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Abstract 

An experiment was conducted to explore the effect of placing test items in different 

positions in listening comprehension tests. In this experiment three groups were made to 

view listening comprehension test items in three different positions. The first group 

viewed these items before two listenings while the second one viewed them after two 

Iistenings. The third group, on the other hand, viewed the questions between two 

listenings. 

First, Test of English as a Foreign Language (TOEFL) was used to divide the testees in to 

three groups which had comparable listening abilities. The data obtained from this 

standardized test was analysed using descriptive and inferential statis tics. The result then 

showed that the three groups were comparable in their listening abilities. 

After this was done, a test prepared for College English students by the Department of 

Foreign Languages and Literature at Addis Ababa University was adm inistered to 

investigate the mentioned treatments. 

To accept or reject the null hypothesis which stated that placing test items in different 

positions in a listening comprehension test has no effect on the testees' performance, a 

one-way ANOVA was employed. The AN OVA, then detected a significant mean ditlerence 

in scores across the three approaches. The calculated value of F (F=8-440 with degrees of 

freedom 2 and 132) exceeded the value of F tabulated at .05 probability level set for this 

study. As a result, the null hypothesis mentioned above was rejected. The Scheffs post­

hoc comparison of means also helped to locate the direction of the difference. The result 

of this test, thus, showed that the 'Sandwich group' produced significantly higher scores 

in the listening comprehension test than did the 'After reading group' and the 'Before 

reading group'. On the other hand, these latter groups did not show a significant 

difference in their performances. 

VII 



Chapter One 

Introduction 

1.1 Statement ofthe Problem 

On line and retrospective tasks are two of the possible listening test activities. The 

difference between the two listening exercises is the time of task response. In the 

case of the first, testees are required to respond to the test questions while 

listening to the text whereas in the latter case they are expected to answer the test 

items after listening the text (Rost 1990). These approaches, according to the 

above writer, have advantages and limitations. This paper, therefore, t ries to 

explore the effect of placing test items in different positions on listening 

comprehension performance. Three possible positions, where we can place 

listening comprehension test items, are planned to be compared in comparable 

groups using a listening test . The difference among these approaches is the time 

in which testees view and respond to questions. The first group views the 

questions before listening to the text while the second group views the questions 

after two hearings. The third group listens to the text first and then views the 

questions and th en completes its answers after the second listen ing. Determining 

the difference among these three approaches, if any, is the concern of this study. 



1.2 Objective of the Study 

The main objective of this study is to com pare the results obtained through the 

three possible approaches of testing listening and to determine their relative 

strengths or weaknesses, if any, in producing higher results. More specifically, it 

raises the following two re lated questions: 

1. Is there a significant difference among the three approaches 

mentioned above in producing high results ll1 a listening 

comprehension test? 

2. If "yes", what is the source ofthe difference? 

1.3 Significance ofthe Study 

The significance of the study mainly lies in answering the questions raised above. 

The find ings may generate useful insights regarding teaching and testing listening 

in a foreign/second language situation. It may in addition bring to light some 

potential research questions. 

1.4 Organisation of the Study 

This paper consists of five chapters. The first one is an introductory chapter. The 

second deals with theoretical and research-based issues related to the teaching 

and the testing of listening. The third chapter portrays the methodology and 

general procedures followed in conducting the research. The fourth chapter 

presents the findings of the experiment. The final section is left for the conclusion 

and the implication of the study. 
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1.5 Limitation of the Study 

The study was first aimed to be conducted at Addis Ababa University. However, 

due to the existing instability in the campus, the research was moved to another 

setting i.e. Unity College. This, as a result, has caused some limitations to the 

existing study. 

Waiting for the freshman students of the Addis Ababa University to resume 

classes, consumed a lot of time. As a resu lt, the planned research design was 

simplified so as to meet the schedule set for this study. The design that had been 

planned to be used is as follows. 

Group 1 

Group 2 

Group 3 

AR 

S 

BR 

Key: 'AR' = 

'BR' = 

IS' = 

S BR 

BR AR 

AR S 

After Readll1g 

Before Reading 

Sandwich 

Note:- In this design, everyone in each group was supposed to experience 

the three approaches from three different tests. 

The change in design consequently had resulted in dropping one ofthe objectives. 

This was the collection of the testees' opi nions about the three approaches and the 

comparison of their opinions to their performances. In addition to this, three 

test s from three different geners which had been originally planned to be used, 

were left out. Accordingly, this recent study has used one test. 
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Chapter Two 

Review of Related Literature 

In this section a brief review of related literature is presented. The first half of this 

sect ion deals with ideas related to listening comprehension and teaching listening 

while the latter presents issues related to testing listening. 

2.1 Listening Skill 

Listening and reading skills were considered to be passive language skills as 

opposed to speaking and writ ing skills . Vie\ \·ing listening as well as reading in 

narrow manner, however, was challenged later by many writers such as Alderson 

and Lynch 1988; Brown and Yule 1983; Richards 1985; Rixon 1981, and Harmer 

1991. These vvriters have considered listening as an active language skill . They say 

listeners do not simply record spoken information as a tape recorder does but they 

exhibit different active mental processes such as selective listening, relating the 

spoken text with the background knowledge and inferring meanings. 

The process of listening, according to Clark and Clark e19??: 49) has the following 

stages: 



a) Listeners retain in their memory the phonological 
representation after taking in the raw speech. 

b) They then try to organise the phonological 
representation into constituents identifying their 
contents and function. 

c) As they identify each constituent, they use it to 
construct underlying propOSItIOns, building 
continually on to a hierarchical representation of 
propositions. 

d) Once they have identified the proposItIOns for a 
constituent, they retain them in their memory and at 
some point purge memory of the phonological 
representation. In doing this, they forget the exact 
wording and retain the meaning. 

In sum, listening is a more complex skill which exhibits active mental process. 

Underwood's definition of listening can also be taken to show the active nature of 

the skill. He says "listening is the activity of paying attention to anel trying to get 

meaning from something we hear" (Vnelerwood,1989: 1). 

2.2 Models of Listening Comprehension 

The listening process, according to the bottom-up model theorists, starts from the 

lower level of decoding input and ends with the higher level of th e input. More 

specifically, this model suggests that "at the lowest level the acoustic input is 

decoded into phonemes and then the information obtained is lI sed to identify 

individual words, after which processing continues on to the next stage, the 

syntactic level" (Buck, 1994 : 150). This, therefore, implies that the semantic 

content of an utterance is extracted after the syntactic level is completed. In sum, 
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bottom-up processing model assumes a fixed order of processing of an input. This 

is to mean a process of going through a number of consecutive stages in 

predetermined stages and orders. 

Advocates of the top-down model, on the other hand, say that processing of a 

spoken input is more complex than the assumption considered in the bottom- up 

models. They say that "non-linguistic skills such as inferencing and the use of 

general background knowledge are important patt of listening comprehension" 

(Buck, 1994: 150). Gillet and Temple (1990) as cited in Taye (1999) also say that 

listeners do not only process spoken texts by using their linguistic resources but 

also by using their content and formal schemata. This first schema refers to the 

background knoldedge of the listener in relation to the text to be listened to "'bile 

the latter refers to tbe organizational structure of the text. Activating these 

schemata, therefore, would result in better understanding of the text. In fact, 

culture, age, and religion may affect the content of a given schema to be activated 

(Taye, 1999)· 

The other comprehension model is known as interactive model. This maciel, 

according to Eskey and Grabe (1988: 224) as qoted in Taye (1999), subsumes both 

top-down and bottom-up strategies. 
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2.3 The Teaching of Listening Comprehension 

In the past, teaching listening was not given due attention. The reason was mainly 

attributed to the assumption that students would pick up listening ability in the 

process ofl earning a foreign language (Brown and Yule, 1983). 

This assumption, however, was challenged as the understanding ofthe complexity 

of the listening skill developed (Morley, 1986). Teaching listening has been 

approached diffe rently over the years in accordance with the existing theories on 

the process of listening. 

In the traditional approaches, for example, most of the listening exercIses 

emphas ised the sound system of the target language. Thus, listening and 

repeating and distinguishing between similar sounding words were some of the 

typical listening activities. Such tasks were felt to be very important to develop 

listening as we ll as pronunciation skills (Brown 1977). Helping students to grasp 

the gist of a certain spoken text or developing inference skills from what students 

had listened to, received little or no attention in these approaches (Morley, 1986). 

Gradually, the notion that students do not only have to be exposed to isolated 

sounds of words, sentence structures, and/or word forms but also to complete 

spoken texts got developed. 
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In the recent approaches, teaching listening has focused at helping students 

develop strategies that are believed to be applied by effective listeners. Some of 

these strategies, according to Brown and Yule (1983), Ur (1984), Harmer (1991), 

Anderson and Lynch (1988), Underwood (1989) and Rost (1990), are predicting, 

deducing meaning from the context, setting up a purpose for listening, extracting 

relevant specific information, getting the general ideas, and inferring opinions. 

