

When we speak or write, we usually try to select words 
that express our ideas, /eelings, emotions, etc. in a 
foreign language and our ability to comprehend what 
others say (Whether in speech or writing) depends 
velY much on our knowledge a/the vocabulQlY 0/ 
the language. 

Likewise, when we consider the immense role the Engli sh language 

plays in the sphere of education, we find it to be extremely important s ince 

having adequate know ledge of the language may also mean a great success in 

the students' academi c performances. Therefore, in order to make their 

academi c achi evements a success, students need to enrich their word-stock 

steadily . Nevertheless, as the English words increase, tremendously, in t ime, 

parti cularly due to technologica l advancement and the nature of the language 

in borrowing words from many other languages to the extent that it is, 

practica ll y, imposs ibl e to teach a ll of them in the classroom easily; it is, then, 
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imperative that learners be trained to look for meaningfulness of word s on 

their own. Thus, in order thi s to be realized, every endeavor shou ld be made in 

thi s regard 

1.2 Statement of the P"oblem 

T he Engli sh language, even having been taught in Ethiopia for several 

decades, does not seem to, adequate ly, famili arize itself with students as it 

might be apparent when the situat ion , in whi ch most Ethiopi an students are 

found, is taken into consideration. Thus, the standard of the language is 

deteriorating from time to time to the extent most students, even, at the 

secondary or tertiary level, are unabl e to express themselves or communicate 

with others; they appear to have, only a li mited understanding of the language . 

Witnessing what has been stated Hail e Getachew (1984) in his M.A thesis airs 

out hi s view: "Ethiopi an students spend a great deal of time in studying the 

Engli sh language, but their English profi c iency is not satisfactory 111 

comparison with the time spent on teach ing the Engli sh language." 

In fact, a very small minority of the students have a very astoni shing 

command of the language and are, mostly, successful in their academic 

performances. However, when the case of the majori ty of learners is taken 

into account, it is, still , possibl e to say that they usually face di fficulties to get 

their messages across. Hence, thi s illust rates that a lot has to be done to change 

thi s tragic scene in as much, re lati ve ly, a shorter period of time as possible in 

order that they would expand their vocabulary and , then, become effective 

users of the language. 

It is in fact , evident that there cou ld be various reasons or variabl es that 

contri bute to the deterioration of the standard of the Engli sh language. The 
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most fu ndamental one, however, could be the wrong approach of presenting 

mea ning wh ich has a lways resulted in the students ' poor stock of words; since 

trying to teach the meanings of the mush-rooming Eng li sh words in isolation 

and make students develop both their lingui stic and communicat ive 

competenc ies (so that they wou ld be ab le to produce productive language), is, 

extreme ly, a futile attempt; a mechanism which woul d enable students to learn 

meaning of words effecti vely should be dev ised. 

In fact, it is not far from clear that word s are the most important 

building blocks of a language without which much progress is unthinkable on 

the students' academic performances. Hence, it would, I feel , be most 

appropri ate to teach strategies so that the learners themse lves will work out 

meanmgs. And these strategies, I guess, wi ll gradually stimulate them to 

perform well in their academic world as they will be able to read more, 

relatively, rapidly and with better understanding. Regarding the signifi cance of 

words and the advantage which is bound to be gained in term s of improving 

the students' academic achievements or pertaining to the di sadvantage if 

students do not enri ch their vocabulary Yang Zhi hong (Forum: July, 2000 : 18-

2 1) in hi s article entitled ' Learning Words' argues : 

Words are the basic unit a/language/arm. Without a 
sufficient vocabulary, one cannot communicate effectively 
or express ideas. Having a limited vocabulary is also a 
barrier that prevents students/rom learning a/oreign 
language. If learners do not know how to expand their 
vocabulmy, they gradually lose interest in learning. 

In addition, the prominent educator and lingui st, Wilkins (l 972: f1 1) 

asserts that adequate knowledge of words is indi spensab le and mandatory, as ' . 

well , in the followin g manner: " .. . the fact is that whil e w ithout grammar very 

littl e can be conveyed, without vocabulary nothing can be conveyed. " 
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As it can, vividl y, be seen from what has been di sc ussed in the 

preceding paragraphs, words are so essentia l that e ither comm uni cating 

effectivel y or achieving success in the students ' academ ic achievements is 

extremely diffi cult witho ut adequate knowledge of vocabulary. However, on 

the other hand , words are innumerab le and they greatly vary in their meaning 

in different contexts and s ituations rather than being the same fore ver. 

Therefore, the problem of not being abl e to communicate mean ingfu lly, as a 

resu lt of the inability to utili ze the words, appropri ately, whenever the need 

arises, seems to be somehow, easy to tackle by teaching students strategies 

that would provide them the opportunity to guess meaning from context. Th is 

concl usion has, of course, been reached after considering the literature written 

by some renowned authorities (such as McCal1hy, Hatch E. et al) on the 

paramount importance of vocabulary and CVT. 

1.3 Objectives of the Study 

1.3.1 General objective 

The general objecti ve of the study is to explore whether 

CVT is being effectively employed in Grade 11 of government 

schools. 

1.3.2 Specific Objectives 

The following are the specific objectives of the research: 

A. to explore whether teachers encourage students to indi cate 

'contextual clues' that would assist them ( i. e. students) to guess 

meanings of unfamili a r words and 

4 

I 

J 

As it can, vividl y, be seen from what has been di sc ussed in the 

preceding paragraphs, words are so essentia l that e ither comm uni cating 

effectivel y or achieving success in the students ' academ ic achievements is 

extremely diffi cult witho ut adequate knowledge of vocabulary. However, on 

the other hand , words are innumerab le and they greatly vary in their meaning 

in different contexts and s ituations rather than being the same fore ver. 

Therefore, the problem of not being abl e to communicate mean ingfu lly, as a 

resu lt of the inability to utili ze the words, appropri ately, whenever the need 

arises, seems to be somehow, easy to tackle by teaching students strategies 

that would provide them the opportunity to guess meaning from context. Th is 

concl usion has, of course, been reached after considering the literature written 

by some renowned authorities (such as McCal1hy, Hatch E. et al) on the 

paramount importance of vocabulary and CVT. 

1.3 Objectives of the Study 

1.3.1 General objective 

The general objecti ve of the study is to explore whether 

CVT is being effectively employed in Grade 11 of government 

schools. 

1.3.2 Specific Objectives 

The following are the specific objectives of the research: 

A. to explore whether teachers encourage students to indi cate 

'contextual clues' that would assist them ( i. e. students) to guess 

meanings of unfamili a r words and 

4 

I 

J 



B, to invest igate whether there are adequate exercises, in the Engl ish 

text book of Grade I I , on 'guessing meaning from context', 

1.4. Significance of the study 

As it is ev ident, the current trend is to train learners to 

develop skills in vocabu lary development instead of trying to 

teach them meanings of single lexical items. Therefore, the study 

will have a significant role to play in this regard; and, at the same 

time, other advantages are also believed to be gained, Hence, the 

s ignificance of this study will, I beli eve, be the following: 

A. it is hoped that both teachers and students will be more conscious 

of'CVT'; 

B, it is believed that the students will be motivated to work out 

meanings on their own and leal11 all aspects of vocabulary after 

being adequately exposed to "CVT or CVL" as a strategy and 

C. it is al so hoped that CUITicululll designers, textbook writers and 

others who are desirous of presenting meanings in an effective 

way willillake use of the study, 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

2.1 Introduction 

This chapter tr ies to di scuss points, which are believed to be 

pertinent to the study. Thus, some literature, as presented by various 

prominent authorities, and notions reflected in the theses of some M.A 

and B.A students of the past years have been included . However, a 

maximum care has been taken not to include any in-elevant literature or 

idea lest the researcher would stray away from the objective of the study. 

Besides, examples that illustrate the practicability of some theoretical 

aspects, as regards 'context ' and 'CVT' stated in this chapter, have been added 

and elaboration on some basic facts provided by the researcher. 

In summary, thi s chapter deals with issues that are felt to be relevant to 

assess what is being practised or done in Grade II pertaining to employi ng 

'guessing meaning from context' as a strategy, in teaching mean ing of 

unfamiliar words, in the light of fundamental principles and theori es established 

around 'context ' and 'CVT'. 

2.2 A. Current trend in Vocabulary teaching. 

The recent interes t in vocabu lary teaching focuses attention on 

understanding of the g ist of a text, written or spoken_ According to the recent 

trend, a single unfamili ar word shou ld not be given much attention; not 

knowing the meaning of a single or two unfamiliar words will not preven t 
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comprehension. Thus, the fashion of the day pertaining to vocabulary teaching 

appears to be traini ng learners to use strategies to work out meaning on their 

own as try ing to teach the meaning of a ll the words in the English language 

would, practica ll y, be a futile attempt s ince it is, in most cases, impossible. 

As regards this Alemu Hailu( 1994) in his M.A thesis, quoti ng different 

authors (Gairns and Redman, 1960: Carter and McCarthy, \990, and Redman 

and Elli s, 1990) argues : 

The trend is now to help leorners to develop skills in 
vocabulwy development ralher than teaching the meaning of 
discrete lexical items. In other words, current practices in 
vocabulwy teaching emphasize how learners learn rather 
than what they learn so that they become aware of evelY 
opportunity of vocabulary teaching. 

Since words are too many to study and to use them at wi ll whenever the 

need arises, either in the real world communication or in any written or spoken 

text as a lready mentioned earlier, Carter and McCarthy (1988:42) also air out 

their v iews in the fo ll owing manner: 

It is impossible to teach learners all the words they need to know, 
and so it is important 10 teach Ihem guessing strategies that will 

enable them to tackle unknown words and lose their reliance on 
dictionaries .. . This is the beginning of vocabulwy learning as a 
language skill ofshifiing the responsibility to the learner. 

As one might, then, understand from the preceding quotations and 

elaboration, though they may not be sufficient , the recent trend of vocabulary 

teaching seems to have shi fted interest to stimulating learners to look for 

meaningfulness on the ir own by using contextu al clues. 
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2.3. What Vocabulary Teaching or Learning Entails 

Vocabulary teaching or learning might be seen as teaching or learn ing 

on ly meani ng. It, however, embraces a lot of other aspects than only teaching 

or learning meaning. 

Nonetheless, it is not far from true that vocabulary teaching or learning 

IS , usuall y, considered teaching or learning only mean ing. This wrong 

experience is , therefore, very damaging since it may hamper teachers from 
r"" 

creating awareness in the learners that knowing a word means knowing many 

other important aspects about it. 

Hence, in an attempt to confirm the notion raised in the preceding 
" 

paragraphs, Wallace ( 1982: 27), under the subtopic "The principles of Teaching 

and Learning Vocabulary", clearly puts what know ing a word in a target 

language means. He li sts out the items worth considering in order that one is 

said to have known a certain word in a target language may mean knowing all 

or some of the follow ing aspects: 

a) recognizing it in its spoken and written form; 

b) reca lling it at will; 

c) relating it to an appropriate object or concept; 

d) us ing it in the appropriate grammatica l form; 

e) in speech, pronouncing it in a recognizable way; 

f) in writing, spelling it correctly; 

g) using it with the word it conectly goes with , I. e . 111 the con'ect 

collocation 

h) being aware of its connotations and associat ions 

i) using it at the correct level offormality. 
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Thus, teaching vocabu lary means enabling learne rs to know al l or some of 

the most important aspects of the target word along with its meaning though it 

might be demanding on, particularly, the teachers' s ide. In fact, Wallace (1982) 

in hi s book entit led "Teaching Vocabulary" has al so put it explicitly that 

teaching meaning demands the teacher to toi l a lot. And, then, Wallace ( 1982: 

27) argues:""" The teacher has the job of so managing the learning that the 

learner can do some or all of this th ings, with the target vocabulary that is to be 

learnt." 

Hence, to teach or learn all or some of the most important aspects of 

vocabulary, 'context' plays an immense role. Hatch and Brown quoting Nagy 

and Herman ( 1987) confirm, explicitly or implicit ly, as 'context' is very 

essentia l in teaching or learning vocabulary. Regarding thi s, the two educators 

(Hatch and Brown : 1995:375), then, have quoted Nagy and Herman (1987) and 

argued that " ". 'Even a single encounter with a word in context might help 

increase learners' knowledge about that word and meaning." 

2.4 The Role of 'Context' in Teaching or Learning 

Different Aspects of Vocabulary 

Teaching or learning of different aspects of vocabulary from context has a 

tremendous advantage in that it greatly ass ists learners to retain the vocabulary 

taught to them or to recall the words they themselves study using various 

strategies of their own. As regards recording the newly learnt vocabulary in 

context Agnieszka Uberman in FOtum 36 Number 1 (Jan- March 1998) asserts: 

" If teachers want students to remember new vocabu lary it needs to be learnt in 

'context' practiced and, then, revi sed to prevent students from forgetting". 
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What Uberman revea ls to us is, in fact, quite general; the re levance of 

'context ' in teaching or learning different aspects of vocabulary, is however, 

vivid as the following examples may illustrate or justify: 

a) In using a word in the appropriate grammati cal form; 

e.g. emphasis and emphasize 

In the context where the ' noun' form is required ' emphasis' is used instead of 

the other form. 

o The manager put emphasis on the production of more texti le. 

o The manager emphasized the production of more textil e. 

b) In writing, spelling a word cOlTectly; 

E.g. thin- thinner; fat- fatter; stop- stopped etc. 

In the context where the last three letters of a word are in 

the form of CVC, we, usually, double the last consonant 

c) In choosing words with which a word combines or goes; 

E.g., Climb a mountain, a tree etc. 

Mount a horse, a mule etc. 

Though ' climb' and ' mount' denote the same concept, the 

combineability of the other words is determined by context (i.e. 

by the words that come after them) 
- ~ 

d) In pronouncing a word cOITectly : 

ewe-/ju:/ 

ewer/ju : (r) 

Column/kal ,am) 

autumn )o/t, uml 

In the context where 'e' and 'w' (i .e.'ew) come together 

the sound becomes Iyol notlew!. Likewise, when 'm' and ' n' (i.e. 

mn) come together ' n' remains mute. 

e) In pronouncing a word w ith affixes; 
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e.g. Co lumnal Ik, lam, na Il 

autumnal Itum , naIl 

In th e context where the suffix '-a I' is affixed to the two 

words - 'co lumn ' and ' autum n - 'n' is readabl e. 

£) In teaching various mean ings of the same word; 

E.g. Hai Ie runs fast. 

Hail e's car ran out of fuel. 

Hail e runs the business. 

Ha il e's health will improve in the long run. 

Algor and Bush ran for the presidential election . 

A line runs in her stocking. etc. 

So, the word ' run ' has various meanings in di fferent contexts in 

the above sentences and it can also have some other meanings in 

other sentences of variety of contexts. 

g) In relating it to an appropriate object or concept: 

E.g. He is fond of raw meat. '" 

He is fond of his mother. X 

He is longing for hi s mother. '" 

He is longing for his car. X 

As the examples clearly show, 'fond of is re lated to sth. 

while ' long for' to sb. though the 'context ' may oblige one to use 

either ' fond of or longing for' to relate to e ither sb. or sth. 

h) Being aware of its connotation and association , 

E.g., She is skinny. 

He is really kid. 
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He is longing for hi s mother. '" 

He is longing for his car. X 

As the examples clearly show, 'fond of is re lated to sth. 

while ' long for' to sb. though the 'context ' may oblige one to use 

either ' fond of or longing for' to relate to e ither sb. or sth. 

h) Being aware of its connotation and association , 

E.g., She is skinny. 

He is really kid. 
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In the sentence 'she is skinny ' , the word ' skinny' may appear to mean 

' thin ' but it might have a connotative meaning and it can , at the same time, be 

pejorati ve. Hence, the meaning of the word 'skin ny ' may be assoc iated with a 

lady who is not good- looking because she is too thin. Likewise, the word 'kid' 

might, a lso, have a connotati ve meaning and it mayor can be derogatory. 

Thus, it must be clear that one has to be aware of the connotation and 

association of a certain word during teaching or learning vocabu lary. 

Finally, one has to note that the examples cited above, merely, illustrate 

how a significant role 'context' plays in teaching different aspects of 

vocabu lary. Nevertheless, there could be many others that might have been left 

unmentioned in this regard. 

2.5 The Role of 'context' as Perceived by some Researchers 

The perception of some researchers of the term ' context' and the role it 

plays in teaching or learning vocabulary appears to be limited as they are, 

usually, seen or heard relating it to, only teaching or learning the meaning a 

word may have in a sentence. This narrow view of 'context' and its 

s ignificance in vocabulary teaching or learning is very damaging; it prevents 

either teachers or learners from having a wider view of 'context' to the extent 

that its application in teaching or learning different aspects of vocabu lary 

wou ld be concealed . To cite some of the views of certain researchers in this 

regard, then, the following are worth mentioning; 
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A. The Use of Context In Vocabulary Teaching In Grade 

Nine 

(By Belew Abebe, 1994) 

In thi s study, the concept of 'context ' is viewed to the extent of excluding 

other di vis ions or parts of 'context' that should be given due attention fo r their 

s igni ficance in teach ing or learning vocabulary is much worth; on ly a 

definition is given, from Carter and McCarthy (1988:102), as if only a 

definition suffices to show what 'context' embraces or all what it means. 

Pertaining to its use in vocabulary teaching or learning, the researcher 

regards 'context' as, only, a technique used to teach or learn meanings of 

unfamiliar words fo rgetting other usefu l roles it plays in vocabu lary teaching 

or learning. 

Th is narrow view of 'context', of course, may cast shadow on 'CVT' 

since other aspects of context' might not be taken into account. 

B. The use of Context in Developing Vocabulary in Grade 

10 (by Shoadeg G/Senbet-June, 1992) 

In this study the researcher, simply, begins hi s di scussions without, 

even, either introducing or defining the term 'context' . As to the use of 

'context' in teaching vocabul ary, the researcher's discussion revolves only 

around teaching meaning ignoring the role ' context' plays in other aspects of 

vocabulary teaching or learning. 

So, hi s research seems to be lacking strength in g iving relevant 

information with regard to 'context' and the role it plays in vocabulary 
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teaching or learning. And not giving a dam to introducing or defining the term 

is, really, a defect though no attempt would be made to di sparage hi s study. 

C. The Importance of Context in Teaching Vocabulary In 

Grade Nine (by Zegeye Mekuria June, 1997). 

Like the two researchers in the preceding discussions did, Zegeye also 

looks at 'context' from its narrow point of view; he doesn 't seem to, fully, 

consider the significance of 'context' from different angles i.e. from the point 

of view of its functions in enabling one to teach or learn different aspects of 

vocabulary. 

In summary, the three researchers do not seem to fully perceive the term 

'context' and the roles it plays in enabling one to teach or learn vocabulary 

when their discussions on CVT, in their studies, are assessed. 

But this study differs greatly from the views of the researchers surveyed 

in the preceding paragraphs in that it sees or views 'context from the point of 

view of its relevance in teaching or learning various aspects of vocabulary in 

addition to meaning. 

2.6 Vocabulary and Reading in the light of 'Context' 

It is a general consensus that vocabulary and reading are inseparable as 

vocabulary is a building- block of a language and reading without vocabulary 

is unthinkable; we read phrases, cl auses, sentences, paragraphs etc. Thus, we, 

incidentally learn meanings of unfam iliar words by using 'contextual clues ' 

and guessing the meaning. Regarding thi s Hatch and Brown (1995:369) 

argue: 
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" learning of words from reading is apparentl y quite powerful also in the 

fore ign (rather than the second language) environment" . 

As learning word s fro m reading is an important means of expand ing 

one's vocabu lary , reading wi ll be facilitated when one makes use of the 

'co ntext' a written text is uttered in, in order to use contextual c lues to guess 

meanIng. 

In add ition, some ling uists and educators, for instance Wallace, reflect 

thei r v iews, explic itl y or impl icit ly, as teaching vocabulary in ' context ' would 

he lp learners to enrich their word-stock and, at the same time, fac ili tate 

reading. As regards this, Wallace ( 1982: 13), though implicitly, refl ects the 

following on the relevance of 'context' in teaching word meaning and 

fac ilitating reading: 

... Whenever they (i.e. students) come across a new word 
in a passage, they will immediately stop and not proceed 
until they have Checked it up in a dictionary. This can 
kill all interest and even interfere with comprehension 
because the reader is so concerned with the individual 
words that he is less aware of the context which gives 
them meaning. It also results in very slow and inefficient 
reading. 

Wallace, extending hi s di scussion , (1982:42) argues: " We have already said ... 

that native speakers or competent speakers of a foreign language, have mostly 

expanded the ir vocabulary by reading words in contexts and making 

intelligent g uesses at their meanings." 
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2.7 Assumptions in 'CVT 

In teaching meanings of un fa mili ar word s from 'context ', it is fe lt that 

th e fo ll owing assumptions might be rea l ized: 

• It is possible to teach learners strategies to work out meani ngs on their 

own; 

• 'CVT 'will help students to learn meaning better; 

• Students are maki ng use of context or contextual clues to work out 

meanings on their own at Grade I I level; 

• It will help students read qui ckly ( i. e. it increases their reading speed) 

and aid them to cover or do more reading; 

• It will ass ist students to des ign their own strategies to look for 

meaningfulness; 

• It will motivate learners to read more as they will work out meanings on 

thei r own without go ing to their dictionaries time and again; 

• It will minimi ze the time students are likely to spend by looking up 

every word in their di ctionari es; 

• It will help students understand different meanings of words in different 

contexts and situations; 

• It will help students become inte lligent guessers us ing contextual clues 

through time; 

• Students have already developed the habit of checking whether their 

' guess' is correct or nearly correct after working out meanings on their 

own using context clues; 
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• Learners are we ll informed about 'context' and they are aware of its 

meaning and importance at large so that they will be aided to guess 

mea nings of unfamiliar words in a written or spoken text; 

• Students have fully accepted co ntextua l teaching, or learn ing as a 

helpful strategy to study meaning; 

• Teachers are well convinced about the relevance of contextual way of 

vocabulary teaching and they are employing it as a strategy to teach 

vocabu lary meaning; 

• Students can be tra ined to the habit of using steps m a strategy for 

guessing from context etc. 

2.8 Training students to use 'Guessing' as a strategy 

As it is discussed earlier, trying to teach meanings of all the English 

words is , abso lutely, a futile attempt as words are too many to retrieve and use 

them whenever they are required . Thus, it would be advisable to stimulate 

students to employ 'guessing from context' as a strategy as it mi ght , 

immensely, assist them to recall words, save them considerable amount of 

time and energy and motivate them to do more reading in their academic 

world . 

However, guessmg meanmg requ Ires some sort of training on the 

learners' s ide so that they would be moti vated to use 'guess ing from context' as 

a dependable strategy. In fact, training students may demand much and be 

more of a hindrance than a help, espec ia ll y, when it comes to reading, 

relatively, fast as relating what has been learnt or taught during training ' to 

guess meaning' takes comparatively, much time . Of course, as to the problem 

tra ining may pose Carter and McCarthy ( 1988: 1 05) state, explicitly or 

17 

I 
J 

• Learners are we ll informed about 'context' and they are aware of its 

meaning and importance at large so that they will be aided to guess 

mea nings of unfamiliar words in a written or spoken text; 

• Students have fully accepted co ntextua l teaching, or learn ing as a 

helpful strategy to study meaning; 

• Teachers are well convinced about the relevance of contextual way of 

vocabulary teaching and they are employing it as a strategy to teach 

vocabu lary meaning; 

• Students can be tra ined to the habit of using steps m a strategy for 

guessing from context etc. 

2.8 Training students to use 'Guessing' as a strategy 

As it is discussed earlier, trying to teach meanings of all the English 

words is , abso lutely, a futile attempt as words are too many to retrieve and use 

them whenever they are required . Thus, it would be advisable to stimulate 

students to employ 'guessing from context' as a strategy as it mi ght , 

immensely, assist them to recall words, save them considerable amount of 

time and energy and motivate them to do more reading in their academic 

world . 

However, guessmg meanmg requ Ires some sort of training on the 

learners' s ide so that they would be moti vated to use 'guess ing from context' as 

a dependable strategy. In fact, training students may demand much and be 

more of a hindrance than a help, espec ia ll y, when it comes to reading, 

relatively, fast as relating what has been learnt or taught during training ' to 

guess meaning' takes comparatively, much time . Of course, as to the problem 

tra ining may pose Carter and McCarthy ( 1988: 1 05) state, explicitly or 

17 

I 
J 



impl icitly: " .. . initially the st rategy is a major interruption to the reading 

process while learners develop familiarity with the range of clues ava il able." 

Nevertheless, though training learners to use 'guessing as a strategy ' may take 

tim e, it will have a great signifi cance in ass ist ing learners to use ava il able 

c lues and become inte lligent guessers as time elapses. 

Hence, training students to utilize 'guessi ng as a strategy' is an 

inescapable task on the teacher 's side because it can have a moti vational effect 

on the learners' side. 

It is a lso imperative that learners be introduced to some ways of 

checking the 'guess' from context in order that they would check whether their 

guesses are close to the appropriate meaning of unfamiliar words in a variety 

of contexts. 

With regard to training to 'guess from context,' for instance, some of 

the ways of checking the "guess" provided by Carler and McCarthy: 

(1988 : 1 07) can be taught to learners. And the ways of guessing meaning are: 

A. Checking the part of speech of the unknown word; 

B. Breaking the unknown word into parts and see if the meaning of the 

pa11s relates to the' guess'; 

C. Substituting the guess for the unknown word. Does it make sense 1Il 

context? and 

D. Looking in a dictionary-the final option. 

After the learners have used the valuable context clues to guess an 

unknown word, they, then, can use additional information to check whether 

their guess is correct or a lmost correct (Ca11er and McCarthy, 1988 : 107). 
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2.9 Steps to be followed when students guess meanings of 

unfamiliar words 

[n a strategy fOI' guessing from context, learners are required to have the 

ability to make use of the available contextual clues in order to make 

intelligent 'guesses'. 

[n fact , the strategy, first and foremost, demands that learners should be 

able to follo w the idea in a text, that is, that they have to have good command 

of vocabu lary, grammar and reading skill and secondly that they should bring 

relevant background knowledge to the text. However, even if these two 

requirements are met, learners, somehow, need to be introduced to the five 

steps described by Clarke and Nation (1980) and which are elaborated by 

Carter and McCarthy (1988) which would aid them to ensure that they have 

made good 'guesses'. Otherwise, a blind 'guess' may not help learners grasp a 

sound meaning. Thus, they need to be aware of the steps. 

The steps that are worth noting in a strategy to guess from context are, 

then, the following: 

A. Finding the pali of speech of the unknown word; 

B. looking at the immediate context of the unknown word and simp lify ing thi s 

context if necessary; 

C. Looking at the wider context of the unknown word . This means looking at 

the relationship between the clause containing the unknown word and 

surrounding clauses and sentences; 

D. Guessing the meaning of the unknown word . This consists the actual guess 

made by the learner using the clues obtained in steps A- C. And this guess 

may be made in the mother tongue or in English; 
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E. Checking that the guess is correct. 

(Carter and McCal1hy 1988) 

The fi ve steps, of course, need to be elaborated and exampl es provided 

when an English language teacher makes an attempt to create awareness in the 

learners though they are not elaborated, here, as it is beyond the scope of the 

study to do so. Otherwise, these steps may not he lp learners much in their 

endeavor to guess meaning from context unl ess they are discussed thoroughly 

in such a way that students wou ld utilize them effecti vely while guessing 

mealllng. 

2.10 Factors which affect 'Guessing from Context' 

In order learners to utilize 'context' to guess the meaning of unfamiliar 

words, they must be aware of the fact that there are a number of factors that 

playa s ignificant role in their (i.e. the learners') trial to make intelligent 

guesses. And, hence, the following are the most important factors that affect 

'guess ing from context': 

• Background knowledge of the subj ect matter of a g iven text i.e. the general 

context; 

• The usefulness of prior knowledge; 

• The density of the unknown words ( i.e. high density of the unknown words 

results in great difficulty to guess meaning from context); 

• The ratio of unknown to known words; 

• Clarity or easiness of the necessary c lues; 

• The way learners are trained to guess from context; 

• The number of times the same unknown word occurs in a text and the 

variety of contexts in which it occurs in the text; 

20 

E. Checking that the guess is correct. 

(Carter and McCal1hy 1988) 

The fi ve steps, of course, need to be elaborated and exampl es provided 

when an English language teacher makes an attempt to create awareness in the 

learners though they are not elaborated, here, as it is beyond the scope of the 

study to do so. Otherwise, these steps may not he lp learners much in their 

endeavor to guess meaning from context unl ess they are discussed thoroughly 

in such a way that students wou ld utilize them effecti vely while guessing 

mealllng. 

2.10 Factors which affect 'Guessing from Context' 

In order learners to utilize 'context' to guess the meaning of unfamiliar 

words, they must be aware of the fact that there are a number of factors that 

playa s ignificant role in their (i.e. the learners') trial to make intelligent 

guesses. And, hence, the following are the most important factors that affect 

'guess ing from context': 

• Background knowledge of the subj ect matter of a g iven text i.e. the general 

context; 

• The usefulness of prior knowledge; 

• The density of the unknown words ( i.e. high density of the unknown words 

results in great difficulty to guess meaning from context); 

• The ratio of unknown to known words; 

• Clarity or easiness of the necessary c lues; 

• The way learners are trained to guess from context; 

• The number of times the same unknown word occurs in a text and the 

variety of contexts in which it occurs in the text; 

20 



• The importance of the unknown wo rd to understand the context to whi ch it 

is embedded or included; 

• The closeness of the contextual in formation to the unknown word, 

etc.(Carnine, Kameen ui ; and Coy le 1984) 

Though there could be other factors that contribute to the learners' 

so und guesses, the ones mentioned above are very much worth considering. 

Thus, the endeavour to create awareness both in the teachers and learners with 

regard to these factors will have paramount importance pertaining to 'guessing 

meaning from context.' 

2.11 Conclusion 

So far, various issues have been discussed with an intention to illustrate 

that 'context ' and 'contextual way of vocabulary teaching or learning ' demand 

profound knowledge of a number of aspects worth noting for one to utilize 

'context' and 'contextual clues' in working out meaning on one's own. 

However, the researcher believes that other researchers can extend the 

di scuss ions and provide furth er elaboration using what has been presented as a 

stepping - board and proceed with the ir own. 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.1 Time and Place of Study 

The Study was conducted in Addis Ababa. In the city there are 25 

government high school s; using lottery method I selected ETSSS (No. 

1) for my study concerning students. Regarding the teachers, I chose 

ETSSS (No.1), Y 12 SS, ICSS and MIISS using convenient sampling 

technique. 

ETSSS (No. 1) : In the academic year 1993 (E.C), there were 480 

Grade I 1 students among whom 260 were females and 220 males. 

Pel1aining to the period, the study was conducted between 

February and May. 

3.2 Study Design 

The study design employed was a case control cross sectional 

intervention type to obtain the necessary information in line with the 

objective of the study. 

3.3 Study Population and Sampling Technique 

3.3.1 The Source 

All the eleventh grade students of ETSSS (NQ.I) and all 

grade eleven English teachers of the four government school s - ETSSS 

(Ng I), Y 12 SS, ICSS and MIISS - are the source population. 
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The study design employed was a case control cross sectional 

intervention type to obtain the necessary information in line with the 

objective of the study. 

3.3 Study Population and Sampling Technique 

3.3.1 The Source 

All the eleventh grade students of ETSSS (NQ.I) and all 

grade eleven English teachers of the four government school s - ETSSS 

(Ng I), Y 12 SS, ICSS and MIISS - are the source population. 
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3.3.2 Sample Population 

The study sample in cludes randoml y se lected students of 

grade eleven of ETSSS (NQ.I) and a ll e leventh grade English teachers at 

the four target schoo Is. 

3.4 Sampling technique and size 

Convenient sampling technique was employed to select the study 

population. The students embraced in the study were identified by 

administering a pre-test. And, then those students in the extreme va lues 

were rejected and fifty for control and fifty for experimental groups, 

who were in the middle, were selected as a study popu lation. 

3.5 Research Tools and Data collection 

3.5.1 Research Tools 

The research tools employed were questionnaires and classroom 

observation. 

3.5.1.1 The Questionnaires 

Questionnaires are believed to be most relevant to the study because 

they seem to have been effective in obtaining information. For instance, as 

regards the effectiveness of instruments Deobo ld B. Van Dalen (1979: 152-3) 

argues : " ... presenting respondents wi th carefully selected and ordered 

questions is the on ly practical way to obtain data isolating specific questions 

for considerations tends to objectify, intensify and standardize the observation 

that respondents make." 
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3.5.1.2 Classroom Observation 

Classroom observation is a lso taken as one of the research methods or 

tool s with an intention to inves ti gate whether CVT is being effectively 

employed during teaching mean ing. Of cou rse, this research method is used 

for two basic purposes: 

a. It helps to record some of the activities in line with CVT at the time of 

performance, that is during the teaching-learning process 

b. It enables the researcher to cross-check what is being observed with results 

that are bound to be obtained from the questionnaires 

Pertaining to 'observation' the same writer, Deobold B. Van Dalen 

(J 979: 162) airs out his view as follows : "In observational studies researchers 

collect data on the current status of entities by watching them and listening to 

them rather than asking questions about. " 

3.5.2.The Lessons 

A. Lesson 1 Brainstorming session 

Lessons which include the following were given to create 

awareness in the learners with regard to CVT: 

o Some CUlTent trends in vocabulary teach ing 

Comprehension and production 

1. Comprehension 

1.1 Enhance und erstanding 

o Context clues 
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B. Lesson 2 

o what guesses are gu ided by 

Brainstorming session 

2 Production 

2.1 Vocabulary use 

o Ways of promoting fluency or vocabulary use 

o Word formation process 

o Vocabulary Retrieval 

Situational sets 

Semantic sets 

Metaphor sets 

Lesson 3 What is Context? 

- Defi nitions 

- Examples 

Lesson 4 Factors which affect guessing from context 

A strategy for guessing from context 

- Things the strategy (i.e. guessing from context) presupposes 

- The five steps the strategy (i.e. guessing from context) 

consists of 

Lesson 5 Word analysis 

Lesson 6 Context clues 

- Vocabulary practice 
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Lessons and practices concernll1g CVT were presented to the 

experimenta l group with full participation of the students 

3.5.3 Data Collection 

A pre-test was admini stered to both groups and, then, lessons pertaining 

to CVT were given to the experimental group for a period of one and a half 

months. However, the validity of the pre-test was, in advance, approved by a 

four man committee of Grade 11 English teachers of ETSSS (No. I) and its 

reliability was also tested by administering it to 10 randomly se lected students 

ofYI2SS and by re-administering it to the same 10 students ofY I2SS after 3 

days prior to administering it to the two groups - experimental and control 

groups. 

Then, after lessons with regard to CVT were taught to students in the 

experimental group, a post-test was admini stered to both groups. 

Nevertheless, the validity of the post-test was also approved by the four man 

committee of Grade II English teachers ofETSSS (No. I) . And its reliability 

was also tested by administering it to 10 randomly se lected students of AKSS 

and by re-administering it to the same 10 students of the same school - AKSS -

after 3 days prior to administering it to the two groups. Besides, a 

quest ionnaire was distributed to the students in the two groups. 

Likewise, a questionnaire designed for Grade I I Engli sh teachers in the 

four target schools was also admini stered to teachers . Moreover, classroom 

observat ions were conducted in the four target schools while the English 

teachers were teaching vocabulary. 
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Finally, the data (i.e. the data obtained from the pre- and post-tests, 
questionnai res and classroom observation s) were co ll ected and analyzed to get 
the necessary informat ion. 

3.5.4 Controlling Variables 

There were a number of var iab les, whi ch were given due attention in 
the study among which the following are worth considering: 

• Sex 

• Age 

• School type 

• Elementary schoo ling 

• Junior schooling 

• Grades where students started learning English 

• Grades where students began using English as a medium of 

instruction 

• Ways of gaining aid outside the classroom to develop the 

students' English 

• Strategies employed to expand the students' vocabu lary 

• Students' interest towards the English language 

• Teachers' service years 

• Teachers' qualification 

• Teachers' interest towards teaching English 

• Students' attitude towards CVT or CVL 

• Students' motivation to employ contextual vocabulary 

leallling to enri ch their word-stock 

• Teachers' attitude towards CVT 
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• Teachers' performance in the classroom concerning CYT 

• lessons taught to experimenta l group to get the necessary 

informati on 

• results obse rved after the post-test was administrated etc. 

3.6 Data Analysis 

The data was collected, from the pre- and post-tests conducted 

during the study. In add ition, a t-test statistical method was used to 

compare the means of the two groups to find out whether the two means 

were significantly different. Finall y the means of the two groups were 

compared and t-observed was also compared with t-critical at 0.05 level 

of significance. The results are discussed in chapter four of this thesis , 

however. 

3.7 Limitation of the study 

a. Lack of relevant material for the research (i.e. lack of data 

documented at the outset when 'guessing meaning from context ' 

was employed) 

b. There was too much time constraint. 

c. There was also economic problem. 

d. Sample size was small, etc. 
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3.8 Definition of terms 

a. Context: 

• ' Context' according to Webster 's New World Dictionary, (1990: 132) 

means: " .... The parts just before and after passage that determine 

its meaning." 

• 'Context' can be viewed as morphological, syntactic and discourse 

information in a given text which can be classified and described III 

terms of general features .... (Carter And McCartly, 1988:120) 

• Context (-Ual-ization) - A general term used in ' linguist ics' and 

'phonetics' to refer to specific parts of an utterance (or text) near or 

adjacent to a word which is focus of attention. The OCCUITence of a 

unit (erg. Sound) is partly or wholly determined by its context, which 

is, spec ifi ed in terms of the uni t's relations' i.e. the other features with 

which it combines as a sequence (David Crysta, 1997- A Dictionary of 

linguistics and phonetics) 

• Context (i) Words that come before and after a word, phrase, 

Statement etc. helping to show what its meaning is 

(ii) Circumstances in which sth. happens or in which sth. 

is to be considered (Oxford Advanced Learner's 

Dictionary, 1989:254) 

The term 'context' in this study, usually, refers to words, phrases 

and clauses before and after an 'unfamiliar ' word to assist one to 

guess the meaning ofthe 'unknown' word. 
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b. CVT: 

'CVT' refers to teaching vocabu lary in 'context ' to enab le 

learners to guess meaning by looking at the neighbouring words, 

phrases and clauses. 

c.'Poor/low interest ' and 'good/high interest ' 

The phrase ' poor/low interest' is used to mean having negative 

attitude' towards teaching or learn ing Engli sh. Likewise, the 

phrase 'good/high interest' is employed to mean having ' positive 

attitude' towards learning/teaching Engli sh. 

d. Experienced teachers 

Teachers with, at least, 10 years experIence In English 

language teaching. 

e. Grou p-A 

Group-A means 'experimenta l group'. 

f. Group- B 

Group- B means 'control group'. 
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CHAPTER FOUR 

4.1 Results and Discussions 

As discussed elsewhere in the review of related literature, the current 

trend with regard to enabling learners to expand their vocabulary, 'guessing 

from context' seems to be a dependable strategy . Teaching or learning 

vocabu lary from 'context' is, however, affected by a number of factors of 

which background of the learners is one. 

Nevetihel ess, thi s study pays much attention to CVT which has been 

employed in Ethiopian schoo ls, both in junior and senior schools, to motivate 

learners to work out meaning on their own without relying, much, on 

dictionaries to look up every word whose meaning they are not familiar with . 

Hence, this study was conducted to determine whether CVT is being 

effectively practised in our set up. 

4.2 Background Information Study of Students 

As shown in Table I , us ing convenient method, 50 students as contro l 

and 50 as experimental group were selected and included in the study. Of 

these, 55 (55%) were males and 45 (45%) were females. The majority of the 

students , 78 (78%), were a lso in the age group of 15- 18. Ninety-seven (97%) 

of the students were also in government schools during their elementary and 

junior schooling. The same number of students also reported that they began 

learning English language in grade one; and 75 (75%) began to use English 

language as a medium of in struction in grade 7. 39 (39%) sa id they never got 

other additional aids to deve lop their English vocabularies, and 42 (42%) 

revealed as they used dictionaries to get the meaning of difficult words. And 

almost all, 86 (86%), showed good interest towards the Engli sh language. 
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This indi cates that there was no much difference between the two groups 

(i.e. control and experimenta l groups) concerning their background and other 

va riabl es related to contextua l vocabul ary teaching. 
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Table l. Frequency Distribution of the Study Population by 

Socio-demographic Characteristics and Past Educational 

Background, ETSSS(No.l), AA, 2001 

Variables Experimental 
NQ % 

M 24 48 
Sex F 26 52 

Total 50 100 
15-18 41 82 

Age 18+ 9 18 
Total 50 100 
Government 48 96 

Past elementary Schooling Private 2 4 
Total 50 100 
Government 49 98 

Past Junior Schooling Private I 2 
Total 50 100 
1" 30 60 

Beginning grade of learning English 
2nu 6 12 
3'" 14 28 
Total 50 100 
7tn 30 60 

Grade of beginning to use English as a 8th 6 12 
medium of instruction 9" 14 28 

Total 50 100 
Tutor 10 20 
Friends 8 16 

Aid mostly gained to develop English Parents 8 16 
(i.e. out side the classroom) Foreigner 4 8 

Never 20 40 
Total 50 100 
Reading books 4 8 
News paper, 

A strategy most frequently used to magazine etc. 5 10 
expand vocabulary (i.e. outside the Radio, TV, Video 3 6 
classroom) Dictionary 22 44 

Never 16 32 
Total 50 100 
Good 41 82 

Students' interest towards English Poor 9 18 
Total 50 100 
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4.3 Background Information about teachers 

It is apparent that in some cases, teachers majored In other subjects 

teach Engli sh due to either scarcity o f Engli sh language teachers or due to 

some other reasons such as: teachers' request to teach English, because they 

are interested in it, some teachers being displaced and not being able to find a 

vacant p lace in other departments in the school and the like. 

Besides, in some places, teachers securing onl y diplomas in Engli sh are 

assigned to teach in higher grades more than their academic potential or status 

permits them for one reason or another. 

Even more, novice teachers, though they might have obtained their B.A 

degrees in English, are made to teach in higher grades as a result of which the 

teaching-learning process, may somehow, be affected due to teachers' 

incompetence or due to lack of adequate acquaintance with the English text 

books they are supposed to teach to their students etc. 

Improper or unfair assignment of teachers, therefore, can have a 

repercussion on effective teaching wh ich might in the end, result in the 

students' being poor in English in general and in their ability to guess meaning 

from context' in paliicular as 'guess ing, from context' demands learners to 

have a good command of grammar, sufficient vocabulary and reading skill 

which are, in most cases, unthinkab le without proper or effective teaching. 

Hence, the background of the Engli sh teachers who teach English In 

Grade 11 , currently, would, indeed, be essential as it might, somehow, affect 

the study unless a considerable attention is given to it. 
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• Results and discussions of the Background information 
study of teachers 

As shown in Table 2, teachers who currently teach English in Grade II 

of the four government schools , in Addi s Ababa, are both male and female - 8 

male and 2 female teachers. And all of the English teachers are above 41 years 

of Age (see App. 6 P 100 ). 

As to the qualification of the English teachers, they are all B.A. holders 

majoring in English except that very few, one or two, have majored in 

Educational Administration and minored in Eng li sh (See App. 6 P 101). 

Pertaining to the serv ices of the English teachers, they are all veteran 

teachers; everyone of them has already served for more than ten years. 

As regards teachers' interest towards teaching English, 2 (20%) of them 

expressed as they have 'high' interest and 7 (70%) revealed that they have 

'very high ' interest whereas only, 1 (10%) of them said that s/he has ' low' 

interest (see. app. ---,6",--_ .P 1 0 1 ). 

Finally, when teachers answered in response to the question why their 

interest is high' or ' very hi gh ', 7(70%) of them gave reasons such as: (1) , 

simpl y inherent interest, (ii) because it is a medium of instruction , (iii) because 

it is an international language, etc. However, 1 ( 10%) of them said that s/he 

has' low' interest because of the students' undisciplinedness whereas 2 (20%) 

of the teachers hushed up (sec App 6 P 101 ). 

Therefore, the study of the background information of Grade II 

teachers of the four target school s in Addis Ababa, somehow, seems to 

indicate that almost all the teachers are able or competent and the learners 

might benefit much from the teaching-learning process regarding developing 
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interest is high' or ' very hi gh ', 7(70%) of them gave reasons such as: (1) , 

simpl y inherent interest, (ii) because it is a medium of instruction , (iii) because 

it is an international language, etc. However, 1 ( 10%) of them said that s/he 
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their language skills In general and their ab ility to 'guess meamng from 

context ' in particular. 

Table 2. Frequency Distribution of the Socio-demographic 
Characteristics and Educational Background of Grade 11 
English Teachers in the four Government Schools ,AA, 
2001 

Variables No. % 

M 7 70 

Sex F 3 30 

Total 10 100 

40-45 2 20 

Age ~ 45 8 80 

Total 10 100 

B.A 10 100 

Qual i fication M.A 0 0 

Total 10 100 

Major 9 90 

Major or Minor in English Minor I 10 

Total 10 100 

< 10 0 0 

Service Year 
~ 10 10 10 

Total 10 100 

High 9 90 

Interest towards teaching Low I 10 

Total 10 100 
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4.4 Results and Discussions of Responses to Questions for 

Students 

After the students in the experimental group were taught lessons 

prepared by the researcher and after getting those students to do vanous 

exercIses to reinforce teaching with regard to 'guess ing meaning from 

context', the questionnaire prepared , for both groups-experimenta l and 

control groups-and translated into Amharic was administered to the students, 

filled in duly and returned. And then, the responses obtained from the 

quest ionnaire were tallied, tabulated and analyzed. Thus, as shown in Table 

3, the following were the results and discuss ions of the responses of the 

students of the study population-experimental and control groups. 

Students in the two groups were asked whether CVT IS being 

effectively employed and how much it is used. Then, 33 (66%) of the 

students in the experimental group responded as it is not being effectively 

used whi le 17(34%) of them differed in their responses. However, 17 (34%) 

of the respondents in group-A confirmed as CVT is being used only 'a little' 

or 'very littl e' (see AppA p~). 