To develop these strategies, language teachers can lise the following three stages 

(Rixon, 1986: 63-4) : 

1. Pre-listening - preparing the students to achieve the 
most out of what they are going to hear; 

2. While listening - challenging and guiding them to handle 
the information and messages in thc passage. 

3. Follow up - things to do once the class has cUllle tu grips 
with the meaning and content of the passage, and is 
ready to look back, to reflect on some of the language 
points in it, or to do some extension Imrk based on the 
content of the passage. 

2.4 The Testing of Listening 

[f listening comprehension assumes a section in a certain teaching programme, 

assessing students' achievement in the area is an unquestionable matter. 

According to Valette (1977: 74), discrimination of sounds, understanding of 

specific elements, and overall comprehension of (a) text(s) are some of the many 

listening proficiency assessment requiring areas. Rivers (1968) says that the 
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grand purpose of a listening test is to evaluate testees' ability of comprehension. 

According to her, a listening test cannot be taken as an evidence of ability in this 

area, if the test is dependent on understanding and production of the written 

language. 

The assessment of listening comprehension, according to Brown and Yule (1983), 

has become a difficult task due to having no deeper insight about what the process 

of listening comprehension involves. 

2.4.1 Essentials of a Good Listening Test 

Testing listening, though a complex area, should try to possess some of the 

following basic qualities. These essentials, according to Rost (1990) anci Ileaton 

(1975), are validity, reliability, practicality and washback validity. 

2 .4.1.1 Validity 

To investigate the validity of the measurement instrument, Brown (1983: 67) asks 

the following questions: "What traits are measured by the test? Are the test items 

a representative sample of some defined domain? What behaviour can be 

predicted by the test scores? How accurately? Does the test supply information 

that can be used in making more accurate decision?" Generally speaking, a testing 

instrument is said to be valid when it exactly measures what the tester \o\~shes to 

evaluate and nothing else (Harrison, 1983 and Hughes, 1989). 
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The validity of test items could be seen from different angles. However, content 

and face validity are considered to be the most significant for the teacher who sets 

his own test (Harrison, 1983: 11) 

2.4.1.2 Content Validity 

Alderson and his colleagues (1995: 173), citi ng Kerlinger (1973 : 459), say the 

following about content validity: 

Content validity is the representative or sampling 
adequacy of the content, the substance, the matter and 
the topic of a measuring instrument. Opinion of 
experts, comparison between test content and table of 
specification and course outline are some useful 
methods to carry ou t systematic analyses of content 
validity. 

2.4.1.3 Face Validity 

Heaton (1975: 153) says the following about face validity: "If a test item looks 

right to other testers, teachers, moderators, and testees, it can be described as 

having at least face validity". Thus, teachers can ask the opinions, attitudes, 

feelings and reactions of examinees as well as of those people who have 

participated in the testing and marking of the test to assess face validity. This is so 

because an invalid appearance of a test for users probably may not be considered 

seriously (Alderson and his colleagues, 1995). This is to mean that face validity 
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may affect the response validity of the test. Hence, assessing face validity 

contributes highly to the betterment of the test quality. 

2.4.1.4 Reliability 

Teshome (1995: 8) citing two writers in the area of testing presents the idea of 

reliability in the following manner. For Weir (1988: 34), "the concern here is with 

how far we can depend on the results that a test produce could the results be 

produced consistently" and for Bachman (1990: 160), it " ... is co ncerned with 

answering the question: How much of an individual's test performance is due to 

measurement errors, or to factors other than the language ability we want to 

measure?" 

The very idea which is emphasised, here, is the extent to wh ich we trust tests in 

providing accurate, consistent, fair and dependable scores (Henning, 198?: 74) . 

In a very ideal world, one may, of course, expect exactly similar scores of a test at 

any administration time. This, however, may not hold true in the real world 

where there are many extraneous factors. Being dubious about the possibility of 

having the same results on two occasions, Alderson and his colleagues (1995) asks 

the following: " ... if candidates too k the test again after taking it today, would they 

get the same results assuming no change in their ability?" Hughes (1989: 29) 

answers Alderson and his colleagues' question by saying 'no'. As a way of giving 

explanation to his answer, he says human beings do not behave in exactly the 
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same way on every occasion, even when the circumstances seem identical. Thus, 

we can safely conclude that scores on two different occasions may not be identical 

but they have to be approximately similar to be considered reliable. Heaton 

(1975) further explains why test scores might not be consistent by identifying 

some potentially affecting factors such as length of a test, condition of test 

administration, text instruction, personal factors and scoring the test. A;:, possible 

ways of measuring reliability of tests, scholars such as Alderson and his colleagues 

(1995), Heaton (1975) and Hughes (1989) have identified some measurement 

devices. These are test-retest method, parallel form method, split-half method, 

Kuder Richardson 20 and 21 reliability indexes. 

2.4.1.5 Practicality 

Practicality is another important variable which determines the quality of any test. 

The availability or lack of required resources could positively or negatively affect 

the administration of a test. Hence, setting a test, which is impractical for a 

certain situation, is not recommended. For instance, if a teacher plans a test with 

several items in many copies in a school where there is scarcity of stencils and 

paper, this may be impractical. To this end, Harrison (1983: 13) suggests the 

following: "Tests should be as economical as possible in time and cost". 
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2.4.1.6 Washback Effect 

Testing can have a positive or negative effect on teaching. Even though the effect 

of tests on teaching is not yet clearly known (Alderson and his colleagues, 1995), 

testers, according to Hughes (1989), can sample wide language area, test directly 

what they want to test, and make test criterion-referenced to achieve beneficial 

backwash. 

2 .4.2 The Effect of Test Techniques on Performance 

After identifying skills and sub-skills to be tested, one can then move on to 

thinking about appropriate methods to elicit information on the desired 

behaviour. According to Heaton (1975: 25) "certain skills and areas of language 

lTlay be tested far more effectively by one method than by another. " What is more, 

scores on language tests differ as a consequence of testees' language ability and of 

the nature of test formats. Besides, the effect of one test method is also likely to 

\·ary from one testee to another (Bachman 1990). This, according to Alderson and 

his colleagues (1995) and Bachman (1990), is termed as the "method effect". They 

say this effect has to be lowered clown as much as possible if it is known. Factors 

such as test takers cognitive and affective characteristics, their real world 

knowledge and factors such as thei r age, sex , and background are presumed to be 

potential sources oftest bias (Bachman, 1990: 113). 
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Evidence in operating some of the testing techniques enlightens us to be very 

ca reful in regarding the method effect. For example, previous experience with a 

particular test method may help the testees to be cognisant of some strategies 

such as selecting an option that is suspiciously longer than the other distracter in a 

multiple choice item and so on (Alderson and his colleagues, 1995 and Bachman, 

1990) . 

Thus bearing in mind the effect of test methods, testers should carefully choose 

test formats which suit their purposes. Due to dearth of knowledge in the effect of 

test formats, Alderson and his colleagues (1995) and Heaton (1988) advise testers 

to utilise more than one test technique for evaluating any given ability. 

2.5 The Effect of Position of Test Task Response on 

Listening Test Performance 

Rost (1990 : 125) has identified two tasks namely "on-line" tasks and 

"retrospective" tasks, which differ from each other on the time of task responses. 

These tasks are carried out at different times in a listening comprehension 

class room. The first type of tasks is carried out while listening to the text. The 

second type, on the other hand, is carried out after listening to the text. This 

means that the time of task response is different. This variation in the response 

time, according to Rost (1990), may create different constraints on the testees who 
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provide answers to comprehension questions while listening and on those who 

give answers after listening to the text. In describing the possible constraints, 

Rost (1990: 124) says that "responses after listening are subject to intervening 

conditions that affect memory for detail, whereas responses while listening are 

subject to conditions of time pressure that may affect one's ability to reflect upon 

the meaning carried by the overall text". Accordingly, he advises that one needs to 

consider these possible constraints when interpreting testees' performance on 

listening comprehension tests. 

Some research findings like Divasta and Gray's (1972), Dunkel's, (1985) and 

Chaudran's (1988) have indicated that there is no strong correlation between 

quality of notes and qualit\· of understanding. Rost (1990) has attributed this lack 

of correspondence partly to the limitat ion of the listener's attention. Mentioning 

Lindsay and Norman (1977), Rost (1990 : 125) says the follO\·\~ ng: "There is a 

paradox in selecting what to note down as important: Note taking is a decision to 

defocus the text, and to focus on the act of writing. Listeners who are more 

attentive to the lecture and possibly understanding more of the lecture content, 

might take the fewest notes." 

On the other side, closed tasks which require limited writing and minimum l'isual 

interpretation may help listeners to use selection strategies. Such tasks may also 

"allow maximum attention to the spoken text ... and may provide useful evidence 
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of listener attention and understanding" (Rost 1990: 127). This does not mean 

that the limitation of attention that affects note-taking does not exist since testees 

are still required to write answers while listening. In the same way, multiple­

choice questions, which may be answered while and after listening to the text, are 

considered to create extra ditIiculty by interfering with the nature of the listening 

process (Ur, 1984). Supporting this idea, Rost (1990: 133) says : "multiple-choice 

tests differ from summarising tasks in that the listener is given new text (i .e. the 

written test) and is asked to integrate a representation of the first text (i.e. the 

lecture text with this text) ." This, therefore, may warn us to recognise the effect of 

test formats/methods when interpreting listening comprehension performances. 

2.6 Advantages and Drawbacks of Prior Reading of 

Questions in Listening Comprehension Tests 

The effect of prior reading of questions on listening comprehension tests IS 

considered to have different effects . Some writers in the area like Shoham), and 

Inbar (1991), and Cohen (1984), have identified some positive effect of preview 

questions while others such as Marslen-Wilson and Tyler (1980), Rost (1990) and 

Faerch and Kasper (1986) question the net advantage of preview questions. 

&3 regards the advantages of prior reading in a listening comprehension test, 

some researchers believe that guiding students to the appropriate directions, 
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driving them into the proper mood for a particular text, helping them identify 

specified purpose(s) for listening, activating relevant schemata, and if possible, 

motivating them to listen to the text are some of the roles of pre-listening 

activities (Underwood, 1989; Harmer, 1991; and Rost, 1990). In a listening 

classroom, these objectives can be achieved in a number of ways ranging from 

teacher-led classroom discussions to pair- and/or group discussions 

Even though the use of different pre-listening activities is limited in a testing 

situation, prior reading of questions in a listening comprehension test may be 

considered as an important way of providing vital information about the text to be 

listened to. Such questions, according to Shohamy and Inbar (1991) as quoted in 

Sharman (1997), supply testees in advance with a gapped schematic 

representation of the text and a framework for generating hypothesis. Similarly, 

Black (1978: 189) is of the option that "reading a question which paraphrases a 

main point and monitoring for the answer must represent more cognitive 

elaboration which should result in more extensive and accurate recall of the 

proposition covered." If this is the case, then, we may expect prior reading of 

comprehension questions in listening tests to provide extra data, cognitive 

elaboration and schematic support, which may positively affect test performance. 

On the other hand, concerning the drawbacks of prior reading of questions on 

listening comprehension test, Norman and Babrow (1975) as cited in Sharman 
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(1997) say that prior reading of questions in a listening comprehension test may 

supply additional data but may also tax cognitive resources. 

This is so because testees are required to answer a question while listening to the 

text. In other words, writing answers to test questions may affect test scores and 

the existence of a target (something the testee is required to work for) may make 

testees abruptly abandon one area of attention. If such tasks reduce the cognitive 

resources, thinking and writing responses to the comprehension questions may 

bring about extra difficulty. 

In the same manner, Mrsele Wison and Tyler (1980) ) as cited ill Sharman (1997) 

say that prior reading of questions which commonly forces attention down to 

sentence level or below may make the discourse to be perceived less clearly in its 

totality. In other words, questions which require testees to focus on lower levels of 

understanding may slow dovin "take up at higher levels." (Ibid) . Barlett (1992) 

also backs this idea by saying that "the character of what is perceived is lost the 

moment we seek to analyse it into partial percepts". If this is the case, then, prior 

reading of questions which propose single propositions may disturb attention 

from global meaning. 

As Vr (1984) and Weir (1993) suggest, prior reading of questions in a listening test 

may also have an effect on the nature of the listening process. For example, 
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listening is considered to be characterised by inadequate operation of top-down 

strategies because of the time constraints. (Faerch and Kasper, 1986; O'Malley 

and Chamo, 1990; Hayashi , 1991, and Shohamy and Inbar, 1991) . To this end, 

focusing on questions while listening may again have an impact on the balance at 

the processing levels. 

Discourse comprehension, according to Alderson and Lukmani (1989) as quoted in 

Sharman (1997), is an individualised process which comes into play in accordance 

with different strategies and different individual knowledge. Understanding of 

discourse, according to Faerch and Lasper (1986: 23), is based on "the knowledge 

resources that are brought into play and in the process by which they are matched 

with the input." Buck (1991) also suggests that getting the right answer for a 

question may be a different process for every combination of listener and text . If 

this is the case, then, one could possibly expect that reading questions prior to the 

listening text may interfer with subjective processing. 

In addition to the above two approaches of testing listening, the third option, 

according to Sherman (1997) is providing test questions between two listening. 

According to the finding of this writer this third approach is a "powerful aid to 

answering" test questions accurately. In sum, conducting an empirical research in 

th is a rea may help to have valuable insight into placing test items in diffe rent 

positions in a listening comprehension tests. 
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Chapter Three 

Methodology 

3.1 The Setting and the Sample 

The study was conducted at Unity College. The population of students in this 

college is over 8,500. Of these, 585 are regular first year degree program students. 

A population of 143 students from 13 sections were considered to be the sample of 

this study. This was done \\~th the hope of seeming a 25% representative sa mple 

of t he regular degree programme students of the colle~e . The jJwl:euure employed 

in selecting the students was as follows: students' roll numbers were first recorded 

on a piece of paper from their attendance sheet and lots were drawn to select 11 

students from each of the 13 sections. This simple ra ndom sampling technique 

has therefore given equal opportunity for the entire population to be considered as 

representative sample of the study. The subjects, then, were divided into three 

groups and the three treatments were assign ed to them on a lot bas is. Eight of 

them, however, fai led to show up in the pre- and post-tests. This, as a result, has 

reduced the sample to 135. 
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3.2 Variables 

The constants for the three groups were the same listening text, amount of time, 

and their listening abilities which were considered to be relatively similar. The 

differing variables were reading of the questions prior to listening to the passage, 

reading of questions between two hearings, and reading of questions after two 

hearings. 

3.3 Instrumentation and Material 

The Test of English as a Foreign Language (TOEFL), which is one of the most 

popular standardized English language proficiency tests, was used to make the 

samples in t he three groups have relatively comparable listening abilities. This 

tes t, according to Stevenson (1987) as cited in Tm e (1999), has .95 reliability 

index. This test, according to writers like Yemashita (1999) quoted in Taye (1999) 

has become a center of question about its construct validity. Even then, it is 

considered to be "the best of its breed" according to (Stevenson, 198?: 81) quoted 

in Taye. 

The I istening component of this test , which was used for the purpose ofthis study, 

has 50 multiple choice questions. This section, as indicated in its general 

instruction (see appendix 1), has three parts. Parts 'A' and 'B' present short 
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spoken sentences and short conversations between two people respectively while 

part 'C' presents longer conversations and talks. 

For the experiment, three College English listening tests prepared by the College 

English Testing Committee of Addis Ababa University were assessed for their 

reliabilities and the reliability of the tests were foud to be ·50, ·51 and .76 (see 

Appendix 9). Finally, the most reliable one was considered for this study. The 

reliability index of the test used for this study thus, is .76 cronbak alpha. This test, 

in fact, was assumed to have content and face validities for it was prepared by a 

testing committee supervised by two testing experts. The title of the test text was 

"Women in the Industrialized World". The number of questions designed from 

this passage was 22. The test formats used to present these items were short 

answers, true/false, fill in the blank and multiple choice. 

To meet the purpose of the study, three instructions were designed for the three 

groups of the experiment. The instructions were first read by six randomly 

selected students of the same level to check for the clarity. The instructions were 

as follows: 



In s truction For the After-Reading Group 

"You are going to listen to a short text. Read the questions below for five minutes. 

Then you will listen to the text two times. Try to answer the questions. You will 

have five more minutes at the end to finish "vriting." 

Instruction For the Before-Reading Group 

"You are going to listen to a short text. You \NiIIlisten to the text twice. Afterwards 

you will have to answer some questions from the text . You ,"~II be given ten 

minutes at the end to write your answers." 

Instruction For the Sandwich Group 

"You are going to listen to a short text. Afte rwards, you will hal e fil'e minutes to 

read the questions. Then, you \·~lIlisten to the text again and lIill have a further 

five minutes to finish answering the questions." 

These three instructions were presented to the three groups orally by the tester. 

This was done v~th the hope of having sufficient opportunity to clarify the 

instructions. 