Students in group-B- control group - were also asked the same 

questions. Then, 44 (88%) of them responded as CVT is being effectively 

employed while only 6 (12%) of them differed in their responses . Moreover, 

18 (36%) of the respondents confirmed as CVT is being used 'much' or 

'very much' wh il e 27(54%) of them expressed as the strategy is employed 

' a little' or very little' and 5(10%) refuted from accepting the relevance of 

the strategy- 'guessing meaning from context' . 

The two groups, therefore, seem to differ, widely, in their responses; 

students in Group-A might have become aware of the fact that 'CVT' is not 
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being effective ly used in grade I I after they were taught the lessons prepared 

by the researcher whil e the respondents in Group-B mi ght have felt that onl y 

attempting to do exercises under th e heading ' Guess the Meanings' (i,e, in 

their text book) denotes tha t CVT is being effec tive ly employed in grade II, 

So, one might say that the lessons taught with regard to 'guessing meaning 

fro m context' might have brought the di screpancy between the two groups 

whi ch were almost the same in their background information and nearly 

s imilar in their pre-test resul ts, though the students in the contro l group 

performed a little bit better than the experimental group, 

In their response to item number 3, 45(90%) of the students in the 

experimental group responded as ' learning meaning from context ' fac ilitates 

their reading though pertaining to its utility in th is regard 25 (50%) of them 

said it is 'a little' or 'very little' usefu l, 2 1 (42%) revealed as it is ' much ' or 

'very much' helpfu l and 4 (8%) abstained from saying one or another, (se 

App, 1~, 95 

Asked whether learning meamng from context clues faci litates 

reading, 46 (92%) of the students in the control group revealed as it does, 

though pertaining to its utility in th is regard 25 (50%) of them said it is 'a 

littl e ' or 'very littl e' useful, 23 (46%) revealed it is ' much' or 'very much ' 

helpful 2 (4%) abstained from say ing one or another (see App 5 P99. 

As it can be seen clearly from the results of their responses, the two 

groups seem to agree that ' learning meaning from context ' facilitates 

read ing. So, the re levance of ' learning mean ing from context ' appears to 

have acceptance by both groups - experimental and control groups. 

In response to the question whether CVT would moti vate one to read 

or to read a lot in addition to assisting to read rapid ly, 43 (86%) of the 

respondents in group -A approved as it wo uld whereas 7 (14%) of them 
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refuted the response. Neverthe less, when it comes to the quest ion of the 

degree of its use fulness in thi s regard , 3 1 (62%) of the students sa id it is 

' much' or very much ' helpful , 15 (30%) revea led it is 'a littl e' or 'very littl e' 

usefu l whil e th e remaining 4 (8%) stood out against any of the choices of the 

majority. (see App 4 P 95 ). 

In response to the same question, 45(90%) of the respondents in the 

control group approved as CYT wou ld help whereas 5 (10%) of them refuted 

the response. However, when it comes to the question of the degree of its 

usefulness in thi s regard, 24 (48%) of the students approved as it is ' much ' 

or 'very much ' helpful , 24 (48%) of them sa id it is 'a little' or 'very litt le' 

useful while the remaining 2 (4%) stood out against any of the choices . (se 

App 5 p.--'l.2.J 

So, when the results, the results obtained from the responses of the 

two groups, are considered, there appears to be a discrepancy. For instance, 

3 1(62%) of the respondents in the expe rimental group said CYT would 

moti vate 'much ' or 'very much ' to read whereas only 24 (48%) of the 

students in the control group revea led CYT would motivate ' much ' or 'very 

much' and the same number of students- 24 (48%)- in the control group 

responded as CYT would moti vate only' a litt le' or 'very little'. 

The difference seen between the two groups might have been due to 

the reason that the respondents in the experimental group might be more 

conscIous of CYT than the respondents in the second group; the lessons 

taught to Group A might have brought about a change on the group 

pertaining to CYT while the students in Group B seem to be a bit perplexed 

as they were divided into half in their responses; 24 (48%) said CYT is 

' much ' or 'very much useful and 24 (48) said it is only' a little' or 'very 

littl e' helpful. 
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A questi on was also asked on the relevance of working out mean ing 

from context in assi sting one to design one 's own strategy. So, 48(96%) of 

the respondents in Group-A approved its importance though 2 (4%) of them 

di sagreed. In fact, when it comes to the question of 'how much useful' it is, 

37 (74%) of the students responded as it is ' much' or very much ' relevant 

while 13 (26%) of them sa id it is 'a little ' or 'very littl e ' helpfu l. (See App. 4 

P.~) 

The same question was also asked to Group B students. So, 46 (92%) 

of the respondents approved its importance though 4(8%) of them differed in 

their responses . In fac t, when it comes to the question of ' how much useful it 

is, 38 (76%) of the students responded as it is 'much' or 'very much ' 

relevant whi le 10 (20%) of them said it is 'a little' or 'very li ttle' helpful and 

the rema ining - 2(4%) - refuted its relevance. (See App. 5 P 99) 

Responses provided by the respondents in the two groups indi cated, 

almost, simil ar results. However, the result on the control group's side looks 

a bit better though it is very much negligible. Therefore, it may be possible to 

say CYT or CYL mi ght provide students with the opportunity to design their 

own strategi es to enrich their word-stock. 

In response to the question whether learning the meaning of unfam iliar 

words from their context saves the time one may spend on looking up evelY 

word in dict ionaries, 46 (92%) of the students in Group A witnessed as it 

does save time though 4 (8%) of them refused to accept. And when it comes 

to the question 'how much time it saves', 37 (74%) of them sa id that it saves 

' much ' or ' very much' time, 8(16%) revealed it saves, only, ' a little ' or 

'very littl e' time whereas 5 (10%) opposed the importance in terms of saving 

time. (See App. 4 P ~ ) 
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Likewise, the same question was asked to the respondents in Group -

B. So, 46 (92%) of them approved its importance in saving the time one may 

spend on looking up every word in dict ionaries though 4 (8%) of them 

d isagl·eed. In fact , when it comes to the question of how much use ful it is, 

38(76%) of the students responded as it is ' much ' or 'very mu ch relevant 

wh il e 10 (20%) of them said it is 'a littl e' or 'very littl e' he lpfu l and the 

remaining - 2 (4%)- refuted its relevance . (See I}.f'P 5 P 9];) 

The results obtained from the responses provided by the two groups, 

st ill , indicated that the respondents agreed on the re levance of CYL in terms 

of sav ing time even though minor differences appeared between the two 

groups. Then, it might be poss ible to say that students have, more or less, 

reali zed as CYL helps in sav ing time which by the same token, mi ght mean 

avo iding or breaking boredom. 

When students were asked whether they think that learning the 

mean ing of unfamiliar words in their contexts and situations motivates them 

to make efforts to work out meaning on their own, 46(92%) of the 

respondents in Group- A witnessed as it does, though 4 (8%) of them refuted 

from say ing so. Moreover, to the question which asked ' how much it he lps in 

thi s rega rd' , 30 (60%) of them declared as it aids ' much ' or 'very much' 

whil e 16(32%) of them sa id it ass ists 'a little' or 'very little' . In fact, the 

remaining-4 (8%) - stood out against any of the responses provided (see 

App . _ 4_ P.-.9.5.J 
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regard , 30(60%) of them revealed as it a ids ' much ' or 'very much ' whil e 18 

(36%) of them sa id it assists 'a littl e' or 'very litt le ' (See App. 5 P'29). 

The fact th at the responses of the studen ts in the two gmups are 

s imil ar on the first question may lead one to the assumption that the two 

groups or the students in the two groups are exactl y the same in their 

reaction. However, there are certain discrepancies, though they mi ght not be 

wo rth co nsidering. Desp ite the minor differences seen between the two 

groups, it may be poss ible to say students are, somehow, aware of the 

s ignificance of CYL though it may not, again , be possibl e to deduce that they 

are fully conscious and they can employ it effective ly to expand their 

voca bul ary. 

The respondents in Group-A were al so asked to express their belief 

w ith regard to the rel evance of guessing at unknown words from their 

contexts in terms of assisting learners to understand other subjects and 

building co nfidence in them. So, 45(90%) of them confirmed as it is 

re levant , but the other 5(1 0%) refuted from giving a positive response . In 

addition , 37(74%) of the respondents revealed it is ' much' or 'very much' 

s ignificant in enabling one to understand other subj ects and develop 

confid ence, and the remaining- 11(22%)- sa id it is 'a li ttle' or 'very littl e' 

important in this regard while 2(4%) hushed up. (see App _4_ P-.9...2) . 

Simil arly, the respondents in Group- B were also asked to express 

their belief w ith regard to the relevance of guessing at unknown words from 

their contexts in terms of ass isting learners to understand other subj ects and 

build confidence in them. Then, 47(94%) of them asserted as it is relevant 

and the other 3(6%) refuted from giving a positi ve response. In addition, 

35(70%) of the respondents confi rmed as it is ' much ' or 'very much' 

s ignificant in enabling one to understand other subjects and develop 

42 

regard , 30(60%) of them revealed as it a ids ' much ' or 'very much ' whil e 18 

(36%) of them sa id it assists 'a littl e' or 'very litt le ' (See App. 5 P'29). 

The fact th at the responses of the studen ts in the two gmups are 

s imil ar on the first question may lead one to the assumption that the two 

groups or the students in the two groups are exactl y the same in their 

reaction. However, there are certain discrepancies, though they mi ght not be 

wo rth co nsidering. Desp ite the minor differences seen between the two 

groups, it may be poss ible to say students are, somehow, aware of the 

s ignificance of CYL though it may not, again , be possibl e to deduce that they 

are fully conscious and they can employ it effective ly to expand their 

voca bul ary. 

The respondents in Group-A were al so asked to express their belief 

w ith regard to the rel evance of guessing at unknown words from their 

contexts in terms of assisting learners to understand other subjects and 

building co nfidence in them. So, 45(90%) of them confirmed as it is 

re levant , but the other 5(1 0%) refuted from giving a positive response . In 

addition , 37(74%) of the respondents revealed it is ' much' or 'very much' 

s ignificant in enabling one to understand other subj ects and develop 

confid ence, and the remaining- 11(22%)- sa id it is 'a li ttle' or 'very littl e' 

important in this regard while 2(4%) hushed up. (see App _4_ P-.9...2) . 

Simil arly, the respondents in Group- B were also asked to express 

their belief w ith regard to the relevance of guessing at unknown words from 

their contexts in terms of ass isting learners to understand other subj ects and 

build confidence in them. Then, 47(94%) of them asserted as it is relevant 

and the other 3(6%) refuted from giving a positi ve response. In addition, 

35(70%) of the respondents confi rmed as it is ' much ' or 'very much' 

s ignificant in enabling one to understand other subjects and develop 

42 



confidence . In fact , the remaining 12 (24%) and 3 (6%) said it is ' a li ttle ' or 

've ry littl e' useful and it is not at all he lpful , respective ly. (See App. 

_ 5_ P. --.9..9.J 

The results obtained from the responses of the respondents in the two 

groups prove that students be li eve that guessing at unfami li ar words helps 

learners to understand other subjects and bui ld confidence in them. However, 

the number of respondents, in group-A, who sa id it is ' much ' or 'very much ' 

helpful exceeds the number of respondents in Group-B. Likewise, the 

number of respondents who said it is 'a littl e' or ' very little' relevant, in 

Group-A, is less than that of the respondents in Group-B. The results, 

therefore, might imply that the respondents in the experimental group are 

more conscious of CVT or CVL and the di screpancy may have occurred due 

to the intervention or teaching with regard to CVT. 

To the question asked on whether students have developed the habit of 

checking whether their ' guess' is correct or almost correct after having 

guessed the meaning of an unfamiliar word, 32 (64%) of the respondents in 

Group-A confirmed as they already have whereas 18(36%) of them said they 

haven ' t. However, in response to the question how much students have 

deve loped the habit of checking their guess', I I (22%) of them responded as 

they have 'much' or 'very much ' developed this habit, 20 (40%) of them 

revealed as they have developed only 'a li ttle' or 'very little' while the 

remaining- 19(38%)- refuted from saying that they have trained themselves 

in th is regard. (See App. _5 _P 9..9) 

To the same question asked in the preceding paragraph 38(76%) of the 

respondents in Group-B confirmed as they already have whereas 12 (24%) of 

them reveal ed the opposite. However, in response to the question ' how much 

students have developed the habit of checking their guess ', 16 (32%) of them 
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students have developed the habit of checking their guess ', 16 (32%) of them 
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responded as they have ' much ' or very' much' developed th is hab it, 26(52%) 

of them revea led as they have developed , only, ' a littl e' or 'very littl e' whil e 

the remain ing- 8 ( 16%)- refuted from saying that they have trained 

themselves in thi s regard. (See App. 5 P9<g 

The responses obtained from the respondents in the two groups depict 

as there are certa in differences between them (i. e. the two groups). The 

number of respondents, respondents in Group-A, who said they have already 

developed the habit of checking whether their 'guess' is 'correct ' or ' almost 

correct ' is less than the number of the respondents who provided the same 

answer in group-B. Simil arly, the number of the respondents, in Group-A, 

who said they have ' much ' or ' very much' developed the habi t is less than 

the number of the respondents who provided the same answer in Group B. 

These differences, therefore, might be an indication that the respondents in 

Group-A might have been positive ly affected by the lessons taught by the 

researcher with regard to CYT/L and reached the conclusion that CYT is not 

effectively employed in thi s regard after comparing what is usually be ing 

exercised in the classroom with that of the in tervention carried out within the 

six weeks' time. 

A question related to the preced ing one was also asked to students in 

Group-A, that is, a quest ion on whether the students know the steps they 

should follow in checking whether their 'guesses ' are correct. So, 29(58%) 

of the respondents responded as they do know the steps whereas the 

remaining -21 (42%)- revealed the oppos ite. In addition, to the question 

asked, "how much the learners have used the steps in checking whether their 

'guesses' are correct, onl y 5 ( 10%) of them said they follow the steps ' much' 

or ' very much ', 23 (46%) of them confirmed as they use them 'a little' or 

' very littl e ' and 22(44%) of them assel1ed as they do not make use of the 
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steps to check whether their 'guesses' are correct or not correct. (see App. 4 
P93 

The same question was also asked to the respondents in Group-B. 
Then, 42 (84%) of the respondents answered as they do know the steps whil e 
the remaining- 8 ( 16%)- revea led the opposite. In addition, to the question 
asked ' how much the learners have utili zed the steps in checking whether 
their guesses are correct, only 12(24%) of them said they follow the steps 
' much ' or 'very much', 30 (60%) of them confi rmed as they use them 'a 
little' or 'very little' and 8 (16%) of them responded as they don't make use 
of the steps to check whether their 'guesses' are correct or not correct (see 
App. _ 4_P9~ . 

The respondents in the two groups diffe r greatly in their responses. 
42(84%) of the respondents in Group-B responded as they know the steps to 
check whether their guesses are co rrect while on ly 29 (58%) of the 
respondents in Group-A did say so. Simi larly, 12 (24%) of the respondents in 
Group-B revealed as they use the steps ' much' or 'very much' whereas only 
5 (10%) of the respondents in Group-A do so. Besides, only 8 (\6%) of the 
respondents in Group-B witnessed as they don't make use of the steps to 
check whether their 'guesses' are correct whil e 22 (44%) of the respondents 
in Group-A dec lared as they do not make use of the steps to check whether 
their 'guesses ' are correct. (See App _5~~ 

The results, therefore, imply that the respondents in Group-B do not 
seem to, full y, know the steps used to check whether one's 'guesses' are 
correct or not. The results in the preceding di scussions appear to illustrate 
that the students in the contro l group are less aware of CVTI CVL than those 
in the experimental group. Hence, it might be wrong to say that the 
respondents in the control group would be ab le to utili ze on ly the steps to 
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check whether their guesses are correct or nearly correct wh il e they seem 

less conscious of CVTICYL than the respondents in the experimenta l group. 

Rather it might be reasonable to say that the respondents in Group-A mi ght 

have g iven the ir genuine witnesses after they had compared the course 

offered as regards CVT in the six weeks' time with that of the usual lessons 

g iven from their text book. 

In response to the question whether the students understand, expli citl y 

or impli citly, 'context' and CVL from the point of view of its relevance in 

enabling them to work out meaning by using 'context clues' in spoken or 

written text, 44 (88%) of the respondents in Group-A agreed as they do while 

the remaining- 6 (12%)- expressed their di sagreement. Besides, to the 

question asked 'how much' students perceive 'context' and 'CYL' in the 

manner stated earlier, 31 (62%) of them said 'a little' or ' very little', 5 (10%) 

refuted and 14 (28%) revealed they are ' much ' or 'very much ' conscious of 

' context' and CVL in the manner presented a little earlier. (see App 4 P )95 

In response to the question asked to Group-A in the preceding 

paragraph, 42 (84%) of the respondents 111 Group-B agreed as they do 

understand, 'context' and 'CYL' explicitly or implicitly, from the point of 

view of its rel evance in enabling them to work out meaning by using context 

clues in spoken or written text; 8 (16%) of them disagreed. Besides, to the 

question asked ' how much' students perceive 'context' and CVL in the 

manner stated above, 31 (62%) of them said 'a little ' or 'very little', 5( 10%) 

refuted and 14 (28%) revealed as they are 'much' or 'very much' conscious 

of ' context' and 'CYL' in the manner presented previously. App _5_ P.9..9-) 

There are sti ll discrepancies in the results of the respondents in the two 

groups with regard to the relevance of 'context' and CVL in terms of 

enab li ng learners to work out meaning by using 'context clues'; 31 (62%) of 
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the respondents in Group-A said ' a littl e' or very little while only 23 (46%) 
of the respondents in Group-B said 'a little ' or 'very littl e'. Bes ides, as 
regards the significance of context and CVL in terms of enabling learners to 
work out meaning by using context clues, only 14 (28%) of the respondents 
in Group-A revealed that they were ' much ' or 'velY much' conscious 
whereas 21 (42%) of the I'espondents in Group-B said they were 'much' or 
'very much' conscious in thi s regard . The results, therefore, pro ved to be 
vice versa. In the majority of the responses in the preceding discuss ions, th e 
respondents in group-A displayed their being more conscious of CVL 
whereas, now here, the respondents in Group-B recorded a bit astonishing 
resu lts; they showed their being more conscious than the respondents in 
Group-A. Hence, the researcher suggests that this question be investigated 
by the other researchers who are desirous of conducting a research. 

Asked whether they have accepted contextual way of vocabulary 
learning as a useful strategy, 47(94%) of the students in Group-A responded 
that they have already accepted it as a helpful strategy. 

Students in Group-A were also asked 'how much' they have accepted 
' guessing from context' as a relevant strategy; 29 (58%) of them responded 
that they have 'much' or 'very much' accepted it, 15(30%) expressed as they 
accepted 'a little' or 'very little ', but 6 (12%) of them showed their 
disagreement. (See App. _ 4_ P --9..5) . 

Likewise, asked whether they have accepted contextual way of 
vocabulary learning as a useful strategy, 45(90%) of the students in Group-B 
responded that they have already accepted it as a helpful strategy. 

Similarly, students in Group-B were also asked 'how much' they have 
accepted 'guess ing meaning from context ' as a relevant strategy and 26 
(52%) of them responded that they have accepted it ' much ' or 'very much ' 
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19(38%) of them said that they have accepted it 'a littl e' or " very littl e,' but 

5( 10%) of them showed their di sagreement (see App . _S_ P 99 ). 

Then, the results obta ined from the responses o f the respondents in the 

two grou ps dep ict that the respondents in Group-A appear to be more 

conscious of CV L than the respondents in Group-B. For instance, asked how 

much they have accepted 'guessing meaning from context' as a he lp ful 

strategy, 29(58%) of the respondents in Group-A said 'much' or 'very much' 

whereas only 26 (5 2%) of the respondents in Group-B said so. In additi on, 

19 (38%) of the respondents in Group-B confirmed as ' guessing meaning 

from context ' is ' a little' or 'very little ' useful whil e only IS (3 0%) of the 

respondents in group-A provided the same remark. 

Finally, the respondents in Group-A were asked how much they have 

employed CVL to work out meaning. Thus, 12 (24%) of them responded that 

they have used 'guess ing meaning from context ' ' much ' or 'very much ', 32 

(64%) said 'a li ttle ' or 'very little ' whi le the remain ing -6 (12%)- revealed 

they do not use it at a ll. (See App.-_ 4_ p~ 

The same question was also asked to the respondents in Group-B. 

Thus, 15 (30%) of them responded that they have used 'guessing meaning 

from context' ' much ' or 'very much', 30 (60%) of them sa id 'a littl e ' or 'very 

littl e' whi le the remaining- 5( 10%)- revealed they don ' t use it at a ll. (See. 

App. 5_ P --.9..9). 

The responses obtained from the respondents in the two groups, 

somehow, indicate that learners use CVL, though the results a lso show that 

much more seems to remain to convince learners to use CVL as a depend­

able strategy. 

As to the di sc repancy observed between the two groups, 12 (24%) of 

the respondents in Group-A responded that they have employed CVL 'much' 
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or 'very much ' whereas 15 (30%) of the respondents in Group-B provided 

sim ilar answer. Similarly, 32 (64%) of the respondents in Group -A said they 

employ 'guess ing from context ' 'a littl e' or 'very littl e' whil e 30 (60%) of 

th e respondents in Group-B sa id so . Th e differences re flect ed between the 

two groups, though not exaggerated, seem to reveal: ( i) respondents in 

Group-A might have compared the intervention or teaching conducted with 

regard to CVT and concluded that CVT/CVL is not effecti ve ly employed. 

(ii) Respondents in Group-B might have been de luded into believing that 

CVT/CVL is being effectively employed because there are exercises on 

'guessing meanings' in their Engli sh text books, etc. 
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Frequency Distribution of the Responses to the Questions in the 
Questionnaire concerning the Students' knowledge, attitude and 
practice as regards CVT/CVL, ETSSS (No.1), AA,2001 

Table 3 

Exrerimellt~ 1 Cont ro l 

ITEMS Yes No Total Yes No 

n(%) n(%) n(%) n(%) N(%) 

I 
Do you thin k CVT is being effec ti vely employed 

17(34) 33(66) 50( I 00) 44(88) 6( 12) 
in g rade II ? 

2 
Does learning meaning from context clues 

45(90) 5( 10) 50( 100) 46(92) 4(8) 
facilitate your readino ? 

3 
Do you think CVT he lps to read quickly and 

43(90) 7( 14) 50(100) 45(90) 5( I 0) 
stimu late you to cover more read ing? 
Does CVL motivate you to design your own 

4 
strategies to work out meaning? 

48(96) 2(4) 50( I 00) 46(92) 4(8) 

5 
Does CVL save you the time you may spend on 

46(92) 4(8) 50( I 00) 48(96) 2(4) 
looking up words in dict ionar ies? 
Does learning meaning in different contexts and 
situations help you work OLit meaning on your 

6 
own? 

46(92) 4(8) 50( I 00) 48(96) 2(4) 

Do yo u think CVL helps yo u bu ild confidence in 

7 yourse lf to understand other subjects and do well 45(90) 5( 10) 50( I 00) 47(94) 396) 

in your academic performances? 
Have you a lready deve loped the ha bit of 

8 checking whether your 'guess' is correct or almost 32(64) 18(36) 50( I 00) 38(76) 12(24) 

correct? 
Do you know the steps you should fo llow to 
check whether the meaning of the unfamiliar 

9 word is correct or not correct? 29(58) 2 1(42) 50( 100) 42(84 ) 8( 16) 

Are you fam iliar with the term 'context' and its 

10 
meaning, exp li citly or implicitly, in such a way 

44(88) 6( 12) 50( I 00) 42(84) 8( 16) 
that you wi ll be aided to guess meaning of 
unfamiliar words in a text? 

II 
Have you accepted CYL as a he lpfu l strategy to 

47(940 3(6) 50( I 00) 45(90) 5( I 0) 
work out meanin o? 
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4.5 Results and Discussions of Responses to Questions for 

Teachers 

As it is stated elsewhere in the STATEMENT OF THE PROBLEM, it 

is pract ica lly imposs ible to teach meanings of wo rds in iso lat ion as human 

mind , in most cases, fails to retri eve what has a lready been taught or learnt. 

So, some renowned author ities such as Wallace (1982), McCarthy (i 988), 

Hatch and Cherry (i 995) etc. suggest that CVT be employed to aid learners 

to enrich their word-stock. 

Hence, this study attempts to in vest igate whether CVT IS being 

e ffectively employed in Grade II. 

As shown in Table 4, teachers teaching English in Grade 11 have 

provided responses to items in the quest ionnaire des igned for them. 

However, s ince there was no base line data on evaluation of CVT for 

comparison, the researcher is compe ll ed to re ly on the responses provided by 

the students, in both experimental and control groups, to items in the 

quest ionnaire prepared for the students. 

Teachers were asked whether their students are famili ar with the term 

'context ' and how much familiar they are. So, 9 (90%) of the teachers 

responded as their students are familiar with the term 'context'. Besides, to 

the question " how much fami liar their students are with the term 'context', 6 

(60%) of them confirmed as their students are ' much' or 'very much' 

fami li ar, 3 (30%) of them revealed that their students are ' a little' or 'very 

litt le' fami liar whereas only I (10%) refuted from saying his/her students are 

familiar. (See App. 6_ p1 oJ) 
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'context ' and how much familiar they are. So, 9 (90%) of the teachers 

responded as their students are familiar with the term 'context'. Besides, to 

the question " how much fami liar their students are with the term 'context', 6 

(60%) of them confirmed as their students are ' much' or 'very much' 

fami li ar, 3 (30%) of them revealed that their students are ' a little' or 'very 

litt le' fami liar whereas only I (10%) refuted from saying his/her students are 

familiar. (See App. 6_ p1 oJ) 
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A great majority of the respondents - 84 (84%) - in both experimenta l 

and control group also confirmed as they are fa mili ar, a reasonable number 

of students sa id they are 'a littl e' or 'very litt le' fa mil iar, however. 

Asked whether students make use of ' guess ing mean ing from context' 

In Grade II , all of the teachers - 10 (100%) - sa id their students employ 

'guess ing from context'. Likewise, in response to the question ' how much 

their students use guess ing from context, 7 (70%) of the respondents 

revealed that their students utili ze the strategy 'much ' or 'very much', 

3(30%) responded as their students use 'guess ing from context ' 'a littl e' or 

'very little' (see App. 6_ p1 0)9 

Nevertheless, a large number of students- 45(45%)- witnessed as they 

don 't effec tively employ 'guessing from co ntext. As to its uti lity in thi s 

regard, only 2 1 (21 %) of the respondents in both groups said it is ' much ' or 

'very much ' used, but the majority 79 (79%) revealed they don ' t employ the 

stra tegy effectively. 

Teachers were also asked on whether ' CVT' wi ll help students to 

design their own strategies to work out meaning on their own. So, 10 (100%) 

of the teachers asserted that CVT will , certa inly, help their students in this 

regard . However, a little discrepancy was observed on the teachers' 

responses when they were asked on the degree the strategy (i.e. guessing 

from context) helps their students design their own strategies; 9 (90%) of the 

teachers confirmed as the strategy he lps ' much' or 'very much' whereas I 

( 10%) of them said it does help' a little ' 

A positive resul t was also observed on the students' side in thi s regard , 

94(94%) of the respondents in the two groups confirmed as 'guessing from 

context' helps them design their own strategies . In addition , 67 (67%) of 

them revealed that it is ' much ' or very much' helpful. 
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In response to the question whether it is possible to teach learners 

strategies to work out mea ning on their own, 9 (90%) of the teac hers 

responded as it is possi bl e to teach learners st rategies . In addit ion, to the 

quest ion teachers were asked whether they themse lves have tri ed to teac h 

their students strategies, 9 (90%) of the respondents revealed that they do 

teach while I (10%) of them sa id "No". 

The other ques ti on teachers as ked was how much they have wo rked to 

teach their students strategies. However, di screpancies were observed on the 

teachers' responses, 4 (40%) said they have tried 'much' or 'very much' 4 

(40%) revea led that they have tri ed 'a littl e' or 'very little'; ' whil e the 

rema ining- 2 (20%)- confessed as they haven' t at al l tri ed (see App._6_ 

p-..1Q2) 

Nevertheless, the responses teachers provided, above, seem to 

contradi ct with what was observed during class room observati ons; no single 

teacher was observed making efforts to teach strategies and there was no 

even mention of strategies . 

Fo llowing, a question on 'whether their students make efforts to create 

their own strategies to work out meaning on their own was put to teachers. 

And, then, 6 (60%) of them responded as their students make efforts to 

create their own strategies to work out meaning and the rest, 4 (4%), refused 

their consent. 

Besides, asked to what exte nt their students make efforts to create 

their own strategies to work out meaning on their own, 4 (40%) of the 

teachers said their students make ' much ' or very much ' effort, 3 (3 0%) of 

them revealed that their students make 'a littl e'; or very little' effort and the 

remammg- 3 (3 0%)- said their students do not make any efforts in this 

regard. 
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Teachers' responses on the two preced in g questions appear to indi cate 

that teachers them se lves, though not all , are perplexed about th e re leva nce of 

CVT in ass isting students to make thei r own efforts to work out meani ng 

whereas the great majority, 94(94%), of the students, e lsewhere, in thi s study 

confirmed as CYT/CYL motivates them to design their own strateg ies 

whi ch, impli citl y, mi ght mean they make efforts to work out meaning. 

The researcher, there fore , suggests that research be conducted to 

investigate the case in thi s regard. 

Teachers were also asked whether they are convinced about the 

re levance of CVT as a strategy . So, 9(90%) of the teachers responded that 

they are convinced whi le 1(1 0%) refused hi s/her consent. 

Students al so seem to agree on the re levance of CYT/CYL; 92(92%) 

of the respondents in the two groups have confirmed as they have accepted 

CYT or CVL as a helpful strategy to work out meaning. 

Furthermore, when teachers were asked whether their students like 

'guessing from context' as a strategy, 9(90%) of them responded that their 

students do whil e only , I ( 10%) of them diffe red in her/hi s response . 

How much they think the ir students like 'guessing from context ' was 

also one of the questi ons put to teachers. In response to thi s quest ion, 6(60%) 

of them confirmed that their students like the strategy - 'guessing' -' much ' or 

'very much ' wh il e the rest, 4(40%), refu sed their consent. 

Teachers seem to have responded genuinely, here, as 92(92%) of the 

respondents in the two groups have also shown positive attitude in their 

responses in this regard a li ttle earlier. 

Whether they beli eve that learners bene fit from CYT was also the 

other question presented to teachers. So, in response to th is question all of 

th em said the ir students do like 'guess ing from context'. 
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Asked how mu ch their students benefit from CVT, 9(90%) of the 

teachers responded students benefit ' much' or ' very much ' ; 1(10%) of them 

di sagreed on the benefit students might gain . 

Teac hers were also requested to respond to the question wh ich asked 

' whether CYT wi II help students become intell igent g uessers; 9(90%) of 

them, th en, confirmed as the strategy does help though I ( 10%) of them 

diffe red in hi s or her response . 

In a ll the three questions asked in the preceding paragraphs, one can 

see clearl y that teachers' responses imply that teachers have positi ve attitude 

towards empl oy ing CYT, directly or indirectly. And students are, also, not 

di fferent in their responses from that of the teachers as indicated in the 

prev ious di scussions. 

To the qu estion on how much progress is observed perta ining to 

becoming intelligent guessers as a result of employing CVT, 6(60%) of the 

teachers responded as ' much' or 'Very much ' progress is observed, 3(30%) of 

them said ' a little' and 1(10%) disagreed on the progress. 

Teachers seem to differ in their responses as one mi ght see . However, 

the maj ority of the teachers confirmed as ' much' or 'very much ' progress is 

observed, and so did the majority of the students in their responses. 

When teachers were asked how much time CVT takes students to 

make use of it, 8(80%) of them said it takes 'much ' or 'very much ' time. And 

teac hers ' responses might reveal to us that using CVT as a strategy requires 

one to do a lot of practices with regard to using appropriate contextual clues 

to guess meanings of unfamiliar words. And thi s again needs adequate 

knowledge of grammar, vocabulary and readi ng skill. To acquire a ll these, 

then, it needs a lot of time. 
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Asked whether their students have already deve loped the habit of 

checking their 'guesses' after working out meaning on their own usin g 

contex tual c lues, 9(90%) of th e teachers confirmed th at their students have . 

Teachers were a lso asked how mu ch their students practise checking 

their 'guesses', 7 (7%) of them sa id tha t students pract ise checking their 

'guesses' 'a litt le' or 'very littl e' , onl y 2 (20%) confirmed that students 

practise checking guesses 'much' . However, no single teacher was observed 

gett ing hi s/her students to do pract ices pertaining to checking 'guesses' after 

working out meaning. 

In response to the question whether CVT will moti vate students to 

read more by minimizing the students' using, of dictionaries, 9 (90%) of the 

teachers expressed their agreement, but 1 ( 10%) of them disagreed. 

Following, teachers were asked how much they think CVT minimizes 

the ir students ' using dictionaries and how much it encourages them to read. 

So, 8 (80%) of them said 'much ' or ' very much ' , 2 (20%) responded as it 

minimizes 'a little'. 

The teachers were also asked whether CVT facilitates students' 

reading . All of them sa id it does. 

However, to rely on the responses teachers provided for the two 

questions asked in the preceding paragraphs, it appears to me that researches 

should be can-ied out. 

When the teachers responded to the question how much CVT facilitates 

students' reading, 9(90%) of them sa id it fac ilitates reading ' much' or 'very 

much ', but I (10%) sa id 'very little'. (See App ._ 6_ P _ ) () 3~ 

Nevertheless, the researcher suggests that a research be conducted as 

only providing responses that seem to be positive or attractive, but which 
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might a lso conceal facts regarding fa cilitat ing students' reading, may not be 

adequate. 

A question with regard to the re leva nce of CYT in building confidence 

In students to understand other subj ects was asked. In response to this 

question, a ll of the teachers agreed it is re levant. 

Sim il arly, in response to the ques ti on how much teachers think CYT is 

re levant in bui lding confidence in the students to understand other subjects , 

9(90%) of the teachers confirmed that it is 'much' or 'very much relevant and 

I (10%) differed in hi s/her answer (see App _ 6_ P_ '; ~~. 

It is good that teachers appear to reali ze the relevance of CYT in 

assist ing students not only in expanding their vocabulary but also in helping 

them perform well in their academic world. However, due attention does not 

seem to be given to CYT as the effort made on the teachers' side was not 

vis ibl e during classroom observations. 

Towards the end, teachers were al so asked whether students are 

moti vated to employ contextual clues to work out meaning on their own. And, 

then , they all responded students are motivated in this regard. 

Fina lly, when teachers were asked how much students are motivated to 

employ contextual clues to work out meaning on their own, 5(50%) of them 

said that their students are motivated 'much' or ' very much ' and 5(50%) of 

them responded that students are motivated ' a li ttle' or 'very li tt le'. 

(See App. _6_ p iQ) 

The responses provided to the last two concluding questions seem to 

reflect that teachers beli eve that students are motivated to use contextual clues 

to work out meaning. Nevertheless, it doesn't appear to be genuine/effective 

as it was observed during classroom observations and as the results obtained 

inlfrom the post-test, after the intervention , witnessed. 
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Table 4: 

Frequency Distribution of the Responses to Questions in the 
Questionnaire pertaining to the Teachers' 

Knowledge, Attitude and practice as regards eVT, ETSS, Y12 
SS, less and MIl SS, AA, 2001. 

Yes NO Total-
N(%) N(%) N(%) 

I Do you think your students are familiar with the 
9(90) I (I 0) 10(100) term 'context'? 

2. Do you think your students make use of 'guess ing 
10(100) 0(0) 10(100) 

meaning from context' in Grade I I? 
3. Do you think that CVT will help students design 

their own strategies to work out meaning on their 10(100) 0(0) 10(100) 
own? 

4. Is it possible to teach learners strategies to work 
9(90) I (10) ro(100) 

out meaning on their own? 
5. Have you tried to teach your students strategies? 9(90) I (I 0) 10(100) 
6. Do you think that your students make efforts to 

create their own strategies to work out meaning on 6(60) 4(40) 10(100) 
their own? 

7. Are you convinced about the relevance of CVT as 
9(90) 1(10) 10(100) 

a strategy? 
8. Do you think that your students like, 'guessing 

9(90) I ( I 0) 10(100) 
from context' as a strategy? 

9. Do you believe learners benefit from CVT? 10(100) 0(0) 10(100) 
10. Do you think that CVT will help students become 

9(90) I (I 0) 10(100) 
intelligent guesses? 

II. Have your students already developed the habit of 
checking whether their guess is correct or nearly 

9(90) I (I 0) 10(100) 
correct after working out meaning on their own 
using contextual clues? 

12. Do you think CVT wi II motivate students to read 
more by minimizing the students' using of 9(90) 1 (I 0) 10(100) 
dictionaries? 

13. Do you think that CVT facilitates students' 
reading? 

14. Do you think that CVT has some relevance in 
bui lding confidence in students to understand 10(100) 0(0) 10(100) 
other subjects as well? 

IS. Do you think that students are moti vated to 
employ contextual clues to work out meaning on 10(100) 0(0) 10(100) 
their own? 
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4.6 Classroom Observation 

C lassroom observations were carried out to counter-check the resul ts 

obtained from the data gathered after the questionnaires were fi ll ed out and 

returned by the teachers who teach Eng li sh in Grade II . 

And, then, a check li st, which consists of some of the items that are 

beli eved to be most important in contextual vocabulary teaching, was 

prepared. Moreover, those items ( i.e. the items against which each teacher was 

evaluated) were chosen fo r classroom observati ons, as measuring sticks, and 

numbers, J-V, were g iven to the flve statements ( i.e. statements representing 

the qualities whi ch are thought to be worth observ ing while Engli sh teachers 

are teaching vocabulary employing 'guessi ng meaning from context' as a 

strategy) included in the class room observation checkli st. 

Based on the items on the checkli st, therefore, a tota l number of 20 

classes were observed and codes, A-J, were given to teachers whose classes 

were observed whil e they were teaching meaning to their students. 

Finally, teachers were graded according to the items on the checkli st 

against the grading scales (i .e. grades 1-5) - I = very poor, 2 = poor, 3 = 

sati sfactory, 4 = good , and 5 = very good - and the results, at last, were 

analyzed. 
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analyzed. 
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4.6.1 Items Selected and Included in the 

Checklist for Classroom Observation 

l. Emp loying contextual way of vocabulary teaching or 'guess ing 

from contex t' while teaching meaning. 

II. Giving clues or training students to indicate context clues that 

wou ld help them understand the meaning of unfamiliar words. 

III. Teaching meaning contextually in a way it will have transferabl e 

strategy for learning that can be used with other vocabulary. 

IV. Encouraging students to use contextual clues to work out meaning 

during the Eng li sh lesson period while students are working on 

'Guess ing Meaning' exercises. 

V. Encouraging students to check whether their guess(es) is/are 

correct or almost correct. 

4.6.2 Analysis of Classroom Observation 

Teachers were observed to make sure whether they employ 'contextual 

way of vocabulary teaching' or 'guessing from context ' while teaching 

meaning. So, the following resu lts were recorded: then, the result of 6 (60%) 

of the teachers was labeled as 'satisfactory', that of 3 (30%) 'good' and the 

remaining- 1 ( 10%)- 'poor' (see App. _ 7_ p _ 1 OO~. 

When teachers were observed to check whether they make attempts to 

give clues or train their students to indicate context clues that would help them 

understand or guess the meanings of ' unfamiliar words', 2 (20% ) of them 

were found to exhibit a 'very good ' result in this regard, I (10%) of them was 
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graded 'good' , 4 (40%) of them 'sati sfactory ' and the rest, 3 (30%) were found 

to be ' poor' in their endeavour. 

Likewise , teachers were, also, observed to ascertain that they teach 

mean ing contextua ll y in a way it will have transferab le strategy for learning 

that can be used with other vocabulary . And when they were eva luated in th is 

regard, 2 (20%) of the teachers were graded 'good ', 3 (30%) of them 

'sati s factory' and 5 (5 0% )ofthem ' poor (see App. _ 7_ P _ L06). 

As regards encouraging students to use contextual cl ues to work out 

meaning during the Eng lish periods while students are working on ' Guessing 

Meanings' exercises, 3 (30%) of the teachers were observed to make 'very 

good ' e fforts, and 2 (20%) of them were graded good 5 (50%) showed 

'sati sfactory' movements in this regard. 

Finally, when teachers were observed in the light of encou raging their 

students to check whether their guess( es) is/are correct or almost correct, 1 

( 10%) of them was graded 'very good,' 2 (20%) of them 'good ', 5 (50%) of 

them were labeled as ' satisfactory ' and the rest, 2 (20%) as ' poor ' (see App. 

7 P 106 ) 

4.6.3 Results of the post-test 

A pre-test was admini stered to the two groups-experimental and 

control groups- before the experimental group was taught lessons 

perta ining to CVT. And , then, the results of the two groups were the 

same in terms of average as one can see from the table - table - 5; their 

results were 50.4 and 50.8 respectively. Bes ides, there was no 

stati stica ll y s ignificant difference between the two since both groups 

had the same t-value and the t-value was less than t-criti cal (to < te = 
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0.888 < 1.645). 1ft-value is less than t-crit ical when two groups are 

compared, no sta ti stica ll y signifi cant diffe rence will be observed. 

B ut, later on, lessons with regard to CVT were taught to students 

in the experimental group fo r one and a half months and a post-test was 

ad mini stered to both groups - experim enta l and control groups. Then, 

as it can be seen on tab le - 5, the results obtained after the in tervention 

of the researcher di ffe red widely; in the post-test, students in the 

experimental group scored an average of 65 marks whereas students in 

the control group obta ined only an average of 50 marks. Moreover, a 

strong statisti cal diffe rence was also observed on the experimental 

group's s ide (to> tc = 57.6 > 1.645 at P<0.05) 

When t-value is greater than t-criti ca l, it is said that there is a statistically 

s igni ficant difference which mi ght a lso mean a s ign of development in most 

cases. Hence, as it can be clearly seen on the table, a big improvement is 

observed in the post-test resu lts of the experimental group in terms of average 

(from 50.4 to 65) and in terms of a stat isti cal fi gure as well (to> tc = 57.6 > 

1.645). 

Therefore, from thi s finding, it is possibl e to say that the lessons taught to 

th e experimental group have brought about significant changes on the results 

of the group - experimental group. 

And fina lly, the result of thi s observation suggests that if appropriate 

lessons are taught and adequate exercises done pertaining to CVT, the 

students' ability to 'guess meani ng from context' will improve or increase from 

time to time. 
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Table 5. Comparison of the pre and post-test grade results of 

the experimental and the control group, ETSSS (No. 

1), AA, 2001. 

MARK PRETEST POST TEST 

ACHIEVED EXPER I ~ I ENTAL CONTROL EXPERIl\IENTAL CONTROL 

N % N % N % N % 

:::.50 33 66 39 78 46 92 30 60 

< 50 17 34 II 22 4 8 20 40 

TOTAL 50 100 50 100 50 100 50 100 

MEAN 50.4 50.8 65 50 

SD. 10.7 7.5 12.5 10.4 

SX 1.51 1.06 1.8 1.46 

To 0.888 0.888 57.6 2.5 

Tc 1.645 1.645 1.645 2.575 

P value <0.05 for computing to and tc. 
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CH APTER FI VE 

CONCLUSION AND RECOMM ENDATIONS 

5.1 CONCLUSION 

[n the preceding chapters, the significance of the Engli sh language, both as 

a means of communi cati on and the immense role it plays in the academi c world , 

was mentioned. And the necess ity for adequate vocabulaIY knowledge, for one to 

be abl e to conununi cate meaningfully and achieve better in one's academi c 

performance, was al so vividly stated. Bes ides, relevant literature pertaining to 

'context' and CVT was reviewed at large in the hope that it would assist much as a 

measuring sti ck for the study. Moreover, th e most appropriate research procedures 

were al so indicated and properly fo ll owed to make th e study a success. 

Likewi se, ques ti onnaires were al so designed, taking the utlllost care and 

time, and employed to know about the attitude, knowledge and practice of both 

teachers and students with regard to the Engli sh language in general and 'context' 

and CVT in p3lti cular. Foll owing, responses to questi ons on the ques ti onn aires 

were analysed, di scussed. compared and comments provided. 

Moreover, classroom observa ti ons were conducted : what was observed was 

carefull y recorded and teachers were evaluated against the points embraced in th e 

classroom observa tion checkli st. 

Pre- and post-tes ts were also admini ste red to both groups, experim ental and 

con(Tol groups, and th e means we re compared to see wheth er di screpancies wo ul d 

be observed as a result of th e in terventi on. Later. (h e results were di scussed and a 

conclu sion was arri \ed at. 
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All thi s was, in fa ct, done to obtain the necessary info rm atIon in line lVith 

the object ive of the study and reach a sound conclusion. 

Th erefore, it was. finall y. poss ib le to conclude the fo ll owi ng fro m IIli s 

study: 

Both teachers and student s ha ve shown a positi ve attitude towards CVT as 

obta ined from th e ques ti onn aires. Th is, then. denotes th at there is a grea t hope to 

empl oy CYT provided that adequate lessons and exercises wo uld be presented 

pertaining to "guess ing mea ning fro m context " 

Both teachers and students have also shown great in te res t towards the 

Engli sh language. Thi s, hence, indi cates that students are eager to lea rn til e 

English language and teachers are al so in teres ted in teaching it 

Nevertheless, the majori ty of the students reponed that proper CVT IS not 

being effective ly empl oyed in Grade I I . Th e study, therefore, reveals to us that 

steps must be taken so that CYT would be uti li zed meaningfull y as it co uld be a 

remedy to expand th e students' vocabulalY though no attempt would be made to 

say it is a panacea. 