3.4 Experimental Design 

The experiment was carried out to see the effect of placing test items at different 

positions in listening comprehension tests . To do this, there were three 

comparable groups which were exposed to three different treatments, namely, 

AFTER READING, BEFORE READING, AND SANDWICH groups. More 

specifically, the first group previewed the listening comprehension questions and 

gave answers after two hearings. The second group listened twice and was then 

given the questions to answer. The third group listened once then read the 

questions, then listened again and answered the questions. The fo llowing is the 

visual model for the experiment: 

c, = 

G2 = 

G3 = 

Note: G 

RQ 

RQ+ L,+ L2+responding to questio ns 

L,+ L2+ RQ+responding to questions 

Ll + RQ+ L2+responding to questions 

= Groups 

= Reading of test quest ions 

Ll and L2= Listening one and two 
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3 .5 The Procedure 

The follmving is a step-by-step procedure used in this study: 

1. select College English 102 students from 13 sections randomly. The 

alphabetically written attendance sheets of the instructors were used for this 

purpose. 

2. administer a pre-test (the listening component of TOEFL) to assess the 

comparability of the students in the three groups; 

3. assign subjects to the treatments on a lot basis; 

4. expose the three groups to the experimental treatments, and 

5. compare the performance of the groups on the post-test by using tests of 

statistical significance. 

3.6 Methods of Data Analysis 

The descriptive statistics used to summarise the data were means and standard 

deviations. The inferential statistics employed to decide the significance of the 

mean difference among the three groups was one-way AN OVA. Following this, 

Scheffe's post hoc test (Multiple Comparison) was calculated to identify the 

variable which made the difference. 
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3.7 Scoring Guideline and Scorers' Reliability 

The scoring guideline used to mark the listening comprehension test was 

produced by the College English Testing Committee of the Department of Foreign 

Languages and Literature of Addis Ababa University. To maintain scorers' 

reliability, two colleagues were involved in marking the subjective items of the 

test . Since the test papers were photocopied and given to the individual scorers, 

the possibility of biasing one another is minimum. Each of the scorers was 

informed to award one or zero mark for each item based on the answer key they 

are provided with. Since some of the answers require rephrasing of ideas in one's 

own words, the scorers were informed to tolerate spelling and agreement errors so 

long as they do not affect the ideas of the answers. They were particularly 

informed to focus on the comprehensibility and appropriacy of the answers to the 

questions. Whenever there was variation between the two scorers for an item, the 

decision of a third person was used. This; therefore, has helped us to maintain 

inter-rater reliability. 

3.8 Training Offered to the Experimental Groups 

The result of the unstructured interview in the pilot study has attested that 

students in the 'Before Reading' and the 'Sand~vich groups' have got no experience 

in the above two test techniques. However, students in the 'After Reading' group 

have reported that they have the experience of the technique. Since using a test 
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format in which testees have no experience about is one of the factors which may 

affect students' performance (Alderson and his colleagues 1995 and Heaton 1975), 

listening test exercises in these approaches were offered to the subjects of the 

study. The training was offered using two different texts. One of the texts was 

used for the 'Sandwich' technique while the other one was used for the 'Before 

Reading' technique. Training, however, was not given to the 'After Reading' 

technique. This was so because all ofthe students had adequate experience in th is 

format. 
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Chapter Four 

Results and Discussion 

4.1 Results of the Pre-test and the Experiment 

I n th is section results of the pre-test and the experiment \\~ 11 be presented. 

Following this, a brief discussion will be made about the findings of the study. 

4.1.1 Results ofthe Pre-test 

After the students were selected randomly from the 13 sections, t he pre-test (the 

listening component of TOEFL) was administered to di \ide the testees in to three 

comparable groups. The test was composed of 50 items. After the test papers 

were marked, the scores of the students were put in a rank order i.e. from the 

highest to the lowest score. Then, codes such as A, Band C were given to each 

sco re to make the grouping simple. The procedure used in giving the codes was as 

foll ows: The first top three scores were labelled as A, Band C, respectively, while 

the second top three scores were coded in an inverted way as C, B and A, 

respectively. Similarly, the next three scores were labelled as A, Band C while the 

other three were coded as C, Band A. The same procedure was used until the 135 

scores were given these codes. After th is was done, students whose scores were 

labelled as A, Band C were considered to be in groups 1, 2 and 3, respectively. 
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Appendices 3 and 4 show the rank-order of scores together with their codes and 

the grouping of shldents based on the pre-test results. 

After the students were grouped in the above way, descriptive and inferent ial 

statistics were run to ascertain the comparability of the groups statistically. The 

following tables (1 and 2) present the results of the pre-test: 

Table 1: Descriptive Summary of the Pre-test Results 

Statistical Values 

Groups Minimum Maximum Mean Standard 

deviation 

.-\ fter Reading 5 43 19.60 8 .22 

Before Reading 5 42 19·60 8 .29 

Sandwich 4 42 
i 

19·62 8 -49 

Table 2 : The Pre-test Results of the One-way AN OVA 

Sum of Degree of Mean F Sig 

Sources of Variation Squares Freedom Square 

Between groups .01481 2 .007407 .000 1.000 

Within groups 9170·178 132 69-479 

Total 9170.193 134 
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As indicated in Table 1, all of the three groups had comparable mean and standard 

deviation results. This was further investigated by a more powerful statistical 

device known as ANOVA. The results of the one-way ANOVA (F=.ooo with 

degrees of freedom 2 and 132) has confirmed that there is no statistically 

significant listening comprehension ability difference among the three groups. 

4.1.2 Results of the Experiment 

As indicated in the previous sections, three groups were given a listening 

comprehension test in three different positions to explore the effect of placing test 

items in different positions in a listening test. Thus, the following null (Ho) and 

alternative (H,) hypotheses were made : 

Ho placing of test items in different POSitions in a listening 
com prehension test has no effect on the testees' performance. 

H, Placing of test items in different positions in a listening 
comprehension test has an effect on the testees' performance. 

Descriptive and inferential statistical analyses were employed to study the data 

obtained. The result of the descriptive statistics (Table 3) shows that the mean 

performances of the 'AFTER READING', the 'BEFORE READING' and the 

'SANDWICH' groups were 10.93, 10.09 and 12. 69, respectively. Similarly, the 

standard deviations of these groups were found to be 3.36, 3·25 and 2·50, 

respectively. 
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Table 3: Descriptive Summary of the Post-test 

Statistical Values 

Groups Minimum Maximum Mean Standard Deviation 

After Reading 4 17 10·93 3·36 

Before Reading 5 17 10.09 3·25 

Sandwich 5 16 12.69 2·50 

The above statistical values may in fact give us some pictures about the differences 

in the approaches. They, however, cannot tell us whether the differences are 

significant. To this effect, One- way ANOVA was carried out to determine the 

difference among the three apprmches. The ANOYA, then, detected a significant 

difference in scores across the ditlerent approaches. As shown in Table 4, the 

calculated value of F (F=8 -440 with degrees of freedom 2 and 132) exceeded the 

va lue of F tabulated at .05 probability level set for this study. The probability that 

these differences occurred by chance alone \\·as less than 5%. This, then, allowed 

us to reject the null hypothesis which stated that the position of questions in a 

listening comprehension test has no effect on the testees' performance. 
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, I : ,\n ANOVA Table for (Mean) DilIerl'Ill" :.~ ,\ pproaches 

Sumof Deg ree of Mean F Sig 

Sources of Variation Squares Freedom Square 

Between groups 158·326 2 79.163 8-440 .000 

Within groups 1238.089 132 9·379 

Total 1396-415 134 

Since the ANOVA result indicated that at least one of the individual means was 

significantly different from the others, locating the di rection of the difference was 

found to be another area of interest. To this end, Scheff's post-hoc test at 0.05 

JcI'e l was uti lised to compare the three means. The resu lt is presented in the 

l'o ll oll'ing table: 

Table 5: Post-hoc Comparison of Means 

Groups Mean Difference Sig 

Sand\'\~ ch Vs Before Reading 2.60* .000 

Salld ll~ch Vs After Reading 1.758* .0 2 7 

After Reading Vs Before Reading 0.85 -42 7 

Note : * Shows significance. 
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As can be seen from the above table, the Scheffs post-hoc result indicated that 

the 'Sandwich group' appeared to be significantly different in score from the 

others. On the other hand, the 'After Reading' and the 'Before Reading' groups 

have secured a non-significant mean difference. 

4.2 Discussion 

The One-Way AN OVA and the post-hoc test have attested significa nt mean 

differences among the three approaches (F = 8-440 with degrees of freedom 2 

and 132) and thus indicated the approach that made the difference respectively. 

Accordingly, the 'After Reading' and the 'Before Reading' groups were found to 

have a non-significant mean difference. On the other hand, the 'Sandwich' group 

was found to haye a statist ically greater mean difference O\'cr the other t\\'o 

approaches. 

Why is it different? The following lines discuss possible guesses as to why the 

'Sandwich' group has performed significantly better than the 'Before Reading' 

group. The difference between these two groups is that the first viewed the test 

items between two hearings while the latter viewed them after two listenings. 



Speculation 1 

Reading the test questions before the second listening may help to have selective 

and focused listening. Besides, the five minutes given to read the questions 

between the listenings may as well have a positive role to answer some of the 

questions. This may be true because t he notes the testees have taken or the 

information they have recorded in their memories from the first listening may 

help t hem to answer some of the questions. This, however, is not the experience 

ofthe 'Before Reading' group. 

Speculation 2 

The sandwich approach seems to help testees util ize top-down as "'ell as bottom­

up processes in a balanced manner. In the Sandwich approach, the first listening 

seems to encourage top-down processing of the text since the testees are exposed 

to experience the wider context . Similarly, the placement of the test items before 

the second listening may facilitate bottom-up processing since the testees process 

the information in the text by going from specific questions to the complete text. 

The 'Before Reading' approach, on the contrary, seems to encourage the text to be 

processed by letting the testees go from the genera l to specific processing 
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Speculation 3 

If not Immving test questions in advance creates anxiety and if this, as a result, has 

a negative effect on the performance of the testees, listening two times before 

knowing the questions seems to be the worst of all. 

When we come to the other side of the comparison, we find the Sandwich and the 

After Reading groups. The bas ic difference between these approaches is that the 

first has read t he test questions in between two listenings while the latter has read 

them before the two listenings. 

On the other hand, the possible speculations as to why the 'Sandwich' group has 

out-performed the 'After Reading' group ca n be presented as follo"·s : 

Speculation 4 

The sa ndwich approach seems to lay a good ground for testees to focus their 

attention on the main idea(s) of the text since they do not have the test items 

before the first listening. In the 'After Reading' group, howe\·er, reading of the 

questions prior to listening the text may push the t estees to do two things­

answering and listening. This, as a result, may make them abandon one area of 

attention (Norman and Bobrow, 1975). If this is a possible condition, the chance 

of the 'After Reading' group to fully grasp the message of the text is at least 

lowered by a factor than the other group. If this can be considered as an 
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advantage, the 'Sandwich' group then seems to be in a better condition than the 

'After Reading' group. 

Speculation 5 

It seems logical to think that activation of relevant background is maximum when 

one gets adequate information about something from a certain stimulus. 

Otherwise, the possibility of act ivating less important or irrelevant schemata may 

be possible if a stimulus provides an incomplete in put. In connection to this idea, 

Anderson and Pearson (1984) say that a pa rt icular sub schema may not 

necessarily activate the schema it belongs to. They also say the reverse is possible. 

We 111 <1\ ·, therefore, say that the interaction effect bct,,·een the fragm ented 

representations of the text and the background knmdedge of the testees in the 

'After Reading' group may not be as powerful as the interaction effect between the 

whole text and the background knowledge of the testees in the 'Sandwich ' group to 

activate proper schema. 

Speculation 6 

Some testees in the 'After Reading' group m<l\ face some difficulties to 

comprehend the test questions properly or may find the nature of the test 

questions having bad appearance before listening to the text. This, consequently, 

may create anxiety which possibly affects the degree of attention that should be 
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paid to the listening of the text . This, as a result, may lead to mask the trait to be 

tested. This likely negative effect of the text appearance, however, may not have 

equal strength to that of the sandwich group because this group has got no 

exposure to the comprehension questions before the first listening. 
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Chapter Five 

Conclusion and Implication 

5.1 Conclusion 

The study was aimed at investigating the effect of placing test items in different 

positions in listening comprehension tests. To this effect, testees were made to 

view questions in different positions in a listening comprehension test . The first 

group viewed the test questiolls befo re listening to the text two times while the 

second group \'ie\\'ecl the questions after two hearings. The third group listened to 

the text first and then viewed the questions and then completed its answers after 

the second listening. 

1 
The three groups were compared for their listening abilities by a sta ndardized 

international language proficiency test (TOEFL) . After this was done, a listening , 

comprehension test prepared by the Department of Foreign Languages and 

Literature of Addis Ababa University was administered to the three groups using 

the above three approaches. 
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The finding seems to suggest that reading lis tening comprehension test items in different 

positions has an effect on performance. Accordingly, presenting questions be tween two 

hearings is found to have strong support to respond to listening comprehension test 

questions correctly. On the other hand, knowing questions before and after listenings 

seems to have and lack some advantages. Sherman (1997) has done similar study by using 

different texts, subjects and research des ign and has come up with a finding which is in 

line with this study. 

Similarly, Norman's and Babrow's (1975) conclusion which stated that previewing test 

items may supply additional data but may also tax cognitive resources seems also to be in 

agreement with the finding of the present study. 

Th is current study is li mited in scope. Even then, it has attempted to gene rate insight 

into the effect of position of test items in listening comprehension tests . 

5.2 Implication 

Based on the findi ngs of the study the following implications may be drawn: 

1. The finding of the study seems to imply that testing a given abili ty or trait Il1 

different methods may result in different performances. Thus, recognising a method 

effect in testing seems to be very important. 

2 . This s tudy has only demonstrated the difference tha t the three approaches (i .e. 

reading the test questions before two listenings, reading the test ques tions after two 

listenings and reading the test questions between two listenings) may bring about in 
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the iistening comprehension performance. Thc reasons for the differences, however, 

are speculations. To this effect, further research of this sort should be done with a 

better research design so that more reliable and valid information on the effect of 

questions' positions in listening comprehension tests can be attained. 

3. All of the th ree testing listening approaches considered in this study have got their 

own advantages and disadvantages. However, the weight of each advantage in each 

approach to enhance listening test scores may not be equally significant. Similarly, 

the power of each disadvantage in each approach to affect test scores may not also 

have the same level of significance. Thus further study should be planned to 

investigate the significance level of each advantage and disadvantage across the 

approaches. 

4. Experimenting these approaches with different types of texts, texts 

formats/techniques, levels of students and collecling students' opinions about these 

approaches and comparing these opinions against the students performances may 

also give us valuable insights about placing test items in different positions in 

listening comprehension tests. 
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SECTlON ! 

LISTENING COMPREHENSION 
i 

In this section of the tes !, you will h~vc an Opportunity 10 d,:monstral f: yom abilit)' to 
undcrs[:1nd spoken English. Thcn~ arc three paris \0 lhis scclicn , with :Ipc'dal diroclions for 
c<lch PM!. Do no! read ahead or lurh the pRgC-~ '''''hile the dinxtion:; ai ,' tt:ing n:ad. Do.!!.2.! 
take nolc.~ or wrile in your lest boo~ al any lim~, 

I P;lrl A 

~~ For eaeh que.~lion in P:in II, you will he:lT .1 sh(lfl ,~rplr",:e . L'ch scnlen(,(" will h._ 

~noke!1 jl l.~1 p l\("e. The sel1lence,~ you hC:1r will!!S?l he wriUcn "'II for Yl'l l. 

"ncr I'nn he;l r cach ~enlencc, rr;lt! l1;e four choit;"rs in ynur te~1 I-nnk. "!l~rJ(C'(1 (1\). (n), (e). 

, nll (I) .. 111 11 decide whidl ~ is clmc.~1 in meaning 10 the ~':I1I " " n: ~'<111 )'card. TIl,:n. ("HI y"'11 ,. 
~ 11~we r ' )11'<:1. I-Inti Ihe numhcr of the Iq\le~lion :lnd fill in thc snarr' Ih.11 C"or re.~['C'nd~ to the k ' f" . A 
n l'the: ;1111 "'Cf" 1'011 have cho.~cn . Fill in Ihe .~r;]t:e co mpletely ::p 1hal Ihe le lto:r in .'. idr Ihe\1\"a l ' j: 
cannol bc <{'Cll 

I.I ~ICIl In .1 n cX;l!llple . 

On Ihe r('Cord ing, you hear 

11\ yo ur Ic ~! hook , YOll read : 

~iiUtJ/lle Aml""er 

'A> <10 ... CID 

(Al Please lock your mom wt:en }"ou kavr., 
(0) Tum the key 10 the len 10 entl:r your room, 
(C) P1c:<1SC ret urn your TOC'rn I:ey before leaving, 
{Dl YOli mU31 leave your roon', by four o'dock, 

Ti le W()m.1 n- ~.1id, "PIc::lse lurn in the ke y 10 your rClom before you leave," ~:entencc (0, "Please 
return yom room key tx:rore Ic:<lving," is closest in me<1ning 10 wllal Ih!, woman s,lid, Therefore, 
the co rrect cho ice is (C), . 