A very wide di screpan cy was also observed between the experimental and 

control groups after the in tervention with regard to CYT: students in the 

experimenta l group showed great improvement after the in terventi on. This. agai n, 

vivi dly impli es tha t CYT would help studen ts increase their word-stock if due 

attenti on is paid to it 
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Fina lly, a bi g di screpan cy was mirrored bet\\'een th e responses of student s 

and teachers peltaining to the ques ti on wheth er CVT is being effec ti vely elllpl oyed 

in Grade 1 I : teachers reported that CVT is being effec ti ve ly empl o, 'ed IV hich is 

co ntralY to thi s study findin g and th e students' opin ion, 

5.2 RECOMMENDATIONS 

Based on the findings of the study, then, the fo ll owi ng recollllll endati ons 

are suggested though there might be some more. others could provide in th e 

researches th ey are likely to do, 

I , Techniques and principl es with regard to CVT shou ld be taught both to 

teachers and students, Thi s. of course, would create more awaren ess. III both. \\'ilh 

regard to CVT and its utility as welL 

2, Curr iculum designers and text book or course book writers lIlust be 

advised to IIlclude suffi cient exercises that would provide students with 

opportunitI es to practI se more on CVT/CVL and indi cate contex tual clues tha i 

help them guess meaning, 

3, Evaluation with regard to CVT/CV L shou ld be ea rn ed oul and 

amendm ents be given if need be, Eva luation pertaining to CVT wou ld let one see 

problems that require greater attention , 

4. Refresher courses with regard to CVT/CVL must be offered to teachers 

and workshops organized to reinforce teaching mean ing in context. Teachers 
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wou ld be ab le to catch up with up-to-date information and adjust their teaching 

accordingly If such efforts are made. 

5. Further and wide r/deq Je r stu dy, as regard s CVT, is hi ghl y re ~uire d as 

thi s study can onl y serve as a base line. 

6 7 
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Appendix 2 

Ollestiol/Jwire {or Sludellls 

(The English Version) 

Dear Student: This questi onnaire is des igned for research on "I s contextual 

vocabulary Teachin g bein g Effectively Employed in Grade I 17". Thus, the 

items in the questi onnaire should not be regarded as exami nation questions 

However, the due attention that should be given to the rep li es will have a 

great contribu tion to the success of the study. 

Therefore, you are kindl y requested to give the answer (i e. to each item in 

the questionnaire) whi ch yo u fee l is genuine. 
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Dear Students, 

Questi ons are asked rega rdi ng "whether contextual vocab ul ary Teachi ng is 

being Effectively Employed in Grade II " and choices are provided beneath 

each item. 

To items whose choices are only 'Yes' or 'No' show your responses by puttin g 

a 'tick' I ./ I in the box beside your answer. 

To other multiple cho ice questi ons indicate yo ur choice by encirc ling the 

letter which contains th e answer which you think is appropriate. 

Nevertheless , if yo u fee l th at th e answer is not, at all , given in the choices , 

write your answer on the space provided after the last choice (i e the choice 

which says, "Any other answer") 

78 

Dear Students, 

Questi ons are asked rega rdi ng "whether contextual vocab ul ary Teachi ng is 

being Effectively Employed in Grade II " and choices are provided beneath 

each item. 

To items whose choices are only 'Yes' or 'No' show your responses by puttin g 

a 'tick' I ./ I in the box beside your answer. 

To other multiple cho ice questi ons indicate yo ur choice by encirc ling the 

letter which contains th e answer which you think is appropriate. 

Nevertheless , if yo u fee l th at th e answer is not, at all , given in the choices , 

write your answer on the space provided after the last choice (i e the choice 

which says, "Any other answer") 

78 



Questionnaire to be filled 111 by students of Grade II 

I. Is co ntextual way of vocabul al)' teaching being etrecti vely emploved or exercised? 

I Yes I 

2. If yo ur answer is 'Yes'. how much is it employed? 

A. a littl e B. very little C. much D. very much 

E. Any other answer: _________ ___ __________ _ 

3. Does learning meaning from context clues facilit ate reading (i e does it help yo u 

understand what yo u read easily)? 

I Yes I 

4. If your answer to question 3 is 'Yes', how much does it help? 

A. a li tt le B very little C. much D. very much 

E. Any other answer: __________________ _____ _ 

5. If your answer to question 3 is 'Yes', does it al so he lp you read quickl y and stimulate 

you to cover or do more reading? 

Yes 
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6. If your answer to question 5 is 'Yes' how much does it help you read quick ly and 

stim ulate yo u to read? 

A. a litt le B. very little c:. much D. very much 

E. Any other answer: _ _ ____ ____ _______ ____ __ _ 

7. Does contex tual way of vocabulary learn ing mot ivate yo u to design your own strategy 

to work out mea ni ng? 

Yes No 

8 If your answer is 'Yes', how much does it help? 

A. a little 8 . very little C. much D. very much 

E. Any other answer: _______ ___ _ ___ ____ _____ _ 

9. Does contextual way of vocabulary learning save you the time you may spend looking 

up words in yo ur dictionaries? 

Yes 

10. If yo ur answer to question 9 is 'Yes' , how much is it usefu l in thi s regard? 

A. a li tt le 8. very little C. much D. very much 

D. Any other answer: _ _ _ ____________________ _ 
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I I. Does learning meaning in ditferent contexts and situati ons help you wo rk out meaning 

on your own'! 

Yes 

12. If yo ur answer is 'Yes', how l11uch helpful is it? 

A. a little B. ve l)' little C. much D. very much 

E. Any other answer: _____________________ ~~_ 

13 . Do you think (that) contex tual way of learning meaning helps yo u build confidence in 

yourself to understand other subjects and do well in yo ur academic perfonnances" 

I Yes I 

14. [fyour answer is 'Yes', how much is it helpful in this regard? 

A. a little B very little C. much D. very much 

E. Any other answer: _______________________ _ 

15 Afte r guessing the meaning of unfami li ar words, have you already developed the habit 

of checking whether your guess is correct or almost correct? 

Yes 
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16 If your answer to question 15 is 'Yes', how much does thi s help? 

A. a lillie B. very litt le C. much D. very much 

E. Any other answer : _______ ______ _________ _ 

17. [f you r answer to question ' 15' is 'Yes', do you know the steps you should follow to 

check whet her the meaning of the unfamilia r word is correct? 

Yes 

18. [f your answer to question 17 is 'Yes', how much ha ve you used them? 

A a little B. very li ttle C. much D. very much 

E. Any other answer: _______________________ _ 

19. Are you fam iliar with the term 'context' and its meaning exp li citly or implicitl y in such 

a way that you wil l be aided to guess meaning of un fa miliar words in a wri tten or 

spoken text? 

Yes No 

20. [fyour answer is 'Yes' how much fa mili ar are you with the term? 

A a li tt le B. very little C. much D. very much 

E. Any other answer: _ ______________ ________ _ 
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2 1. Have you accepted cont extual vocabulary learning as a help ful strategy to workout 

meaning'! 

Yes No 

22 I f your answer to quest ion 2 I is 'Yes' , how much have you accepted it? 

A. a little B. very li tt le C much D. very much 

E. Any other answer: _______________________ _ 

23. [fyour answer is 'Yes' to question 2 1 how much have you used the strategy (i.e 

contextual way of learning meaningsj? 

A a little B. very little C much D. very much 

D Any other answer ______ _________________ _ 
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E. Any other answer: _______________________ _ 
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A a little B. very little C much D. very much 

D Any other answer ______ _________________ _ 
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Appendix 
, 
J 

Questionnaire to be filled in by Grad e 11 E nglish teachers of the four target 
schools - Ethiopia Tikdem Senior Secondary School , Intoto Comprehensive 
Secondary School, Yekatit 12 Seco ndary School and M inilik Secondary 
School. 

Background information Study regarding English teachers 

of Grade 11 

Name of the School ___________________ _ 

Governmental D Private D 
I . Sex 2. Age ____ _ 

3. Qualification. T.T.1. D Diploma D B.A. D MA D 
Any other qualificat ion : _____________ _ 

Major. _______ _ Minor: _________ _ 

4. Service: I - 5 D 5 - 10 D 10 and above D 
5. Your interest towards teaching Engl ish: 

A. low B. very low C. High D. very high 

E. Any other answer: 

Please give a reason or reasons for yo ur choice or for whatever you may say 
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Questionnaire for Teachers 

Dear teacher, 

This questionnaire is prepared for the research on "Is contextual vocabulary 

teac hing being effectively used in Grade I 17" Thus, you are kindl y requested to 

give due attention to each item of the questionnaire and provide the correct 

information. 

When you give you r answers, 

(a) To questions whose choices are only 'yes ' and 'No' , indicate your responses by 

putting a ti ck I v' I in the box beside your answer. 

(b) To other multiple choice questions show your choice by enc ircling the letter 

which contains the answer that you think is appropriate. Nevertheless, if you 

feel that the answer is not given in the choices, write your response on the space 

provided after the last choice (i.e. the choice which says. "Any other answer"). 

I thank you very much in advance for spending your precious time and invaluable 

energy by filling out the questionnaire. 
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I. Are yo ur students familiar with the term 'con text'0 

I Yes I 

2. lfyou r answer is 'Yes', how much familiar are they with the tem 'context'? 

A. a lillie B. very littl e C. much O. very much 

E. Any other answer: 

3. Do students make use of 'guess ing meaning from context' in grade I I? 

I Yes I 

4. lfyour answer is 'Yes', how much do they make use of it? 

A. a lilli e B. ve ry lilli e C. much O. very much 

E. Any other answer: 

5. Do yo u think that contex tual vocabulary teaching will he lp students design their 

own strategies to work out meaning on their own? 

Yes No 

6. If your answer is 'Yes', how much does it help in this regard? 

A. a lilli e B. very littl e C. much O. ve ry much 
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E. Any other answer: 

7. Is it poss ible to teach learners strategies to work out mean ing on the ir own? 

I Yes I 
No 

8. If yo ur answer is 'Yes', have you tried to teach you r students strategies? 

9. Ifruill 'Yes', how much ha1 ::, ,JIKeu 111(11 regard? 

A. a li tt le B. very little c. much O. very much 

E. Any other answer: 

10. Do your students make efforts to create the ir own strategies to work out 

meanll1g 

on their own? 

No 

II . Ir you r answer is 'Yes', to what ex tent do you think they do? 

A. a little B. very little C. much O. very much 

E. any other answer: 

12. Are you convinced about the relevance of contextual way of vocabulary 

teaching 

as a strategy? 

Yes No 
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E. Any other answer: 
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13. If your answer is 'Yes', how l11uch are you conv inced? 

A. a little B. very little C. much D. very l11uch 

E. Any other answer: 

14. Do your students like 'guessing frol11 context' as a strategy? 

15. If your answer is 'Yes', how l11uch do you think they like it? 

A. a little B. very little C. l11uch D. very l11uch 

E. Any other answer: 

16. Do you believe learners benefit from contextual way of vocabulary teaching? 

~ EIJo 
17. I~YeS', how much do they . 

A. a little B. little C. much D. very much 

E . Any other 

answer: ----------------------------------
18. Do you think contextua l vocabulary teach ing wi ll help students become 

intelligent 

guessers? 

rn 
19. If your answer is 'Yes', how much progress is observed in this regard? 

A. a little B. very little C. much D. very much 
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E. Any o ther answer: 

20. If your answer to questi on 18 is 'Yes', how much time do you think it takes the 

students to make use of it? 

A. a little B. ve ry littl e C. much D. ve ry much 

E. An y other answer: 

21. Have your students already deve loped the habit of checking whether their guess 

IS 

co rrect o r nearl y correct after working out meaning on their own using 

contex tual 

clues? 

I Yes I ED 
22. If your answer is 'Yes', how much do you think they practise in thi s regard? 

A. a littl e B. very li tt le C. much D. very much 

E. Any o ther answe r: 

23. Do you think contextual vocabulary teaching will moti vate students to read 

more 

by minimizing the students' 'using of di cti onari es'? 

Yes 

8 9 
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24. I f yo ur answer is 'Yes', how much do you think it wi ll he lp them? 

A. a litt le B. ve ry littl e C. much D. very much 

E. Any other answer: 

25. Do you think that contex tua l way of teaching vocabulary fac ilitates students' 

reading? 

26. If yo ur answer is 'Yes', how much does it help? 

A. a little B. very littl e C. much D. very much 

E. Any other answer: 

27. Do you think that contex tual vocabulary teaching has some relevance in 

bui lding 

confidence in students to understand other subjects as we ll ? 

28. If your answer is 'Yes', how much do yo u think it is relevant in thi s regard? 

A. a little B. very littl e c. much D. very much 

E. Any other answer: 

29. Are students moti vated to employ contex tual clues to work out meaning on 

their 
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own? 

Yes No 

30. How much do you think studen ts are mot ivated to employ contextual clues to 

work out meaning on their own? 

A. a little B. very little C. much D. ve ry much 

E. Any ot her answer: 
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Appe nd ix __ 4-'----__ 
Table - A1 Students' responses for background information study items 

Experimental Group (A) 
A table showing items, taliies, total number of the study population of one group and percentage pertaining 

to the background information study of 'the experimental group' of the target school - Ethiopia Tikidem Senior 

Seconda ry School (NO.1 ) 

15-18 Total Percentage 18 and above Total Percentage 
Grand Total 
Total Percentage 

Age 
HlI-IHf IHi IHi 

41 82% Hiflill 9 18% 50 100% 
IHN HIIHi III/I 

Male Total Percentage Female Total Percentage 
Grand Total 

Sex 
Total Percentage 

Hif 1111- IIH IHf 1111 
24 48% 

Hif Hif HifIHi 
IIHI 

26 52% 50 100% 
-

Item 
items 

Govrnment 
Total Percentage Private Tota l Percentage 

Grand 
No. School Total 

1 
Elementary IIH Hif IHi IIH Ilif 

48 96% 11 2 4% 50 
School IIH HII 11111111 11/ 

2 Junior School 
Hif 1/11 IHI 11/ A 1111 

49 98% 1 1 2% 50 
1111-11111111111/1/11 

Beginning 
1" Total Percentage 

2,d 
Total Percentage 3" 

grade of 
3 

learning HifHlIIHI 
30 60% 6 12% lilt 11/ till/ 

English I/ff 1/11-11/1 

Beginni ng 1'h Total Percentage 81h Total Percentage 91h 

grade of using 
HII- IHl IIII 

4 English as a 
medium of 1111 11/1 1/1/ 

41 82% II 2 4% -II/f 1/ 
instruction IHl IHII 

Total 
Percentage 

100% 

100% 

Total Percentage 

14 28% 

Total Percentage 

7 14% 

Grand Total 

50 

Grand Total 

50 

Percentage 

100% 

Total Percentage 

100% 
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Table A2 Students' responses for background information study items 
Experimental Group (A) 

A table showing items, tal lies, total number of the study population of one group and percentage pertaining to the background information study of 
'the experimental group' of the target school - Ethiopia Tikidem Senior Secondary School (No.1) 

Aid mostly gained Tutor riend Parents 
to develop English 1111- HH- 1111 

5 
(I.e. outside II/I-IlIIlllI- 35 70% 
room) HII-

Strateg ies to 1 Strategy Total Percentage 

6 
expand one's 

111111111111 
vocabulary 

III filii 1111 33 66% 
III 

Low Total Percentage 
7 Interest towards 

the English IlII lll 
9 18% 

language 

Reasons for having 'low' interest as mentioned 
by the respondents 

because teachers themselves neither speak nor 
teach in English 
shaky base 
forgetfulness in recalling words taught or learnt 
because English is diffcult to learn 
lack of confidence 
family problem 
lack of help from teachers etc . 

Foreigner 

-/111-1111 
III 

2 Strategies 

IIff 1111 

very 
low 

0 

Never Percenta~ e 2 ways Total Percenta~e 

13 26% II 2 4% 

Total Percentage 3 strategies Total Percentage 

IIff III 
9 18% 8 16% 

Total Percentage High Total Percentage 

0 0% 
Hlfllff 

21 42% 
IIIf 11111 

Reasons for 'high' or v. high interest as 
mentioned by the respondents 

inherent interest 
for it is a medium of instruction 
because it is an international language 
because it is a means of communication 

Grand 
Total 

50 

Grand 
Total 

50 

V. high 

lilt 1111 
/fit 1111 

because it could be a means of survival in the future etc. 

Total 
Percentage 

100% 

Percentage 

100% 

Total Percent Grand 
Total 

20 40% 
50 

--- --

Total 
Percentage 

100% 

1'(\ 

(J\ 

Table A2 Students' responses for background information study items 
Experimental Group (A) 

A table showing items, tallies, total number of the study population of one group and percentage perta in ing to the background information study of 
'the experimental group' of the target school - Ethiopia Tikidem Senior Secondary School (No.1) 

Aid mostly gained Tutor riend Parents 
to develop English HH-HH-IIII 

5 
(I.e. outside IIH-IIH 1I1l· 35 70% 
room) HH-

Strateg ies to 1 Strategy Total Percentage 

6 
expand one's 

111111111111 
vocabulary 

IlIUHlIlII 33 66% 
III 

Low Total Percentage 
7 

Interest towards 
the English IIHIII 

9 18% 
language 

Reasons for having 'low' interest as mentioned 
by the respondents 

because teachers themselves neither speak nor 
teach in English 
shaky base 
forgetfulness in recalling words taught or learnt 
because English is diffcu lt to learn 
lack of confidence 
fami ly problem 
lack of help from teachers etc . 

Foreigner 

·/IH-IHI 
III 

2 Strategies 

IIff 1/1/ 

very 
low 

0 

Never Percenta~e 2 ways Total Percenta~e 

13 26% II 2 4% 

Total Percentage 3 strategies Total Percentage 

Hlf III 
9 18% 8 16% 

Total Percentage High Total Percentage 

0 0% 
Hlfllff 

21 42% 
IIH-IIIII 

Reasons for 'high' or v. high interest as 
mentioned by the respondents 

inherent interest 
for it is a medium of instruction 
because it is an international language 
because it is a means of communication 

Grand 
Total 

50 

Grand 
Total 

50 

V.high 

lilt fffl 
/fit IHI 

because it could be a means of survival in the future etc. 

Total 
Percentage 

100% 

Percentage 

100% 

Total Percent Grand 
Total 

20 40% 
50 

Total 
Percentage 

100% 



Table A3 Experimental Group (A) Students' responses for items on the questionnaire 
A table indicating item numbers, options, tallies and percentage. 

Question No. Options Options and tallies Total 
Percentage 

Yes No Yes No 
1 Yes No IHf l/If IIIf 1/ IHfIIH 1If.!. 50 34% 66% IHf Ifft 1111 11/ 

" " HfI HfI HH Hit 
3 IHf IIH 1I11 50 90% 10% 

l/If IHI IlII 
" " 1IfIlilitili IHfIl 

5 Ifll 11111111 50 86% 14% 
Ilif IIff 11/ 

" " !fH HfI HfI 1/ 
7 Illf 111//1/1 50 96% 4% 

1Hfi/if IIH III 
" " 1111 1111 1111 1111 

9 IHflff.l.lff.I. 50 92% 8% 
/111111/ II Il I 

" " 1ff.I.1II11I1I 1/1/ 
11 1/11 1/11 IIff 50 92% 8% 

IHf Ifif Ilff I 
" " fff.!.1I1I 111/ 1111 

13 111111111111 50 90% 10% 
1111 lillI/II-

" " 111/ IHI 1111 IHf III1-IHf 11/ 15 
IHf IHf IIffli 50 64% 36% 

" " 1111 flH 1111 HlfHflIIft 17 
1111 IIH 1/1/ ftlfl 50 58% 42% 

" " 111/ 1111 111/ IHf I 
19 1/1/.1111 1111 50 88% 12% 

IHf ftlf II 1/ 
" " Ilff HIf 111/ 1/1 

21 1111 /lIfllII 50 94% 6% 
IIff 11111111 II 

N.B. Question numbers represen t the items on the questionnaire designed for students. And options are for each item on the questionnaire. 

Total 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

.4 
<l' 

Table A3 Experimental Group (A) Students' responses for items on the questionnai re 
A table indicating item numbers, options, tallies and percentage. 

Question No. Options Options and tallies Total Percentage 
Total 

Yes No Yes No 
1 Yes No IH+ l/If Nif /I IH+IIH 1111 50 34% 66% 100% IH+ Iff! IIff 11/ 

" " Iffl Iflf HH Hit 
3 IH+ IIIf I111 50 90% 10% 100% 

l/If l/If H II 
" " Iff! 11/1-/I H IH+II 

5 IIH IIII/IH 50 86% 14% 100% 
/lH IIff III 

" " IfH Iffl Iffl II 
7 I Iff 1111 1111 50 96% 4% 100% 

IH+I/If IIH III 
" " IHIIIIIIIH 1111 

9 1If1-11ll11If 50 92% 8% 100% 
fill HII 1111 I 

" " 11+111111111 /III 
11 IIff 1I1I1I1f 50 92% 8% 100% 

IH+ IH+ Hili 
" " 1111111111+1 Hff 

13 1/1/ /II! III! 50 90% 10% 100% 
liN 111+ I! 1+ 

" " II+IIIH liN IH+ IIIIIH+ 11/ 15 
IH+ IH+ IIN-/I 50 64% 36% 100% 

" " IIII-Illf 1111 HH-1fH ItII 17 
IIH IIIf /1/1 Nifl 50 58% 42% 100% 

" " 1111 liN 11+1 IH+ I 
19 /III- IIH 11+1 50 88% 12% 100% 

IH+ Nifllll 
" " I-IIIIH+ IH+ III 

21 111/ fllUIII 50 94% 6% 100% 
Nif HIIIIIIII 

N.B. Question numbers represent the Items on the Questionnaire deSigned for students. And options are for each Item on the questionnaire. 