Now listen 10 lInolher elampic , 

On Ihe recording, you hear: 

In your le~1 book, you rea d; '(A) 
(n) 
(C) 
(D) 

~:tmpfc Art.1"l""(r 

<7> ... aD aD 

Wil l Mary he (r;nciing IOlnCIrtow? 
Wh.':!1 are Mary's plan , for lmnOfTow7 
Who will be with M.1ry tomolTow7 
OM.s Mary h,1Vc 1('1 <1(' iltontorrow? 

111C fTl.1n ~.1 111 , "Wh.1t's MHy p:ninr. IO ,do ImnntrolV?" Sentcm;c (Ill "V/b:ll ~re M:ll"}'.( r l.ln~ 
fnr lOnl orrp\I,"" i .~ clO~e~t in mC;lninl: 10 whill Ihe m"n ~.1id , T11~r~r"rr., tlw ';('IlTccl choic-c: I.~ (Il) 
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; ~ I I . ', . 
2 : (A) The infonnatlon will be available 

I next week. I (0) I 'WOn'l be back until next week. 
.: "~ I (q First get the information. thcn 
I : I I . call me. . 
~~l 1\(0) I need some inronnation from Ii.! you Qe;,;1 woek,' 
« 
~ 31 A) Hi. cl"" finI.hed "uly. 

l.

' .. , I (B) ~e'l t.lW1.~ °9 ~Ime (or cl~". 
~ ~ (f=) He doesn;'t c:orne to class at aU' I' 
~(:- '. (P) He', very onen late (or class. 
~ " I . . . 
~;, <4: :(1\) The: c:ourx haS'become more .; 
""'11 _., I ;: . ...... ....... ar reo:nt y. 
: .~. !iqJ) So few ,people ~lIcnd the course: 
(~ . 11 ! . that It may be canceled. i 
,{" i '(C) The course waJ once more I 

I : ' \1 \ popuLs.r thaD it is DOW. ' \ rt (0) That course has been popular fO,r [1\ m .. y~". i 
~~ ' I' " ,. ' / ', ,,·,1· \;. .... fl!I" ;: ' 
. , , , 
': , I 
!J:. l \ 
'l 1 
'~ "j 1 ... ,I. 

I 
'I I 
11' i 
..... il \ ". ,I 
. 'I .j l I 
: " : ii ' 
l: II 3;1, 
~- , 
ltI::l\ 
""'. '.j . 1:51 ' 

~ !~ 

.. I:" 

• 

,. 

5. (A) Marty was eager \0 vote in the 
election. 

(0) Marty W(lS the only ont 10 rCl'ld 
, aboul polilic~. 

(q Mar1Y was :lIuious.la.find oul 
. the election results. 

(0) Mflrty spent the day fit home. 
listen ing 10 the news. 

6. (A) How l:'llcnleri is she? 
(n) She's ve. ry tnlented. 
(0 Is she. very \:'Ilented7 
(0) She has li tt!c !:'I!cnL 

?, (A3)The' raculty lounge is beside 
. ~ lhe admissions omce. 

(D) The admissions officer went 
into the raculty lounge next. 

(C) The admissions officcrs will 
hold their ncxt meeting in 
the racully lounge. 

(0) Next year, the raculty lounge will 
be used ror officcs. . 

8. (A) He doesn't wan! to p;ty a peMlty. 
(D) He buys line aft objects. 
(C) He doesn't have the time \0 pla y. 
(0) He wants \0 define his objectives. 

l 

rUHOOmtjIJ;W. 

9. (A) She said the wrong thing, so ~he 1). (A ) Sh e rlidn't htar the telephone 
probably willl(}~e hcr joh. rin&. 

(Il) She :'Icciclcnla l1 y closed the door (Il) She h:'ld so much to do, she 
Oil her (001. clluldn't IIn~'cr the phom. 

(C) She ~t arlccl tn enter thc moOl rm (0 She c.,llcd , b'Jlthe line wa.\ ~'H1~ y. 
.111 interview. {Ol SIll' ~nHlI!l!-d hun when .\hc 

,1'1' Sl1 r d"c~!1 ' t ha\'c tilt' i"h. "'<'\Tfrd Ihr ph,'n~ 
dlhnHP.h .~hr· < ~ti!1'''''IIl )! 

. " I1<ideIL'<\. ", {" ' . ' .. , ."r .. ···n:'lr\:n II dll~'·d f' " 

.: ,:I:nby. 

'" (., I I'r frr ~l r i\'rd;1I ci l:ht (Iii : 11;,. ~ln r,: r;Hrit:~.1 wit\r. v:\ri···, 
(III Evcrynne hut I'etcr w;, < Oil time or ~n1'Ccfie~. 
eel Ew:rynne except Petcr had :I (e) I pnJcr to I!e t my I! r(l("Cri c~ 

pt;Ite. durin~ the wcck . 
(DI Peter p;,id II high exchange r:l te. (0) I dO:'l1l my ~lto~'Ping at the same ~ 

supcrm:lrk.~t. , . 'i 
II. (A) 1 'I.~cd my ticket \0 New York. v 

(11) 1 lived in New York Tour months 15. (A) It :\h'aysloolt5 'vorse berore it 
alto. gel.~ hcller. h 

(C) r gil to New York every month, (11) It ·s ... ~ond Ihin~. you .... -cnt to 
(D) 1 wellt to New York orten i\, the th,: doctor thi:; moming. 

pasl . (0 00 try to go 10 Ihe doctor right 
:lYJay. 

.2. (A) The pl:'l n of their :lp:ntmcnt wn~ (0) Th ele'~ nOlhing WOf$(: than 
in the P:lPCr. h,1Vlnp.:l .~ (ofC throat. 

(111 Thc new pl,"1l W;I.~ delivered tn 
Ihei r home. 1( •. (A) I h, llln', he~r,J the news aoout the 

(C) They e~pcct 10 fe<:eive Iheir p"pcr ~hnbrshir.. 

al home . ( n) !l· .~ :1l11 al,ing tha', no one gOI Ihe 
(I) There w;\s a 101 o( !i ller in lhe scholnuhip. 

p:lrk. (C) J wa:: afraid b: r scholarship 
mit!-ht l.oe tc'() !mall. 

/cr~» I fcl t sure she w{luld receive the 
.'\(·hnbrship. 

-~~---~. 
la1~im11IJ!lIrnff' 
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teaeher didn't Uke the paper. 

re 1e#7h,eT thought the p(lpcr I 
walldcquate., : ' 

The teacher d!scus.sed the p:lpcr' 
with the student. 

The teacher praised the pnper. 
',: 

I wish the rain would stop. 
It wiU probably ,top raining 

ooon. 
The rain !'lou Jwt slopped. 
At least It', only raining. 

.... 
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19 . (Al !'[Ilrry hil~ fini~hccl working:lt Ihc 
labomlory, 

(0) Harry hilS worked lilere over len 
ycar~. 

(q Hi\rry·.~ workplace ovcr1ook~ lhe 
laboratory. 

(0) H:ury lhink~ he work.~ 100 h.HI! 

20. (A) Sh e wishes .~hc had lhe right [i l le. 
(n) She w:lnls ~ilcncc when she 

wrilc~. 

(C) She mOly choo.\c not 10 spc:1k . 
{OJ She wanl.~ 10 wri te during Ihe 

rcm:\inin!~ lime . 

• 1'iI,',lIurvij!ITWla, 

49 

1':lrt n 

r)'r~Cllnll.~: III [' ;l r l n YO II will he,lf .~ h orl COI1\'cr~;III()ns 1'11:1 wee 11 1""0 pcople. Arter c:len 

~C~I1. 11 third pcr.~OIl will ;1 ~k. :t C]lIc~lion "h",,1 wh:ll wu .~.lid. Y(lU will he:lf eneh 
l:Ollvcrql,Nl :11111 C]lIc~linn :lhnul it only olle time IIrter rOll hr:":l C<Hl\"Cr;l,1,ion :In(i thc 
11 111;"1", 1 :lh"111 ii, rC'::Jct the rPlif f'u~~ih!C :iIi7wn< In '''''m IC:~I I" ".\. ;lnc! .keide which PI:r 

I< I:" , 1'..· ·.1 :l11~wn In tIll: \lll"~III'n filII ht;I!'d "11""11 . "" rUlli ;H,"'·,', , ;,,,,,1. f.n.t :h~ n"nir~r ,. 
'I,,· 1:'''-' "" 11 ;11,,1 rill 111 I lw <1'." "0' Ih"l f"fn'~I'''", I~ I,. II,,' kll.', .. I '!" . ,'n',".""1 V,'11 lI.l'T, h"v' 

I ".;.":\ 1(, :til c \ :lIl1plr 

1111 1: ,. Ic..'"rdlnl!. YIIl! h\',I, "H'''p1r ,\n' '' rr 

Il't' r ~ , (~ ', t t; . 

I,,· ·"'1 Irl! h,'o\:. ynn le:1<1 ,,\) Ilc Ii, " -,,,'1 like Ihr 1';llllllfl)~ ," Iher 
illl I i<' , 1o~·\II·1 blnw h,,,,· I" 1':'1'11 
I() 110: d',,·''' ·1 h:Ol·c :111)· p:"nlll\l:~ 
(I)I ) Ie d!l~: .'I1·1 kilO ..... wh.'1 10 do 

i·,·" 1.-.,,11 frolll Ihe c\lnyer~;'11n1l Ih:"ll nCllher Ihe 11I:ln nor Ihe.- wl'man Ilkc~ Ihe.- p: llnl lng. The 
I ~ ·" .1I1·,w n In II,c qlle~llfln ·'\~'h;J1 (Inc.I Ihe man lIIe:.n'·· II fAI . ·' Ile d,1cln·llikc Ihe p;Jinlinf: 
.. lIh·,· r h Cler('fC. Ihe C\HfC"\:[ dllllce i~ (A) 

8 
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21~A) Studying, 
~~:~, ;! i (B) Sleeping: 
;"';:" :1 (0 Spcaklng 10 hi,s roomm ... te. 
~~:f· ~ i 1'(0) Talking on the phone. 
:.:'i! :i 

22. (1\) She expccU (0 eam much morc 
money. 

(8) There's a JOI of (inc material to 
! sew, ' 

: i (0 She thinks the mAn is in [ave, 
. '...(0) Tbere's .a ,lot in the cou rse to 

I mcrnonze. , , 
2). (A) It's too long. 

',\ ' i (8) He's looked everywhere for it. 
i:' ': (0 He found that it wu n'l clean. . " 
~~ ~ ; I (D) It ,hou!d be tied d ifferently. 

24:. (A) %0 will cook dinner. 
I~) \\'here their rriend i3. 

r; :i I' (C) Whether the ehicken i3 refl dy, 
• f: ,j I (0) Ho~, th~i ' .rrl~nd hurt his ba,k, rJ: 
~': . , I . I 

25. (A) The party win be more run later 
, , ' 

I on, 
:.- (8) She wanted to leave earlier. 

{q She wantl to leave in " little 
~~. " . while, 

~:",I ! I (0) The PlnY,has bcautirul 
, ."i!·· 11 . decoraUon" '.. "" :10""; ,.': .. ~~ 

~ ,. " "<. '., 

n ' 26. (A) Make.another appointmen t. 
(8) Return hlter In the moming. 
(0 Wait to see the dean . 

" 
, (0) Find out whether he's oe,,1 in , i , line . . 

i" 

27 . (A) The woman sh ould ask aboullhe 
. tequircrnentl rOf each clOlss. 

(9) It doesn 't mailer which eou~e 
the woman takes first. 

(O He's curiops ",bout wft)' the 
I; I woman Is taking s'wj!""ming 

" 
" , 

les.son~, ' . i I 
' .! , I (0) The woman d~n't need eilher , class 10 grnd u:ll e, 
'! 
. :. 28 . (A) They could work on the r. i I assignment at ooce. 
~ 1 I rAJ There's nothing wrong wilh .lhe 
". i i - :usignmcnl. 

, I 
I, 1(') The y .... n11c down Ihe :I.Hi{!.nrnenl. , , 

( Dl They $h(luld go to their :I~~ i)!necl 
r l:ll"t~. 

, ' ; i 
,' , ' I I 
~, . I' , , I 
, , , 

29. (1\) She mi£.hl ha ve 10 return 10 (he 
ho~ril;d . 

(0) She CMl rcwllle norm:ll a cl ivilic~ 
SOClII 

(el She rnif.h l h:w c 1(1 ~1;Ly al ;, 
nuni ng h('1111(; . "-

(D) She will he 10(1 wCilk III (11(l\"( 

:1 rolilld by hcrsclL 

.\{}. (1\) Ju~l gou co m;micd scc!'clly. 
(I I) Gl1c.~scd M;'Iry's .~ C'Crcl. 
(e) Invited m:1l\y gIlC.~IS . 

(D) Told his sct:rcl o nly 10 Ma ry. 

31. (1\) She hn.~ plenty of heir :llrc:ldy. 
(0) She is rCOldy 10 help her hrOlhefs. 
(q She (Ioesn't h:\Ve to move now. 
(D) She shouldn't do her bmther'~ 

wo rk. 

3Y<A) G:1il returned them to the ~lo re. 
(0) The studenl.~ put them away . 
(C) They were rorgotten "ner the 

pnrly. 
(D) They were lert:lll over the ntlOf. 

.1.1 . (A) lie thought he played h: L.~eh:llf 

well. 
(0) He thCl\l!!hl he :leled:l li llIe 

str:lngcly . 
(C) He liked him immediat~ly . 
(D) lie di~nsrced with his op i nio ll~ 

.14. (A) Gave llie: ,," ,,111:1n h i~ r.el1lo/!), 
Il nlehnnk 

(n) Trip['cd 011 the \\" ;I Y 10 cb~~ . 

(0 rini .~hcd wriling n p:lper 
(D) A p(11nt! i7.C."'d for misplacing Ihe 

wom:ln '~ nole.~ . 

J5. (A) She lV ;J n t ~ 10 go to Ihe rll;lr kel 
Ii r~!. 

(n) Ron i.~ going 10 drive her 10 Ihe 
slore. 

«(:) She r rr rer~ 10 ~o ~hnppil1}! :11\1I1C 
(I)) She W:Hll.< 10 hUY:l C:1r ~ ()\ 1!1 

, 

t 

" , ' 

I'art (" 

1)11" 1:1 : III~ 1'.111 .. I 1'1" I"~I. \ i 'II wlil ill·.11 I, ,n1:cr , , 'I,' "1 ' .. 'II"n~ :lnd 1:11\ ~ .. \ :·Ier r. 
'. "" .,: I.IIL.. ""11 ",Ill,,· ':">.\",1 ~""H" tI ... ·.IIIln( " I" !p';" Ihr l'I'I1\"':~'":\IH 'I1( .~. 

~". 11''1'<1'''1\ ' ,,1· ... ,' th ':11 ,,, ,1\ ." .,. I'·:", Th·· . ,.,. "i;::r:l ": 11 ;"'; : ,1'1 

': 1 ,. iw,:r .1 LJ ll o,; ~I I"II. I t..:;~d ,hl' :""1 i"",'hir .In'.·. '·''I~ " . "III' ' ,: ~ .. ",, \: :11 1': d''1:lIk ·.' i 
,,,',' " : If t'C" .11l~\\"eT In lI lt' tjllo.:.~lI()1l y!'11 iW:l uj 1 hen. 011: ·.'nlT .111'.".\"I·r ~IH"'I. lind Ihe 111 " 

;~t 1111' '! II'",II'lll :111(1 fill in Ihc 'p;l\:e lil;'1 r<'rlo.:~pnT\(h III 111" kller 111' Ihe :1n <lI"cr ~'('u II :I \"(: 
'.·!"r ll , \Il.\Wl·1 Ihe (p l r~ l i(lll ~ on the h:l~l~ "I II"h:11 I~ .q ale( ~ Il l" ~\ II:'l 1 hy thc speakers In th,.: 
I.d\.. 11 1' Cl1 ll \·a ~: ll l llll. 

I ka' 1~ :111 (·x:ull l' le . On Ihe f(·O'I\III1I!. Y"U h(::lI . 

'"pw 10\1("11 10 : , sa 111 ph: ql1e.Q IPI1 

111 yOllr le~1 hOll k. ~"1 11 rC: l d: 

S.mplr ,\n~ "' ~r 

oom _ an 
(A 1 '] " II(" rn tl l1~lr:ll e the 1 :l l e ~1 11~ (If nllllrll1er' 

l ! r:l phie .~ . 

(II ) ';1 d i.~u .~~ the r(l~ .~ lhihly 1'( an C\:1'11 ,'Itlll' 

tlerre~sion . 

(C) To e~pl" i n the working ... of the hraln . 
( I) ) Ttl dr:10l"li1.e:J famom nly~ l ery .\Iory. 