Table A4 Experimental Group (A) Students' responses for the items on the questionnaire 
A table indicating item numbers, options, tallies and percentage 

Options and tallies 

QueSllon Options a little v.l ittle much v.much Any other/no 
No 

2 A. a little B. v. little C. much D. v.much E.anyother II/II/H 1/1 HIli /II HII /1/1 /lHI/If 

H/I-/Il 

4 A. a little B. v. little C. much D. v.much E .anyother #/J-JIII #11 11/1 /HI I Iml /1/1 II Ilff-II/I 1111 

6 A. a little B. v. little C. much D. v.much E.anyother 1111 HII I 1111 11/11111 #11 /I (((I HII 1111 1111 

8 A. a little B. v. little C. much O. v.much E.anyother l1li-1/1 IHI- 11/1 1111 1111 HH IHIIiI 

IIItIiIi 

10 A. a little B. v . little C. much D. v.much E .anyother 11/1 1/11 1111 ## 1111 /HI IIIHIII II IIII-

11/1 

12 A. a little B. v. little C. much D. v.much E .anyother IIH 111111 /III l1li-1111 HII /III 111111/1 1111 

14 A. a ti ttle B. v. little C. much D. v.much E.anyother IIH I JIJI- HII/HI HII /Iii- HII H/I II 

1//1 III 

16 A. a little B. v. little C. much D. v.much E .anyother 11/1-1111. 1/1/1 1/1/ 1111 1/ II/I IHI 1111 1/1/-1/1/ 

18 A. a little B. v. little C. much D. v.much E .anyother HI/I/II //lUI/ l1li- 11/1 1111 11111111 1111 

1/ 

20 A. a little B. v. little C. much D. v.much E .anyother 1111//1111111/11 l//tl/II I 1111 lllli //I 1111 

22 A. a little B. v. little C. much D. v.much E.anyother 11111/ 11/1 //1 1111 1liiI/II I 1/11 IIIHI/ //IU 

23 A. a little B. v. little C. much D. v.much E.anyother //II I/ff 1/(1//1 11111111 1/11 111111/1 1/ I/(H 

Percentage 

Total a little v.little much v.much 

50 26% 12% 6% 0% 

50 38% 12% 24% 18% 

50 22% 8% 34% 28% 

50 16% 10% 48% 26% 

50 8% 8% 40% 34% 

50 24% 8% 30% 30% 

50 12% 10% 38% 36% 

50 32% 8% 14% 8% 

50 36% 10% 10% 0% 

50 40% 22% 22% 6% 

50 14% 16% 32% 26% 

50 36% 28% 20% 4% 

Any 

otherl No 

56% 

8% 

8% 

0% 

10% 

8% 

4% 

38% 

44% 

10% 

12% 

12% 

Total 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

tr\ 
(J\ 

Table A4 Experimental Group (A) Students' responses for the items on the questionnaire 
A table indicating item numbers, options, tallies and percentage 

Options and tallies Percentage 

Options a little v.little much v.m uch Any other/no Total a little v.little much v.much 
Any 

Total QueStion otherl No 
No 

2 A. a little B. v. little C. much D. v.much E.anyoth er II/IIIH 1/1 HIli /II HII /Iff /lillilf 50 26% 12% 6% 0% 56% 100% 

HII-/Il 

4 A. a little B. v . little C. much D. v.much E .anyother U /J-J 11/ Ult 1111 /III I Iffl /II/ 1/ IIH-II/I 1111 50 38% 12% 24% 18% 8% 100% 

6 A. a little 8 . v. little C. much D. v.much E.anyother 1111 Hili 1/1/ IIH lilt 111111 11/1 HII 1/1/ 1/1/ 50 22% 8% 34% 28% 8% 100% 

8 A. a little B. v. little C. much D. v.much E.anyother 11/11/1 Ilfl 1m 11111111 HH IHIIII 50 16% 10% 48% 26% 0% 100% 

//fi liI/ 

10 A. a little B. v . little C . much D. v.much E .anyother 1/11 1111 1111 UIIIIII /III HIHIII 1/ 1/11- 50 8% 8% 40% 34% 10% 100% 

HII 

12 A. a little 8 . v. little C. much D. v.much E.anyother /III 1111 II 1/1/ 11/1 lilt 1111 1111 11111111 1/1/ 50 24% 8% 30% 30% 8% 100% 

14 A. a little B. v. little C. much D. V.much E.anyother l1li I l1li- HII/III 11/1 /iiI-H/lif/l 1/ 50 12% 10% 38% 36% 4% 100% 

1/1/ 1/1 

16 A. a little B. v. little C. much D. v.much E.anyother illI-lllil/l/l III/ HI! II 1/11 IHI 1111 1111'1111 50 32% 8% 14% 8% 38% 100% 

18 A. a little B. v. little C. much D. v.much E.anyother HII 1111 1111·1/1 11/1 1m lIiI 11111/1/ iIIl 50 36% 10% 10% 0% 44% 100% 

1/ 

20 A. a little B. v. little C. much D. v.much E.anyother 1111111111111/11 llii 11111 lIiI III/I III 1111 50 40% 22% 22% 6% 10% 100% 

22 A. a little B. v. little C. much D. v.much E.anyother Hil lI 1111 III 111/ l1li1111 I /Iii 1111 11/ 111/·1 50 14% 16% 32% 26% 12% 100% 

23 A. a little B. v. little C. much D. v.much E.anyother 1111/11111//111 HI/I/H 1/1/ IIH 11// II 11/1/ 50 36% 28% 20% 4% 12% 100% 



Appendix 5 
Table B1 
Control Group (B) 

A table showing items, tallies , total number of the study population of one group and percentage to the background information study of the 
.... v., trol led qroup of the 'tarqet school' - Ethiopia Tikdem Senior Secondary School (No. 1) 
Aqe 15 - 18 Total Percentage 18 and above Total Percentage Grand Total Total Percentage 

HIf I/H llii lill 
37 74% ·I/H 1111-111 

HIf /HI /HI II 
13 26% 50 100% 

Sex Male Total Percentage Female Total Percentaqe Grand Total Total Percentaqe 
HIf /HI 11111111 I/H 1111- IIIf 
11111111 I 31 62% 1111 19 38% 50 100% 

Item No Items Govern. Total Percentage Private Total Percentage Grand Total 
Elementary 1111 1111/111 

1 
School 111111111111 

49 98% 
IIIUIIIIIII 

I I 2% 50 

1111 
Junior 1111 1111 1111 

2 
School III J./ III 1111 49 98% I I 2% 50 

1111//111111 
1111 

1" Tota l Percentage 2" Total Percentage 3" Total percentage 
3 Beginning 

Grade of /111 /III 
18 36% 

II/ 
3 6% 

fill- fill fill 
29 58% 

learning English 1111111 IIH Hif 1111 

7'h Total Percentage 8th Total Percentage 9th Total percentage 
Beginning 

4 grade of using 1I1I1I1ImJ. 
English ass a /Ilf 1111 //1/ 

45 90% 1 1 2% 
1111 

4 8% 
medium of /HI 111/1111-
instruction 

Grand 
Total 

50 

Grand 
Total 

50 

the 

Total 
Percentage 

100% 

Tota l 
Percentage 

100% 

! 

I.D 
CJ' 

Appendix 5 
Table B1 
Con trol Group (B) 

A table showing items, tallies , total number of the study population of one group and percentage to the background information study of the the 

controlled qroup of the 'tarqet school' Ethiopia Tikdem Senior Secondary School (No 1) -

Age 15 - 18 Total Percentaqe 18 and above Total Percentaqe Grand Total Total Percentaqe 
HIf I HI 11111111 

37 74% ·IHI fill-III 
HIf HI! HI! II 

13 26% 50 100% 

Sex Male Tota l Percentage Female Total Percentage Grand Total Total Percentaae 
HIf Hli 11111111 IHI fill- Hif 
11111111 I 31 62% 1111 19 38% 50 100% 

Item No Items Govern. Total Percentaqe Private Total Percentaqe Grand Total 
Elementary 111I11lI11II 

1 
School 111111111111 

49 98% 
11/1. 1111 1111 

I I 2% 50 

1111 
Junior 11111111 1111 

2 
School If! J./ II! 1/1/ 

49 98% I I 2% 50 
II!! 1/1/ 1/1/ 
1/1/ 

1" Tota l Percentage 2" Total Percentage 3" Total percentage 
Grand Total 

3 Beginning 
Total Percentage 

Grade of 1111 1111 
18 36% 

III 
3 6% 

fill- fill fill 
learning English 1/11 111 IIff Iflf 1/1/ 

29 58% 50 100% 

7'h Total Percentage 8th Total Percentage 9th Total percentage 
Grand Total 

Beginning Total Percentage 

4 grade of using 11111111 m+ 
English ass a IIlI 1111 1111 

45 90% 1 1 2% 
1111 

4 8% 50 
medium of l1li11111111-

100% 

instruction 



Table 82 
Control Group (8) 

A table showing items, tallies, total number of the study population of one group and percentage pertaining to the background 
information study of 'the control group' of the target school - Ethiopia Tikidem Senior Secondary School (No. 1) 

Item No. 

5 

6 

7 

Items Tutor percent 

Aid mostly gained 

to develop English 12 24% 
(I. e. outside class 
room) 

A strategy most 
frequently used to reading 

percent 
expand vocabulary (I.e. books 

outside the classroom) 
5 10% 

I nterest towards Low Total 

English language 
1/1/ 5 

Reasons for 'low' interest as 
mentioned by the respondents 

Friends 

4% 

News, p. 

mag. etc. 

6% 

Percentag 

10% 

because teachers themselves neither 
speak nor teach in English. 
poor background 
forgetfulness in recalling words taught 
or learnt 
because English is difficult to learn 
lack of confidence 
family problem 
lack of help from teachers, etc. 

percentage 

8% 

percentage 

12% 

V.low 

0 

parents 

8 

radio, 
TV, 

Video 

4 

Total 

0 

Percentage Foreigner percent Never percent 

16% 7 14% 19% 38% 

Percentage Dictional) percent Never percent 

8% 20 40% 15% 30% 

Percentage V.High Total Percentage V.high 

ffft /Hi IItt I/H 
0% HHHH 20% 40% Hlff/H 

fl/I 

Reasons for 'high' or v.high interest as 
mentioned by the respondents 

inherent interest 
for it is a medium of instruction 
because it is an international language 
because it is a means of communication 

because it could be a means of survival 
in the futu re, etc. 

Grand Total Percentage 

50% 100% 

Grand Total Percentage 

50 100% 

Total Percentage 

25 50% 

Grand Total 

50 

Percentage 

100% 

['­

CJ' 

Table 82 
Control Group (8) 

A table showing items, tallies, total number of the study population of one group and percentage pertaining to the background 
information study of 'the control group' of the target school - Ethiopia Tikidem Senior Secondary School (No. 1) 

Item No. 

5 

6 

7 

Items Tutor percent 

Aid mostly gained 

to develop English 12 24% 
(I. e. outside class 
room) 

A strategy most 
frequently used to reading 

percent 
books expand vocabulary ( I.e. 

outside the classroom) 
5 10% 

I nterest towards Low Total 

English language 
1/1/ 5 

Reasons for 'low' interest as 
mentioned by the respondents 

Friends 

4% 

News, p. 

mag . etc. 

6% 

Percentag 

10% 

because teachers themselves neither 
speak nor teach in English. 
poor background 
forgetfulness in recalling words taught 
or learnt 
because English is difficult to learn 
lack of confidence 
family problem 
lack of help from teachers, etc. 

percentage 

8% 

percentage 

12% 

V.low 

0 

parents 

8 

radio, 
TV, 

Video 

4 

Total 

0 

Percentage Foreigner percent Never percent 

16% 7 14% 19% 38% 

Percentage Dictional) percent Never percent 

8% 20 40% 15% 30% 

Percentage V.High Total Percentage V.high 

ffft /Hf IIff I/H 
0% IHf IHf 20% 40% Hlff/H 

fl/I 

Reasons for 'high' or v.high interest as 
mentioned by the respondents 

inherent interest 
for it is a medium of instruction 
because it is an international language 
because it is a means of communication 

because it could be a means of survival 
in the futu re, etc. 

Grand Total Percentage 

50% 100% 

Grand Total Percentage 

50 100% 

Total Percentage 

25 50% 

Grand Total Percentage 

50 100% 



Table B3 

Controlled Group (B) 
Student's responses for items on the questionnaire 

A table indocating item numbers, options, tallies and percentage 

Options and tallies 

Question Options Yes No 

1 Yes No 
HI+-IH/ IHI Ill! /1// //11-1 
IIIf 11/1 111+-111/ 

3 Yes No 
IIIf 1/1/1/11 //II Iffll 1/1/ 
IfII Ifll tItI fill I 

5 Yes No 
II II I/If /1/1 !//I 1/11 "If 
HH HH 11/1 I/I/-

7 Yes No 
1111 ///1 1111 1111 1/1/ 1/11 
lillI/II ///1· /111 I 

9 Yes No 
1j.1~ 1/11 111/ II 1/ 1111 1/ 
11// III} /III- /III //I 

11 Yes No 
1/1/ 1/1/ I/If. 1111 /11/ II 
11/1 1/11 lillI/II /II 

13 Yes No 
111111111/1/1111 1/11 III 
1111 11/11/11 HH II 

15 Yes No 
1//1 11/1 II /I 11/1 IHI IIfUfII 1/ 
l1li 1/11 III 

17 Yes No 
1/111111 11111 1/111111 IfII /II 
fill 1111 /lif 1/ 

19 Yes No 
IIHIII I /I /I III/ /11/ IIIf f/f 
/1/1 l1li /Iii Ii 

21 Yes No 
Hff Ifff tlff-Ifli' I/If IfII 
1111 Illl I/Il 1111-

Total 
Yes 

50 
88% 

50 
92% 

50 
90% 

50 92% 

50 96% 

50 
96% 

50 
94% 

50 
76% 

50 
84% 

50 
84% 

50 
90% 

Percentage 

No 
12 

8% 

10% 

8% 

4% 

4% 

6% 

24% 

16% 

16% 

10% 

Total 
100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

a:J 
0' 

Table B3 

Controlled Group (B) 
Student's responses for items on the questionnaire 

A table indocating item numbers, options, tallies and percentage 

Options and tallies 
Total 

Percentage 

Question Options Yes No Yes No Total 

1 Yes No 
HH-/HI /HI 1/ /f // /I /1/1-1 

50 
88% 12 100% 

I/If I/ft H H-I/ 1/ 

3 Yes No 
I/If /ftll/I/ //II Iffll 1/1/ 

50 
92% 8% 100% 

/ fII Ifft tI tI fill / 

5 Yes No 
H /I 1/ If Il /I ///1 1/1/ 1111 50 90% 10% 100% 
HII HllIII/ 1//1. 

7 Yes No 
/1/1 ///1 1/1/ // 1/ 1/1/ 1/1/ 

50 
92% 8% 100% 

1/111/1/ ////· ///1 / 

9 Yes No 
/j.I~ 1/1/ /11/ /11/ /1// /I 

50 96% 4% 100% 
/11/ l/If 1//1- /1/1 //I 

11 Yes No 
1/1/ II 1/ 1//1 /I /I /1/1 /I 

50 
96% 4% 100% 

/11/ 11// /lflllll /II 

13 Yes No 
111111111/111/1/1/1/ /1/ 

50 
94% 6% 100% 

/11/ / /If /11/ HII /I 

15 Yes No 
1/1/ /1/1 Il /I /1/1 /HI !/fUfII/I 

50 
76% 24% 100% 

HIlI/II 11/ 

17 Yes No 
1/1/ /1/1 1/1// II /1111 / Ifli /II 

50 
84% 16% 100% 

fII/ 1111 /III II 

19 Yes No 
I/f! /1/1 /1/1 1//1 /1/1 IIIf " , 50 

84% 16% 100% 
/1/1 HII /1/1- /i 

21 Yes No 
Hfllfff tiff-if/I- /1/1 /fli 

50 
90% 10% 100% 

//11 Il// /Ill /IIi 



Table 84 
Controlled Group (8) 
Students' responses for items on the questionnaire 
A table indicating item numbers, options, tallies and percentage 

Options and tallies 

Question Options a little v.little much v.much 

No 

2 A. a little B. v. little C. much D. v.much E.anyother 111111111111-1111 //If III Iliff HI 1111 III 

4 A. a tittle B. v . little C. much D. v .much E.anyother 1IIIIIIIIIIIIIfI. 1111 1111 1111 1111 III IIfI-

6 A . a little B. v . litt le C . much D. v.much E.anyother 111111111111 1 1111111 1111 111111111 IIIflll 

8 A. a little B. v. little C. much D. v.much E.anyother 1111 111 II 1111-11111111 1111 11111111 1111 1111 

10 A. a little B. v. little C. much D. v.much E.anyother 1111 I/It 1111-11 III mI-/1111111 II 11111111111 

12 A. a little B. v. little C. much D. v.much E.anyother HII 11111111 1111-1 1111 Hli Hill 111111111111 

14 A. a little B. v. little C. much D. v.much E.anyother 1111 1111 I II IIII-Iff,./I!! !If 11111111 1111 II 

16 A. a little B. v. little C. much D. v.much E.anyother 1/11 11/1- 1111 l1li1#1 II 1111 IHI II 11/1 

18 A. a little B. v. little C. much D. v.much E.anyother 111111111111·"" JIll 1111 / 1111-/111 II 

20 A. a little B. v. little C. much D. v.much E.anyother 1111-1111 1111 11111111 1111-11I1-1III1 IIff 

22 A. a little B. v. little C. much D. v.much E.anyother 111111111111 1111 1111111111111 11111111 

23 A. a little B. v. little C. much D. v.much E.anyother 1111 111111111111- 1111-1111 III, II 1111111 

Any Total 

other/no 
a litt le 

1/11- 50 38% 

II 50 40% 

II 50 32% 

II 50 16% 

50 34% 

50 28% 

II 50 22% 

'"1 111 50 28% 

1111- /11 50 38% 

1111-1 50 28% 

III! 50 28% 

1111- 50 40% 

Percentage 

v.little much v,much 

16% 36% 0% 

10% 36% 10% 

16% 32% 16% 

4% 38% 38% 

6% 34% 26% 

12% 32% 28% 

4% 36% 34% 

24% 24% 8% 

22% 20% 4% 

18% 32% 10% 

10% 32% 20% 

20% 14% 16% 

Any 
otherl 

No 

10% 

4% 

4% 

4% 

0% 

0% 

4% 

16% 

16% 

12% 

10% 

10% 

Total 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

(j\ 
(j\ 

Table 64 
Controlled Group (6) 
Students' responses for items on the questionnaire 
A table indicating item numbers, options, tallies and percentage 

Options and tallies Percentage 

Any Total Any Total 
Question Options a little v.little much v.much 

other/no 
a little v.little much v.much otherl 

No No 

2 A. a little B. v. little c. much D. v.much E.anyother /111/111 /1"-",, /HI III "If IHI "" "I III!- 50 38% 16% 36% 0% 10% 100% 

4 A. a little B. v. little c. much D. v.much E.anyother 
II" "" "" "II 

Hli 
"" "" "" III "". " 50 40% 10% 36% 10% 4% 100% 

6 A. a little B. v. little c. much D. v.much E.anyother 
1111 "" "" I l"fI" 

"" "" "" I 
'III III " 50 32%1 16% 32% 16% 4% 100% 

8 A. a little B v. little c. much D. v.much E.anyother 
"" III " /III· "" "" "" IIli "" "" "" " 50 16% 4% 38% 38% 4% 100% 

10 A. a little B. v. little c. much D. v.much E.anyother II" 1/11 lUI" III 
11/ /-"" "" " 

1/11 ""111 50 34% 6% 34% 26% 0% 100% 

12 A. a little B. v. little c. much D. v.much E.anyother 
"" "Ii "" 

""-1 1111 Hli/lfli fill 1/11 III/ 50 28% 12% 32% 28% 0% 100% 

14 A. a little B. v. little c. much D. v.much E.anyoth er 
"" "" I " ""-III! "" III !III "" III! " " 50 22% 4% 36% 34% 4% 100% 

16 A. alitUe B. v. little c. much D. v.much E.anyother "" III!· III! IIII!IH " 1111 !IN " !!!! H!! III 50 28% 24% 24% 8% 16% 100% 

18 A. a little B. v . little c. much D. v.much E.anyother 111111111111-1111 111111111 "'/· 1111 /! III/, It, 50 38% 22% 20% 4% 16% 100% 

20 A. a little B. v. little c. much D. v.much E.anyother I!-/f! /If!!!! !!!II!!! !III-I!II-m! ! IIff H!I-! 50 28% 18% 32% 10% 12% 100% 

22 A. a little B. v. little c. much D. v.much E .anyother /!/! II/! !!!! /!/! 1111 /!II ""! II/! II!! /!/! 50 28% 10% 32% 20% 10% 100% 

23 A. a little B.v little c. much D. v.much E.anyother /! /! !!!! ! /!/ !!!! II!rl!!! !!!! !! !!II !!! /!!!. 50 40% 20% 14% 16% 10% 100% 



Appendix 6 __ 
Table C, 

A table showing various items of the background information study of the teachers of the four target schools - Ethiopia Tikidem Senior Secondary School, 
Intoto Comprehensive Secondary School; 'Yekatit 12' Secondary School and Minilik Secondary School 

Name of the School Ethiopia T.S.S.5. No.1 Intoto' CSS Yekatit 12' SS Minilik'SS 

Governmental or Private Governmental Governmental Governmental Governmental 

Sex 
T1 T2 T3 T1 T2 T1 T2 T3 T1 T2 

M, M, F F M M M M M F 

Age 
T1 T2 T3 T1 T2 T 1 T2 T3 T1 T2 

48 48 41 47 44 49 48 53 45 48 

Qua li fication 
T1 T2 T3 T1 T2 T1 T2 T3 T1 T2 

S.A S.A S.A SA S.A SA SA S.A S.A SA 

Any other qualification 
x x x T1 T2 T1 T2 T3 T1 T2 

x x x x x x x 

Major 
T1 T2 T3 T1 T2 T1 T2 T3 T1 T2 

English English English English English English English EDAD Enqlish English 
Minor x x Amharic T1 T2 T1 T2 T3 T1 T2 

x x x X English X x 
Service T1 T2 T3 T1 T2 T1 T2 T3 T1 T2 

10 & above 10 & above 10 & above 10 & above 10 & above 10 & above 10 & above 10+ 10+ 10+ 

Interest towards teaching T1 T2 T3 T1 T2 T1 T2 T3 T1 T2 
Enqlish v. high v. high v. high low v. high high v.high v.h igh high v.hiqh 

Any other answer than the one T1 T2 T3 T1 T2 

mentioned above X X X x x X X X x x 
Reasons for the choice of each Because of X X T1 T2 T1 T2 T3 T1 T2 
teacher concerning interest its being Because of international means of curiosity natural in terest in terest 

towards teaching English: international the students' language living and interest interest 

language bad behavior medium of to master 

instruct ion language 

natural interest 
-

o 
o 
'" 
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Table - C2 

No 

1 
2 
3 

4 

5 

6 

7 

S 

9 

10 

A table illustrating the most important items in the preceding table (I.e table C-1) in terms of Percentage 

Items 
No of teachers falling under 

Total Percentage 
each item 

B.A holders 10 10 100% 
English majors 9 9 90% 
English minors 1 1 10% 

10 100% 
Teachers with teaching service 
of 10 years and above 10 10 100% 
Teachers with' very high' 
imterest towards teach ing 
English 7 7 70% 
Teachers with 'high' interest 
towards teaching English 2 2 20% 
Teachers with 'low' interest 
towards teaching English 1 1 10% 

10 100% 
Teachers who say their attitude 
towards English is ' high' or 'very 
high' because of inherent 
interest, its being international 
language, medium of instruction, 
etc. 7 7 70% 

Teachers who say their altiude 
towards English is 'low' because 
of the students' mal-discipline 1 1 10% 
Teachers who didn't say anything 
about their choices 2 2 20% 

10 100% 

I 

, 

, 

" o 
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Table C3 

Question No. 

1 

3 

5 

7 

8 

10 

12 

14 

16 

18 

21 

23 

25 

27 

29 

Teachers' responses for the items on the questionnaire 

A table illustrating item numbers, options, tallies and percentage 

Options 
Options and tallies Total Percentage Total 

Yes No Yes No 

Yes No 1111-1111 I 10 90% 10% 100% 

Yes No III! l/If 10 100% 0% 100% 

Yes No WIlli 10 100% 0% 100% 

Yes No /III 1111 I 10 90% 10% 100% 

Yes No II!I-II/l I 10 90% 10% 100% 

Yes No II11I 111/ 10 60% 40% 100% 

Yes No lillI/II I 10 90% 10% 100% 

Yes No 11/11/1/ I 10 90% 10% 100% 

Yes No Hli/l/l 10 100% 0% 100% 

Yes No lIIi 111/ I 10 90% 10% 100% 

Yes No 11/1-1/1/ I 10 90% 10% 100% 

Yes No 1111-1/1/ I 10 90% 10% 100% 

Yes No III! III! 10 100% 0% 100% 

Yes No 1111 1111 10 100% 0% 100% ; 

Yes No 11111111 10 100% 0% 100% 
I --

N.B. Question numbers represent items on the questionnaire designed for teachers. And options are for each item on the questionnaire 
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Table C4 Teachers ' responses for the items on the questionnaire 

A table illustrating item numbers, options, tallies and percentage 

Options and tall ies Percentage 
Question Options very very Any a very very any 

a little much Total much 
No. little much otherlno little little much otherlno 

2 A. a little 8 . v .little C. much D.v.much E. Any other I II l1li- 1 I 10 10% 20% 60% 0% 10% 

4 A. a little B. v .little C. much D.v.much E. Any other I II HH I I 10 10% 20% 60% 10% 0% 

6 A. a little B. v.litt le C. much D.v.much E. Any other I 1111- II II 10 10% 0% 70% 20% 0% 

9 A. a little B. " .little C. much a .v.much E. Any other III I " " II 10 30% 10% 20% 20% 20% 

11 A. a little 8 . v.little C. much D.v.much E. An y other III III I III 10 30% 0% 30% 10% 30% 

13 A. a little B. v .litt le C . much D.v.much E. Any other lIIf/ 1111 10 0% 0% 60% 40% 0% 

15 A . a li tt le B. v.little C . much D.v.much E. Any other II I HHI I 10 20% 10% 60% 0% 10% 

17 A . a little B. v.little C. much D.v.much E. Any other IIIflll I I 10 0% 0% 80% 10% 10% 

19 A a little B. v.little C. much D.v.much E. Any other III l1li- I I 10 30% 0% 50% 10% 10% 

20 A. a little 8. v.little C. m uch D.v.much E. Any other I 1111 1111 I 10 0% 10% 40% 40% 10% 

22 A a little B . v.little C. much D.v.much E. Any other ' " f II II I 10 50% 20% 20% 0% 10% 

24 A. a little B . v.little C. much D.v.much E. Any other I III~ III I 10 10% 0% 50% 30% 10% 

26 A . a little B. v.little C. much D.v.much E. Any other /I IIIf , II 10 20% 0% 60% 20% 0% 

28 A. a little B. v.little C. much D.v.much E. Any other I IIIf III I 10 0% 10% 80% 10% 0% 

30 A. a little B. v.little C. much D~~_much _5~~~.y __ ~ther 1111 I HH 10 40% 10% 50% 0% 0% 
--

N.B. Question numbers represent items on the questionnaire designed for teachers and options are for each item on the questionnaire. 

Total 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 

100% 
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20 A. a little 8. v,llttle C. much O.v.much E. Any other I 1/1/ 1/1/ I 10 0% 10% 40% 40% 10% 100% 
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Appendix 7 
Table D1 

Items Selected and included in the , checklist 
for classroom Observation 

I. Employing contextual way of vocabulary teaching or 'guessing form context' 
while teaching meaning. 

II. Giving clues or training students to indicate context clues that would help them 
understand the meaning of unfamiliar words. 

III. Teaching meaning contextually in a way it wi ll have transferrable strategy for 
learning that can be used with other vocabulary. 

IV. Encouraging students to use con textual clues to work out meaning during the 
English period while students are working on 'Guessing meaning exercises' . 

V. Encouraging students to check whether their guess (es) is/are correct or almost 
correct. 

Eva luation of Teachers in terms of the 'five items' listed above: 

Teacher - A Teacher - B 

1 2 3 4 5 1 2 3 

I V I V 

II ~ 
, II V 

III V III v 

IV V IV V 

V V V v 

Teacher -C Teacher - D 

1 2 3 4 5 1 2 3 

I V- I v 
II V II V 

II I v II I V 

IV V IV 

V V V 

104-

4 5 

4 5 

V 

V 
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Table 02 
Teacher - E 

1 2 3 

I 

II 

III 

IV 

V 

Teacher - G 

1 2 3 

I V 
II V 
III V 
IV V 
V V 

Teacher - I 

1 2 3 

I 

II 

III 

IV 

V 

Key: 
I, II , III , IV, V 

1, 2, 3, 4, 5 

A - J 

Teacher - F 

4 5 1 2 3 4 

t/ I V 
V- II V 

V III V 

V IV V 
V V V 

Teacher - H 

4 5 1 2 3 4 

I V 
II V 
III ;/ 

IV Y 
V V 

Teacher - J 

4 5 1 2 3 
, 

V' I V 
, 

v II Iv 
V III V 

V IV 

V V V 

Numbers representing items selected and included in the 
checklist for classroom observation. 

Numbers representing grades (1 = very poor, 2= poor, 

5 

5 

4 

V 

3 = satisfactory 4 = good, 5 = very good given to each teacher 
in terms of each item. 

5 

Letters representing the 10 teachers observed in the four target 
schools - Ethiopia Tikidem Senior Secondary School , 'Yekatit 12' 
Secondary School, Intoto Comprehensive Secondary School and 
Minilik II Secondary School. 

10 5 
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ii 

Table D3 
Table indicating tallies of results of classroom observation of the 
teachers on each item. 

Grades and tallies illustrating the number of teachers 
Item falling under each grade in each item 

number 
1 2 3 4 

I X / II1I-I 1// 

II X 1// 1/1/ / 

III X 1//1 /II 1/ 

IV X x +III- 1/ 

V X 1/ /Iff // 

Table indicating the percentage of the total number of teachers 
who fall in the same categories of grades 

Item No. Grade Number of Percentage 

2 1 10% 

I 3 6 60% 

4 3 30% 

Total 10 100% 

Item No. Grade Number of Percentage 

2 3 30% 

II 
3 4 40% 

4 1 10% 

5 2 20% 

Total 10 100% 

106 

5 

x 

1/ 

x 

/II 

/ 
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Table D, 

Item No. Grade 
Total number 

Percentage 
of teachers 

2 5 50% 

III III 3 3 30% 

4 2 20% 

Total 10 100% 

Item No. Grade 
Total number 

Percentage 
of teachers 

3 5 50% 

IV IV 4 2 20% 

5 3 30% 

Total 10 100% 

Item No. Grade 
Total number 

Percentage 
of teachers 

2 2 20% 

V 3 5 50% 

V 4 2 20% 

5 1 10% 

Total 10 100% 
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Table D, 

Item No. Grade 
Total number 

Percentage 
of teachers 

2 5 50% 

III III 3 3 30% 

4 2 20% 

Total 10 100% 

Item No. Grade 
Total number 

Percentage 
of teachers 

3 5 50% 

IV IV 4 2 20% 

5 3 30% 

Total 10 100% 

Item No. Grade 
Total number 

Percentage 
of teachers 

2 2 20% 

V 3 5 50% 

V 4 2 20% 

5 1 10% 

Total 10 100% 
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Appendix _--,8,--_ 

Lesson 1 Brainstorming sess ion 

Some current trends ill vocabulary teaching 

(J.~.'A"~. N i!.w.l)g~r.) 

Comprehension and production 

Any discussion of vocabu lary acquisition and of language performance in 
general needs to draw a clear distinction between comprehens ion and production 
... comprehension of vocabu lary relies on strategies that permit one to understand 
words and store them, to commit them to memory, that is, wh ile production 
concerns strategies that activate one's storage by retrieving these words from 
memory, and by using them in appropriate situations. 

I. Comprehension 
1.1 Enhance understanding 

First and foremost one has to know what unfamiliar or unknown words 
mean. It is at the same time very important to assure or to inform the learner that 
she/he does not have to know all the words of a passage before she/he can 
understand its meaning; a single mysterious word - or two or three will not 
prevent comprehension- It is the understanding of the text that will be his/her 
greatest aid in guessing these difficult words. Besides, it is important that the 
learner must know that she/he does not need to know all the meanings of anv 
particular word but that she/he can be content or sati sfied knowing only a general 
meaning for it. ... Finally, one needs to convince the learner that instead of 
looking up every word in a dictionary, she/he should rely or depend on the kinds 
of techniques that are used for discovering meaning .... but one should advise the 
learner that the dictionary be used as a last resort or alternative. 

Context Clues 

Guess ing vocabulary from context is the most frequent way to discover the 
meaning of new words, and to be able to do thi s, one needs to look for a number 
of clues. 

Guesses arc guided by: 

(a) the topic - which in conversation is obvious or clear from the type of 
social interaction involved, and which in reading may be signalled by an 
abstract or outline of what one is about to read. Even a title provides an 
effective or useful source of clues for guessing (Dooling and Lachman 
197 1) 

(b) Words in discourse - Discourse is full of redundancy or repetition, 
anaphora or word used to substitute a word sa id previously (e.g. if you 
don't want to iron my shirt, I will do it.) and paralleli sm (e.g. Don't 
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understand its meaning; a single mysterious word - or two or three will not 
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greatest aid in guessing these difficult words. Besides, it is important that the 
learner must know that she/he does not need to know all the meanings of anv 
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Context Clues 

Guess ing vocabulary from context is the most frequent way to discover the 
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Guesses arc guided by: 

(a) the topic - which in conversation is obvious or clear from the type of 
social interaction involved, and which in reading may be signalled by an 
abstract or outline of what one is about to read. Even a title provides an 
effective or useful source of clues for guessing (Dooling and Lachman 
197 1) 

(b) Words in discourse - Discourse is full of redundancy or repetition, 
anaphora or word used to substitute a word sa id previously (e.g. if you 
don't want to iron my shirt, I will do it.) and paralleli sm (e.g. Don't 
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exaggerate the parallelism between the two cases.) and each offers or 
gives clues for understanding new vocabulary. 

(c) grammatical structure - grammatical structure, as well as intonation in 
speech and punctuat ion in writing contain further clues. 

Exerc ises which work with the three kinds of context clues that 
wo uld help sharpen student s' abi lity to discover meaning through context 
alo ne and examples which emphas ize the redundancy of language by 
demonstrating the types of contex ts which can provide the mean ing of an 
unfa mili ar word' (C larke and Sil berstein 1977, P.145): 

I. Synonym in appos ition: Our uncle was a nomad, an incurab le wanderer 
who neve r could stay in one place. 

2. Antonym: While the aunt loved Marty deeply, she abso lutely desp ised 
his twi n brother Smarty. 

3. Cause and effect: By surrounding the protesters with armed poli cemen, 
and by arresting the leaders of the movement, the rebe llion was 
effectively quashed . 

4. Association between an object and its purpose or use: The sc ienti st 
removed the treati se from the shelf and began to read . 

5. descri ption: Tom received a new roadster fo r hi s birthday. It is a sports 
model, red with white interi or and bucket seats, capable of reachi ng 
speeds of more than 150 krn .lh. 

6. Example: Mary can be quite gauche: yesterday she blew her nose on the 
new linen tablecloth. 

Lesson 2 

2. Prod uction 
2.1. Vocabulary Use 

Slightly adapted and extracted fro m 
Vocabulary and Language Teaching 
(by Ronald Carter and Michael 
McCarthy, 1988) 

Brainstorming Session 

It is more important for students to use the newly stored or learn t 
language or word as effortlessly and quickl y as possible that it is for them to 
wait fo r contro l of prec ise vocabulary (or perfect grammar), even though 
what they produce stray far from the standard. Being able to participate in 
conversation with some degree of fl uenc y leads to the se lf confidence 
necessary to take more chances with the language. (Ronald Carter and 
Michael McCarthy, 1988) 
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Ways of Promoting Fluencv or Vocabulary Use 

I . Urging studen ts to pu t language together the best they can and avo id the 
se lf- monitoring that wo uld inhi bit its use. 

2. Teaching stude nts the knac k or abil ity of circumlocution- (instance of 
the use of many wo rds to say someth ing th at could be sa id in a few 
wo rds) - makes use of the ways we have of co ining words to fill lexical 
gaps in the language such de vices as deri vation, compound ing, 
blending. imitati on and back- fo rmati on. etc. 

Cir'cumlocution 
Examples 
For the word 'incense' 

Sara burnt a substance that produces smoke and pleasant smell when she 
made coffee. 

Sara burnt incense. 

For the word 'Priest' 

When Ato Birru di ed last time, mother asked a religious father to perform 
religious duti es in the church. 

Word- formation Processes 

A. Derivation 

Derivati on is the most commo n word - formation process found in the 
production of new Engl ish wo rds. 
Deri vation is accompli shed by means o f a large nu mber of small 'bits' of the 
English language which are not usuall y given separate listings in dictionaries. 
These small 'bits' are call ed a ffi xes. 

Examples : 
UI1-, I11is-, pre-, il-, ir-, in1- , in-, -ful , -less, -ish, -ness, -i sm, etc. 

url11ecessary 
mislead 

illegal boyish useless 
incorrect beauti ful 

Prefixes and suffixes 

sadness 

Prefixes are affi xes added to the beg inning of a word (e.g. im-, in-, pre-, post­
etc.) 

Suffixes are affixes added to the end of a word (e.g. -ism, -ish, -less, - ful , etc .) 
Deri vation - tak ing a root (word) and adding affixes. 

e.g. inab ili ty - as unable ness 
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imba lanced - unbalanced 

I root 
ab le 

I pre fi x 
In-

I suffix 
-Ity 

root prefix suffi x 
able un- -ness 

B. Compo unding 

Compound ing is one of the word-formati on processes; it IS a process of 
combining or jo ining of two or more words to form a word. 

e.g. cha lk box 
ink-pot 

table cloth 
commander - in- chief etc. 

Variety of compounds or compound words 

- salesman (together) 
- table cloth (separated) 
- pocketbook (together) 
- bird cage (separated) 
- whitewash (together) 
- mother - in - law (hyphenated) 
- ink-pot (hyphenated) 

C. Blending 

Blend ing is a process of combining two separate forms to produce a single new 
term. 

U breakfast + lunch 
gaso line + a lcohol 
motor + hotel 

~ brunch 
~ gasohol 
~ motel 

telev ision + broadcast ~ telecast etc. 

D. Back-formation 

Backformation is a very specialized type of reduction process. Typically, a 
word of one type (usuall y a noun) is reduced to fo rm another word of a 
diffe rent type (usuall y a verb) 

e.g. te lev ise - from television 
. . 

- from ci rcumcision circumCise 
edit - fro m edi tor 
donate - from donation 
in form - from information 

discover - from discovery etc. 
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E. Clipning 

Clipping is the element of reduction process which is noticeable in blending. 
~ ad - advertisement 

fan - fantastic 
prof - professor 
lab - laboratory 
plane - aerop lane 
flu - influenza etc . 

F. Acronyms 

Some new words are formed from the initial letters of a set of other words . 
These acronyms often consist of capital letters. 

~ WHO - World Health Organization 
FAO - Food and Agriculture Organization 
UNESCO - United Nations Educational Scientific and 

NASA 
NHS 
NI 

Cultural Organization 
- Nat ional Aeronautics and Space Ad ministration. 

- National Health Service. 
- National Insurance etc. 

In fact, acronyms can lose their capitals to become everyday terms. 
~ laser - light amplification by stimulated emission or 

radiation. 
radar - radio detecting and ranging 
scuba - se lf contained underwater breathing apparatus etc. 

G. BOlTowing 

The process labelled 'borrowing is one of the least common process of word­
formation in English. 

~alcohol 

boss 
Piano 
robot 

zebra 
fiance 

(Arabic) 
( Dutch) 
(Italian) 
(Czech) 

(Bantu) 
(French) etc. 

(George Yule, 1994: 5 - 8) 

2. Vocabulary Retrieval 

The storage of information does not guarantee its retri eval; we need ways to 
increase the probability that retrieval clues will be effective, just as we need 
techniques that will permit the recall of words that are appropriate for the situat ion. 
Techniques that enhance production wi ll have to be centred on the meanings of 
words rather than on their form s ... The most effective associative bonds or 
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bindings for production, the refore, connect the word and its mean ing. The 
fo llowing are some of the techn iques that gather words in such a way. 

S ituatio nal Scts 

... They are group of wo rds that are associated because o f the subject of the 
text, its purpose or its constructi on; they are words related to parti cular situati on. 
Conve rsati on about a departmen t store, for exam ple, would most like ly con tain 
vocab ulary such as price, fl oo r, sal es, charge, clothes; that about school wo uld 
invo l ve teacher, student, class, tex tbook, lesson. 

Scm a nt ic Sct 

.... Semantic sets, like situationa l sets, are ways o f bringing words together so 
that infe renti al associations are more obvious or clear. 

Words can be grouped as : 

I . synonyms e.g. (sofa, couch) 
(a) fo rmal and informal synonyms - (child, kid) 
(b) poetic and non-poetic synonyms - (bough, branch) 
(c) Positi ve and negati ve synonyms - (tlu'ifty, stingy) 

2. antonyms (wide, narrow), (big, small ), etc. 
3. co-ordi nates (oak, elm) 
4 . super- ordinates (skunk, animal) 
5. subordinates (fruit, pear) 
6. st imulus respo nse pairs - pairs such as accident, car and boy, mother etc. 

A typica l exercise treati ng synon yms as presented by Martin ( 1976) fo r 
teaching academic vocabu lary by grouping several ve rbs of analys is along with 
a sentence context: 

consists of - the proposa l consists o f several parts 
be composed of - the report is composed offour sec tions. 
contain - the so lution contains many inert compounds 
be made up of - water is made up of two elements. 

(Mart in 1976, P.94) 

Such groups help form associati ve bonds, while at the same time they 
'illustrate how semantically similar verbs can have diffe rent syntactic, semantic 
and pragmatic restrict ions' (Mickay 1980b, P.19) 

Metaph or Sets 

Metaphors or words which indicate something differe nt fro m (though 
re lated in some way to) the literal mea ning, permit us to unde rstand something 
that often is abstract or mys terious in terms of something that is more concrete 
or fa mi liar, exert a powerful influence on the ways we think and the actions we 
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take . Words like waste, spend, cos t. spare. worth , borrow, profit ,though 
possible to organize as a situational set, are easi ly assoc iated in terms of the 
metaphor time is money. 

You are wast ing my time. 
How do yo u spend your time? 
That nat tire cost me an hour. 
I' ve invested a lot of time in her 
I don't have time to spare. 
Is that wo rth vour whil e? 
He's living on borrowed time 
You don't use your ti me profitabl v. 

(Lakoff and Johnson 1980) 

Lesson 3 

What is 'context'? 

Advanced Learner's Dictionary (1989) defines the word 'context' in two 
ways: 

Context: I . words that come before and after a word , phrase, 
statement, etc. helping to show what its mean ing is: 

Examples 

(a) They dropped the ash from their cigarettes into that glass 
di sh. That is why it's call ed an ashtray. 

Unfami li ar or 
Contex t clues 

unknown wo rd Meaning 

small dish into which 
-ash from cigarettes 

ashtray smokers put tobacco ash, 
cigarette, end, etc. 

- glass , dish, etc. 

(d) The length of women's skirts goes up and down from year to year. In 
the 1960, min i skirts became very fashio nable and a woman could wear 
a skirt twenty or thirty centimetres above the knee. A few years later, 
max i skirts became trendy and then yo u had to wear skirts twenty or 
thirty centimetres below the knee. Each season there is always a 'correct' 
length and if your skirt is a little too long or too short some people will 
thi nk that you are unfashionable. 
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Unfami liar or 
Meaning context Clues 

unknown wo rd 

- mini skirts 
- max i skirts 

tre nd y fashionabl e 
- mini skirts became 

fashionable 
- maxi skirts became 

trendv ... 

unfashionable not fashionable 
the prefi x un- (meaning: 

Context: 2. circumstances in which something happens 
or in whi ch something is to be cons idered. 

Examples 

in the context of childhood 
in the context of adu lthood 
in the context of economic cri sis due to 

shortage of sth. (e.g. fuel or petrol) 
in the context of a certain society etc. 

Activities that usually occur in the context of childhood 

Play ing in the rai n. 
eating anything found on the grou nd or elsewhere 
breaking glasses, dishes etc. 

'not') 

doing things usuall y knowingly and sometimes unknowingly or 
knowingly, etc . 

Activities that usually occur in the context of adu lthood 

play ing in a safe (i.e. clean, su itable etc.) area 
eat ing clean food. 
not breaking glasses under normal circumstances Iconditionsl 
doing things usually knowingly and sometimes unknowingly or 
knowingly, etc . 

Things to be considered in the contex t of econom ic crisi s 

scarcity Ishortage of petrol, of food supplies due to either less production of 
crops or natural calamity/disaster etc. 
inadequacy of proper machinery that wo uld fac ilitate production, 
scarcity of commodities and other suppli es due to war or di sagreement 
between or among countri es, e tc. 

Act ivities or circumstances to be viewed in the contex t 
of a certain soc iety. 

folk dances Icultural dances in the rural or urban societyl 
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style of life in countryside's and towns or cities. 
outlook /ways of thinking in backward and modern soc iet ies , etc. 

Lesson 4 

Factors which affect guessing froll1 context: 

background knowledge of the subject malleI' of a given text I.e. the general 
con text. 

the density of the unknown words (i.e. hi gh dens ity of the unknown words 
results in great difficulty to guess mean ing from context) 
the ratio of unknown words to known words in a text. 
clarity or easiness of the necessary clues. 
training or not training learners to guess from context. 
the number of times the same unknown word occurs in a text and the variety of 
contexts in which it occurs in the text. 
the importance of the unknown word to understand the context to which it is 
embodied or included. 
the closeness of the contextual informatio n to the unknown word (Carnine, 
Kameenu; and Coyle 1984) 
the usefulness of prior knowledge, etc. 

A strategy for guessing from context 

According to Clarke and Nation (1980) the followin g strategy has been 
given as an elaboration for guessing meaning from context. And it represents a 
procedure learners can use to ensure that they are making good use of the available 
context clues. It is, however, expected that as the learners become more proficient 
in the use of the clues, they will not need to fo llow the steps of the strategy so 
rigid ly. 

Two things the strategy presupposes (implies/indicates) 

Firstl y, the learners are able to follow the ideas in the text they are reading, 
that is , they have sufficient command of vocabu lary , grammar and read ing ski lls to 
achieve basic comprehension of the text they are reading and secondly that learners 
bring some re levant background knowledge to the text. 

The fi ve steps the strategy (i.e. guessing from context) consists: 

I. Finding the part of speech of the unknown or unfamiliar word. 
2. Looking at the immediate context of the unknown or unfami li ar word and 

si mplifying this context if necessary. 
3. Look ing at the wider context of the unknown word. This means looking at 

the relationship between the clause containing the unknown word and 
surround ing clauses and sentences. 

4. Guess ing the meaning of the unknown word. 
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5. Checking that the guess is correct. 

In itia ll y, the strategy is a majo r interruption to the reading process whi le 
lea rners deve lop fami liarity with the range of clues ava il ab le. 

Steps I and 2: Focuss ing on the word and its 
immediate context 

The first two steps of the strategy foclls on the wo rd itse lf and the 
pattern it fit s into with the words close to it. Accordi ng to Aborn, 
Rubenstein and Sterl ing ( 1959) increasing the context beyond 10 words 
does not increase pred ictab ility. The length at whi ch context attains 
max imum effecti veness li es between fi ve and ten wo rds (1959/79). 

Studies of incorrect guesses (Haynes 1984; Laufer and Sim 1985) 
show that many learners are unable to make use of the immediate context 
and are often misled by the form of the unkno wn word . 

Step 2, immediate context, can be elaborated by li sting possible sources of 
information that learners can look for: 

I . Use the context to answer the question 'what does what?' about the 
unknown word. 

2. Make use of any related phrases or relative clauses. 
3. Remove and or make two or more simple sentences. 
4. Interpret punctuation clues such as italics (showing the word will be 

defined), quotation marks (showing the word has a special meaning), 
dashes (showing apposition or brackets (enclos ing a definition) 

Step 3 Using the wider context 

Surrounding clauses and sentences in te xts can help one to guess 
meaning. The relationship between these clauses and sentences include 
cause (the reason for sth. to happen) and effect (result due to the occurring 
or happening of sth .) Contrast (comparing and findi ng out differences 
between two things or persons) generalization - detail , exclusion (on the 
contrary, instead) explanation (in other wo rds, that is) time (before, 
subsequently, finall y) , and arrangement (in the first place, secondly) ... 
Helping learners make use of these relationships usually involves making 
the implicit (indirect/unclear/ hidden etc .) re lati onships expli cit 
(direct/clear) (Nation 1984). 

The wider context can also be elaborated or made clear by citing 
poss ible sources of informati on for learners to make use of. 

I. Make use of any reference word c lues like thi s, that, it, etc . 
2. Complete any compari son clues (as good as thi s or that ... ) but it is 

better than, but it doesn't bear comparison with thi s or that) etc. 
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3. Choose and interpret the appropri ate conjunction (but, and, or etc.) 
relationships between the clause or sentence with the unknown wo rd 
and the clauses or sentences that come before and after. 

The use of most guess ing strategies is to make learners aware of the 
range of information available from context so that after practice they have 
no need to keep to any rigid guess ing procedure. 

Step 4: Guessing 

Step 4 consists of the actual guess made by the learner using the 
clues ob tained in steps 1-3. Th is guess may be made in the mother tongue 
or in Engli sh. 

Step 5: Checking the guess 

There are several ways of checking the guess. 
I. Checking that the part of speech of the guess is the same as the part of 

speech of the unknown word. (Similar (adj), identical (adj). 
2. Break the unknown word into parts and see if the meaning of the parts 

relates to the guess. 

e.g. dehumanization - removing qualities of a humanity 
de-remove human -ization (suffix) 

3. Substitute the guess for the unknown word. 
Does it make sense in context? 

e.g. We may not be happy with what we see or hear since 
we have di fferent tasteslinterests, etc. 

4. Look in dictionary 

Lesson 5 
Word Analysis 

One way to find the mean ing of an unknown word is through ANALYSIS 
of its parts. Prefixes and stems can sometimes help yo u to ana lyze words you don't 
know. 

• A PREFIX is a form added before a word to change its meaning. 

I . It has been considered infeasible to produce superconductors that 
operate at room temperatures. 

(A) attai nable 
(8) desirable 
(C) impractical 
(D) impenetrable 
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The wo rd in feasi ble begins with the prefi x in - meaning "not". Answers 
(C ) and (D) contain the prefi x im-. which al so means "not". These are the 
on ly possib le choices . (C) is the co rrec t answer. 

• A STEM is the main part of a word to which o ther forms can be 
added. 

2. The lungs are the chi ef organs of resp iration in human bei ngs and other 
an imal s. 

(A) oxygen 
(B) creati on 
(C) breath ing 
(D) activity 

The Latin stem -spir- means "breathe". Prefixes can be added to the 
stem to form words such as resp ire and insp ire. S uffixes (attached to the 
ends of stems) can be added to form words such as respiration and 
inspi ring. (C) is the correct answer. 

• A prefix can be added to a stem to form a new word. 

3. The U.S. Government stockpil es petroleum reserves in strategically 
located subterranean caves. 

(A) enormous 
(B) underground 
(C) protected 
(D) secreti ve 

sub - is a prefix that means "under". "-terra -" is a stem that means 'earth'. 
(B) is the correct answer. 

• The follo wing common prefixes are organi zed into groups hav ing 
the same meaning. 

NOT a- atypical 
un- unusual 
di s- disappear 
\Il- incredible 
lITI- imposs ible 
i I- illega l 
1r- irresponsible 

AGAIN re- reconsider 

BACK retro- retroacti ve 
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BEFORE 

TOGETHER 

MANY 

Context C lues 

ante-

pre-

co­
syn-

mu lti­
po ly-

L esson -6 

antecedent 
predict 

cooperate 
synonym 

mult icolored 
po lygo n 

Sometimes you can determine the meaning of a word from its 
context. The term "context" re fers to the meani ng of other wo rds in a 
sentence, as we ll as the overall meaning of the sentence. 

• Pieces of information that help you to determine the meaning of 
unknown vocabulary are called CONTEXT CLUES. 

I. Prehi stori c man farmed the land by us ing primitive tool s fashioned 
wi th rock and wood. 

(A) advanced 
(B) metali c 
(C) s imple 
(D) decorati ve 

The term "prehi stori c" te ll s you that the time is in the distant past. The 
terms "rock" and "wood" suggest that the too ls were made by hand of avail ab le 
materi al. These contex t clues indicate that the co rrect answer is (C ). 

• Generally , you should use context clues in three situations: 

a) You have some idea of the meaning of the unde rlined word, but you aren't sure. 
In thi s case, the contex t could help you to decide. 

b) You know what the underlined word means, but you aren't sure which answer is 
correct. In th is case, you use context to eliminate the impossible answers and 
then guess from the remaining cho ices. 

c) You noti ce that the underlined word has more than one possible meaning. You 
shou ld check the contex t to see which meaning is being used and then choose 
the appropriate answer. 

• You have to be carefu l in usi ng context because sometimes it coul d lead 
yo u to choose the wrong answer. 
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2. The Watergate burglary was a bungled attempt to influence the 
outcome of the 1972 pres identia l elections. 
(A) political 
(B) ill egal 
(C) inefficient 
(D) deci sive 

The word "bur'glary" suggests that the answer might be (B). The 
term "elections" suggests that the answer might be (A). However, 
neither of these choices means the same as "bungled". The correct 
answer is (C ). 

Vocabulary Practice 

From Practice Tests for IEL TS 
(Jakeman & McDowell) 

Directions: In questions I - 10, each sentence has a word or 
phrase underlined. Below each sentence are four 
choices and you must select that MOST CLOSELY 
MEANS THE SAME AS the underlined word. 

Example: 
Meteorologists use balloons to forecast weather patterns. 

A. cause B. predict C. create D. test 

(B) is the correct answer because the word "predict" most closely means 
II forecast". 

I. Lionel Barrymore was a celebrated actor in the theatre, radio and movies, 
as well as a musician and composer. 

(A) an acclaimed 
(B) an industrious 
(C) a talented 
(D) an inscrutable 

2. Pollination transpires when insects such as bees carry pollen on their feet 
fro m one flower to another. 

(A) develops 
(B) occurs 
(C) transfers 
(D) ferti lizes 
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3. Bacteria can be both detrimental and hel pful to human, depending on the 
speci fic type and effect. 

(A) productive 
(B) useful 
(C) harm fu l 
(D) fatal 

4. It is genera ll y recogni zed that Asia was the cradle of civil ization about 
5,500 years ago. 

(A) known 
(C) chal lenged 

(B) determined 
(D) distributed 

5. A barometer is a device for measuring changes in atmospheric pressure. 
(A) method (B) an invention 
(C) a figure (D) an instrument 

6. Although the Red Cross is widely known for its work during wart ime, it 
also aids people during natural disasters. 
(A) specifically (B) generall y 
(C) occasionally (D) spaciously 

7. The two stages preceding the birth ofa child are the embryo (dur ing the 
first two months) and the fetus (during the last seven months). 
(A) platforms (B) types 
(C) scenes (D) steps 

8. Alcoholism is the third leading cause of death and afflicts over 10 million 
Americans annually . 
(A) rejuvenates 
(C) destroys 

(B) control s 
(D) affects 

9. Animals were first domesticated as a source of food and later as a source 
of clothing and transportation. 
(A) raised (B) bought 
(C) found (D) tamed 

10. The technique of putting co lourful designs on fabric is call ed batik. 
(A) metal (B) plastic 
(C) rubber (D) cloth 

(From: Practice Tests for IELTS 
by 

lakeman and McDowell) 
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Appendix 9 

Pre - test 
Date: 
Name of the school: _______________ _ 
Stude nt's code 
Grade and section: _ _ _____________ _ 

Words in context : Read the passage and do the questions. 

Time for a laugh 

Every body loves a good joke . Even 
ch ildren at a very early age start t e lling 
jokes to their friends. They especially 
like to tell riddles such as what has 
four legs but cannot walk?' a nd' What 
can go up a chimney down but can't go 
down a ch imney up?' 

Some people a re very good at telling 
funny stories. When they te ll a joke 
everybody finds it a musing. But 
someone else te ll ing the same joke may 
not make you laugh. This is because it is 
not only the end of the joke that h as to 
be funny. A good joke-teller is amusing 
while telling the whole story. 

Some people are witty in their 
normal every-day conversation. They say 
humorous things a ll the time. They can 
quickly see two different mea nings in 
the same word and then like to m a k e 
puns. If someone says to them, afte r 
their trip to England, 'How did you find 
London?' they will proba bly answer by 
saying something like, 'By turning left at 
Pa ris. ' 

- There is another type of humour where peop le 
play jokes on their friends. They tease them by 
saying untrue things like, 'Someone has just to ld 
me that our English teacher is going to give us a 
test today. 'W hen the ir friend starts to worry, they 
laugh and say, 'I'm on ly kidding!' These people 
love to pull your leg. But sometimes when you 
are having your leg pu lled you may not like it 
because it often seems as if the joker is maki ng 
fUll of you . mak ing you look silly and ridiculous. 
And nobody likes to be made fun of. Except, of 
course, on April I st. On this day everyone 15 

allowed to play jokes on their friends. 

Dire ction: For questions 1-5, choose the word or phrase which most closely 
means the same as the underlined word (s) in the passage. 

Example 
silly (line 35) 

A. good lookin g 
B. foolish 
C. clever 
D. innocent 

(B) is the answer because the word 'silly' closely means 'fooli sh '. 

I. riddles (line 4) 
A. ch a llenging questions 
B. easy questions 
C. interest ing stories 
D. true statements 
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2. funny (line 7) 
A. enjoyment 
B. not se riously 
C. providing pleasure 
D. am u s ing 

3. witty (line 16) 
A. ignora nt 
B. clever 
C. inn ocent 
D. easy 

4 . humorous (line 18) 
A. serious 
B. funny 
C. jokes 
D. ha rmful 

5. tease (line 27) 
A. a m aze 
B. ch a llen ge 
C. foo l 
D, convince 

II (A) choose the most suitable word(s) that can complete each of the following 
sentences best. 

B. Choose only the letter of your answer and write it on the space provided in 
front of each sentence. 

Example 

A. boring B. lovely C. damaging D. honest 

D Saba is an ~~_ girl , she never tells lies to anybody. 

A. amusing B. true C. kidding D. jokes E. s illy 
~~~~_ 6. Don't take it seriously; I am only ~~:----,,..,-_ 
_ _ ___ 7. What an story ! I like such a thing. 
_____ 8. Seble knows a lot of ; her friends would like to listen to 
her a nd get pleasure. 

Ill. In questions 9 - 10 each sentence has a word or phrase underlined. Below 
each sentence are four choices and you must select the one that most c losely 
means the same as the underlined word. 

Example: 

Sahle comprehends passages easily; he can tell you the gist of the passage 
quickly. 

A. understands B. reads C. writes D. discusses 

(A) is the correct answer because the word 'comprehends', most closely 
means 'understands'. 

9. Enda le is a very industriou s person; he never sits idly. 
A. mu scular B. hard -wo rkin g C. rest less D. effective 

10. S uc h a thing is very rare; you neve r hear anything like this very often. 
A. common B. new C. unus ua l D. real 
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2. funny (line 7) 
A. enjoyment 
B. not se riously 
C. providing pleasure 
D. am u s ing 

3. witty (line 16) 
A. ignora nt 
B. clever 
C. inn ocent 
D. easy 

4 . humorous (line 18) 
A. serious 
B. funny 
C. jokes 
D. ha rmful 

5. tease (line 27) 
A. a m aze 
B. ch a llen ge 
C. foo l 
D, convince 
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Ap pend ix 10 

Post- test for G rade II Stud ents 

Nam e of the School: ---------------------------------------C ode: Date: ____ _________ _ _ _ 

Grade and Section: __________ _ 

Read the following Passage and answer the questions that follow il. 

The Famous Poetess Died 

Finnaye's dea th sto ry came as a shock to her ad mirers and the pub li c at large some 
months ago . 

The poetess was fa mous not only fo r her unmatched poems that to uch every 
aspect of life but also for her unique way of presentati on that arrested the attention of all 
5 w ho had the cha nce to li sten to her. 

Firmaye used to appear at big fo rums and other gatherin gs with at least a poem 
that taught o r c ri t ic ised w hile amusi ng its audience at the same ti me. Her poems, many of 
them, short and to the po int addressed peo ples of all statu s and wa lks of life 

Finnaye was praised anywhere she happened to appear with one or the other of her 
10 works that remai n as her li ving memorandum to inspi re, entertai n and teach the pub li c. 

Firmaye, who was 45 years of age, has only a daughter. 
T he poetess was bo rn and raised in Genb icho area of the Southe rn Nations, 

Nationali ti es and peo ples state where she completed her e lementary and high school 
educa ti on. 

15 Firmaye had also jo ined the Ad di s Ababa Un iversity where she obtained a diplo ma 
in fo reign language and li te rat ure. She had also been wo rking on her B.A. and was 
expected to g radua te at the end of thi s academi c vear. 

The poetess had do ne commendable job of encouraging poetess fri ends to make 
their wo rks known to the pub li c. She had also been one of the founders of the Et hi o pian 
20 Wo men Writers Associatio n w here she served as its president to the time she perished 

Firmaye had been wo rking with various government orga ni zati ons Many of her 
poems have been w ritten in books that she pu bli shed on her own and in coll abora ti on with 
her poetess fri ends . 

The loss of the g reat poetess is very much felt among the communit y 

.­.. ~ 
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Slightly adapted from the 'Ethiopian Herald' 
Tir 16, 1993 

Direct ions: I. For questions 1 - 12, choose the ,,"ord or phrase which most cl osely 
means the same as the underlined wo rd es) in the passage. 

Example 
famous (line 3) 

A. genuine 
B. creative 
C. popular 
D. industrious 

(C) is the answer because the wo rd 'famous' most close ly means 'popu lar'. 

1. admirers (line - 1) 2. unmatched (line 3) 3. arrested (line 4) 
A. opponents A. unbalanced A. attracted 
B. clients B. dissimilar B. absorbed 
C. supporters C. scattered C. imprisoned 
D. neighbours D. incomparable D. co nt roll ed 

4. gatherings (line 6) 5. memorandum (line 10) 6. inspire (line 10) 
A. crowds A. monument A. please 
B. meeti ngs B. fune ral B. allluse 

C. collections C. document C. instruct 
D. groups n. summary D. encourage 

7. raised (line 12) 8. commendable (line 18) 9. served (line 20) 
A. stood up A. wonderfu l A. provided 
B. grown up B. understandable B. performed 
C. lifted up C. difficu lt C. worked 
D. backed up D. undesirab le D. practised 

10. perished (line 20) I 1. publ ished (li ne 22) 12. collabo rat ion (line 22) 
A. lived A. lost A. collectio n 
B. stopped B. read B. associat ion 
C. left C. wrote C. co-operation 
D. died D. bought D. organization 
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II. (Al choose the most suitab le wo rd (s) that can complete each of the fo ll owing 
sentences best. 

(B) W rite onl y the lett er of your answe r on the space provided in li'ont of each 
sentence or questi on. 

Example 
A. boring B. tasty C. amusing O. detecti ve 

__ C_ Rah wa to ld us an ____ joke. W e al l laughed very much. 
_ ---'0= 'W e watc hed a ___ film yesterday. W e enj oyed it much. 

A. shelter 
E. genious 

B. umbrella C. unlo rgetab le 
F. outstanding G. ho tel 

O. usefu l 
H. apartment 

_ ___ 13. Excuse me. Where can I get a 0 I'm very hungry. 
_ ___ 14. What an student ! He obtained 7 A's. 
____ 15. It 's going to rain. Let's look for a ____ _ 
____ 16. She to ld me as the film taught her an _ _ _ _ _ Iesson. 

[ U. (Al In questions 17-20 each sentence has a word or phrase underlined. Below 
each sentence are fo ur choices , and you must select the one that !VI O ST 
CLOSELY MEANS THE SAME AS the underlined word. 

(B) Encircle the letter of the correct answer. 

Example 
After his father's death. Oebela ru ns the bus iness . 

A. seizes B. manages C. masters O. handles 

(B ) is the correct ans wer because the word 'runs' most closely mea ns 'manages'. 

17. There was a bo rder incident between Eth iopia and Eritria a year ago. 
A. event B. conflict 
C. accid ent O. disturbance 

18. Don't worry I You wo n't pay anything. Lunch will be served at 12:00 everyday until 
the meeting ends. 

A. worked B. prepared 
C. provided O. bought 

19. It will be a great loss if banks lend money to those who cannot pay back their loans. 
A. negotiate B. purchase 
C, reinforce O. return 

20. lnadequate supp ly of oxygen to the blood can cause death within mi nutes. 
A. substantial B. Insuffici ent 
C. Excess O. Nonexistent 
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APPENDIX 11 _ _ 

PRE - TEST RESULTS OF EXPERIMENTAL AND CONTROL GROUPS 

Experimental Group (A) 

Code Results 
No out of Code Results 

100 No out of 100 
0011 60 0046 60 
0012 60 0047 50 
0013 40 0050 60 
0014 50 0051 50 
0015 40 0052 60 
0016 30 0053 40 
0018 40 0054 40 
0019 50 0056 50 
0020 50 0057 50 
0021 60 0058 50 
0022 50 0059 40 
0023 60 0060 40 
0024 50 0062 60 
0026 70 0072 60 
0029 60 0075 40 
0030 60 0078 40 
0031 70 0079 70 
0032 70 0080 60 
0035 50 0081 50 
0036 40 0083 50 
0039 50 0085 30 
0040 40 0086 40 
0042 30 0087 60 
0043 40 0088 60 
0044 50 0091 40 

Mean: 50.4 
SD : 10.7 
SX : 1.51 
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Control Group (8) 

Results 
Code out of 100 

No 
0003 60 
0004 50 
0010 50 
0014 40 
0016 50 
0017 40 
0018 50 
0019 40 
0021 60 
0022 60 
0026 50 
0027 40 
0028 50 
0029 50 
0032 50 
0034 50 
0036 40 
0038 SO 
0040 60 
0042 50 
0045 50 
0046 60 
0047 40 
0048 60 
0050 50 

Mean: 50.8 
SD 7.5 
SX : 1.06 

r~ 

Code 
No 

0053 
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0060 
0064 
0066 
0067 
0068 
0069 
0070 
0071 
0072 
0073 
0074 
0076 
0080 
0083 
0084 
0086 
0087 
0088 
0090 
0091 
0092 
0098 
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50 
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50 
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50 
50 
50 
60 
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70 
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40 
60 
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APPENDIX _--'1'-"2'--__ _ 

RESULTS OBTAINED WHEN THE PRE-TEST WAS PILOTED ON 10 
STUDENTS - STUDENTS OF SOCIAL SCIENCES - AT YEKA TIT 12 
SECONDARY SCHOOL IN GRADE I I 

Pr P I 
CODE RESULTS OUT OF 100 
A llOO 50 
A II OI 60 
A I I02 30 
AlI03 70 
AI I04 40 
A li OS 80 
AI 106 60 
A II 07 50 
A II 08 60 
A lI 09 40 

RESULTS OBTRAINED WHEN THE PRE-TEST WAS ADMINISTERED TO 
THE SAME 10 STUDENTS TO CHECK ITS RELIABILITY. 

Pr P2 

CODE 
A IIOO 
A llOl 
A lI02 
A lI03 
A lI04 
A liOS 
AI I06 
A lI 07 
A II08 
A lI 09 

MEAN OF Pr PI = 54 
MEAN OF Pr P2 = 55 

RESULTS OUT OF 100 
50 
60 
40 
70 
40 
80 
60 
50 
60 
40 
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MEAN DIFFERENCE BETWEEN 
Pr P2 and Pr P I = I 
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Appendix 13 

Post-test results of experimental and control groups 

Experimental Group (A) 

Code Results Code Results 
No out of No out oflOO 

100 
0011 65 0046 55 
0012 70 0047 85 
0013 45 0050 55 
0014 60 0051 60 
0015 50 0052 65 
0016 45 0053 50 
0018 45 0054 45 
0019 65 0055 65 
0020 60 0056 70 
0021 65 0058 60 
0022 70 0061 50 
0023 65 0062 55 
0024 75 0063 80 
0026 55 0065 75 
0029 90 0072 60 
0030 80 0075 55 
0031 85 0078 85 
0032 90 0079 70 
0035 65 0080 65 
0036 55 0081 55 
0039 60 0083 60 
0040 60 0085 75 
0042 65 0086 85 
0043 60 0088 85 
0044 80 0091 55 

Mean: 64.9 
SD. 12.5 
SX 1.8 
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Control Group (B) 

Code Results 
No out oflOO 

0003 60 
0004 50 
0010 45 
0014 40 
0016 60 
0017 40 
0018 55 
0019 35 
0021 50 
0022 55 
0026 55 
0027 35 
0028 50 
0029 35 
0032 45 
0034 55 
0036 35 
0038 30 
0040 45 
0042 60 
0045 60 
0046 45 
0047 55 
0048 40 
0050 55 

Mean: 49.7 
SD 10.4 
SX : 1.64 

Code Results 
No out of 

100 
0053 50 
0056 55 
0058 50 
0060 35 
0064 50 
0066 50 
0067 45 
0068 55 
0069 65 
0070 75 
0071 30 
0072 50 
0073 55 
0074 65 
0076 50 
0080 35 
0083 40 
0084 60 
0086 65 
0087 45 
0088 40 
0090 60 
0091 60 
0092 65 
0098 45 
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Appendix 14 

Results obtained when the post -test was piloted on 10 students at Addis 
Ketema Secondary School, prior to administering it to the study groups-. 

experimental and controlled groups - in grade I I 

PI 
Code Results 
No. out of 100 
SOOI 35 
S002 65 
S003 55 
S004 70 
S005 30 
S006 60 
S007 50 
S008 75 
S009 60 
SOlO 55 

P2 

Results obtained when the post test was administered to the same 10 students 
at Addis Ketema Seconday School in Grade 11 -12, after 3 days, to check the 
reliability of the test - the post test 

Code Results 
No. out of 100 
SOOl 40 
S002 65 
S003 55 
S004 70 
S005 30 
S006 55 
S007 50 
S008 75 
S009 60 
SOlO 60 

Mean of p 1 55.5 
Mean ofp2 56 

Mean difference between p land p2= 0.5 
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