Thr I"·,, : \I1~,,", 'r 1,1 Ihe qllr~ llllll "\V h: ll I ~ t ill' m :l li l pllrpo~e "r Ihe: rTt"lj!I:lnI ""I";< (C). "Tl> 
e\)11.1I:·. 1:1(" "l;;·1.111 j!~ lll" Ihe br:II:·. · nll·TeI"l e. Ill<" (" lIlle,' 1 ,,; h'licc i< 1(") 

~ ., '.1 :1 'lcn I" :lllIlIlIo.: r .•. l!l1 p ic questl(ll1 ~unfl[ (' '\n<:'"n 

J':"IIT 1c~1 h!lrlk. yOIl n:: ld 

Q;.J ( II ) ~) .. 

(A) [ II~ required "r:l ll «"Icnec nI ;I J nr~ 
( II ) H will never h .: ~Ium' n ;l J!:r in. 
1('\ 11 ,' :I n hri r I ,·· '·rr'. TIl1 I'trWC Ih(' H 111("11" ' 1" <i. 

11)1 IT ,,.,11 Iorll' " ,~h ""If"" W"I ~' 

,,,.,,,,' , I" Ih,' '1 1' .... 1" '11 " \\ '10, ,I,.,., I:,,· '1't".Ik!·1 ,,', ""'1",·",1 ",\lI'hlll,' Ii,.. ]'T"p .' 

I ,I " 11 1'"111 hl' l!' wllh \"t'''1 '.t' v. ,II i I IInd'H'·. tll\' ";"T r" . , ' r. 'W,' 1\ It») 

I' ·· .. ·'I1[ ":r . Y'lll :\ IC n(\ 1 ;lll"wcd In l,j~C 111'1,:0: "I ""rile 111 "'Ilr 1(·,1 I''',, ~ 

I~ , 

8 



,({ ... ~ A ldf: 
Photography. 
A bookrq>ort. 
Student Identifica tion cards. 

: 37. (A) Movie rtViews. 
~ ", I: j .. .nB) A,,;gnocl artiel"" 
\'~i • i" (q . A photo manUAl. 

~!,! il\ (D)AcamPUSguld~ , 

~~! '; 38. (A) Lend them'l. textbook. : 
~ .. t:' a I (B) Show them the slides again, 
~~:'! (q CalIthemoverthe_k",d, 
;:.1!:: (0) Meet them In the library. : 
5 ,jj ; \ . . 

' '' 39, (A) SundAy, 
~: ,i (D) Tuc::5day. 
.,' ',! (q WocIoeod.y, 
" , (0) Fiiday, 
.:; t 

';t!; .~. (A) GO' to the library. 
tjJ :i I (8) See a pbotogrilphy eAAl bit. i 
:\fJ.b l ~1 ~ .... (q Begin "'?Tk'in the .Iaboratory. 
;.t; ~: II I (0). S\U1 dotnB ~thdr bomework. 
~i' II " ,,' , tC ' ~ I . (A) The origiQ or. nlckname . . 
,,( I: I (H) The tra\'Cls.of early prospecto", 
iJ.~· il (q The Milth,,'!u AI"k •. 
),1:)', I (0) The proc= of oven baking, 
'~ I ! . 

<2. (A) 
(H) 
(q 
(0) 

It doc:ro' t contain sugar. 
It contaio, little fl our. 
It doesn't need to rise. 
It ~ a gotd~ crw t. 

' ] . (A) 000, • ....;,. ' 
I (H) Every other "'y. 
I (q EAeh night , 
, (0) Twice. "'y ... 

RJ, ! I ,,·, .. : 
r '1 "I" 

~,, ' il \ 
t, ;' I i( ~;I 
, '," i, I 
t(ii 
t,~ r ~ 
~1,.: ~: i 

t~G': :1 i 

< 
,~ 

.10. 

44 . (A) ny mixing it oncn. 
( fJ ) Oy C'Hryinr. il in their ci Cllhing. 
(0 By wr~rlling it in hlanke!.~. 
(D) ny ke'!ping it ncar a fire . 

45. (A ) TIley dug it Oul of Ihe snow. 
(D) One cook wa.~ ~ s .~ igned 10 m~ke 

it fo r the others . 
(C) TIley took some from a large po\. 
(D) Each person kept some dough 

from one batch to usc for the 
next. 

46. (A) Cold lemrc f,l lures of the 
An tnretie. 

(n) Food reso u rcc.~ of lhe Antarctic. 
(C) Mi ne r~ l resources of thc 

Antnretie. 
(D) Exploration in the AntMct ic . 

47. (A) Huge fish were c.1ughl in Ihe 
AnhHclie. 

en) Fishi ng porls wcre scI up in 
Anln rClic.l . 

(q The Anta rctic bcc;lme known as 
a rich fis hing ground. 

(D) People reali7.cd i l was 100 cold 10 
fish in the Antarctic. 

<lS. (A) It h"s polenli,,1 (01 becollllng:l. 
Olaj0f ~OllrcC of )rotein for the 
world. 

(n) It i~ [he only :lnimalth:l.1 c.1n 
thrive in the cold Anlarct lc 
w~ ler~ . 

(C) II is c.l l1~ ing oth er e rc.l l urc.~ in th e 
area 10 die 'ou\. 

(D) It is considered a delicacy by 
m:l. ny people. 

, 
Wlit~~ 

51 

;.) II m;IY it-:ull" ,·\, intll'''1 for II,,· 

~ n il 
II' II m:,.v dClly n('~'c~~":II\' rO(lI.l l p 

nlhr.r c r c:\ l\l re .~ in the arc:r 
leI II h:ls alreacty cre:ltcd 

inlefllrl l ion<ll c(ln!pelilion ror 
Ihe (I.~hinl: :ueas 

(I)J II pl1l~ thc ~hip~ ' crcws in u:1I1ger 
rrom other cre:l lure~. 

~o (1\ I ':,.:. I.d I' .... [illl: rf<'rr:Ull~ r" 
'\;\i;lr"!Il' :lnjm:tI~ ha"e ~"~ 

...I:ul\",1 

(0) FI.~hl11r. (Ilr Anl:lrctic r"d h:l' 
been lempnr:l.rily suspend"l. 

(0 A spC'Ciflc li!hinF- Mca hn~ bC\:n 
:l~slr.ned each of thc intcrc;I N\ 
n:l. tions. 

(D ) A ref.llla !ory hody repr~n ling 
!iCvc r<l1 nalio n! has bc-cn 
fo nned. 

j):) ;·Jc)TRE/\j)nH \','n rn~ ();-.; ·\N YrllIIFHSI , jll;!(ll "[trF IFST 
i III ,111' EH VISOR WI! .I Tr.LL Yl11 I WII EN TO 1Ir.<;;:-: \':Ol(}: ON SITT1()N :, 

r, Q 
l~~ V 8 0TO

, 888 

~ .. 

-, 



Appendix 2 

Answer Key for the Testing of English as a Foreign Language 

I. A 

2. A 

3. B · 

4. A 

17 A 

18 A 

19 D 

20 C 

33 C 

34 C 

35 C 

36 A 

5. C 

6. B 

7. A 

8. A 

21 B 

22 D 

23 B 

24 B 

37 B 

38 C 

39 D 

40 C 

9. D 

10. B 

I !. D 

12. C 

25 C 

26 C 

27 B 

28 A 

41 A 

42 A 

43 C 

44 B 

45 D 

5:l 

13. 

14. 

15. 

16. 

29 

30 

31 

32 

-16 

47 

48 

49 

50 

B 

C 

C 

D 

B 

D 

A 

B 

B 

C 

A 

B 

D 



Appendix 3 

Rank Order of Scores and Codes for the Pre-test 
-

Students Rank Order of Scores Codes 

1 43 A 

2 42 B 

3 42 C 

4 41 C 

5 37 B 

6 34 A 

7 34 A 

8 32 B 

9 32 C 

10 31 C 

II 31 B 

12 3 1 A 

13 30 A 

14 30 B 

IS 30 C 

16 29 C 

17 29 B 

18 28 A 

19 28 A 

20 28 B 

21 28 C 

22 28 C 



Students Rank Order of Scores Codes 

23 28 B 

24 27 A 

25 27 A 

26 27 B 

27 26 C 

28 26 C 

29 26 B 

30 26 A 

31 26 A 

32 26 B 

33 26 C 

34 25 C 

35 25 B 

36 25 A 

37 25 A 

38 24 B 

39 24 C 

40 24 C 

41 24 B 

42 23 A 

43 23 A 

44 23 B 

45 23 C 

5#,T 



Students Rank Order of Scores Codes 

46 23 C 

47 23 B 

48 23 A 

49 22 A 

50 22 B 

51 22 C 

52 22 C 

53 22 B 

54 22 A 

55 22 A 

56 22 B 

57 21 C 

58 20 C 

59 20 B 

60 20 A 

61 20 A 

62 19 B 

63 19 C 

64 19 C 

65 19 B 

66 19 A 

67 19 A 

68 19 B 

55 



Students Rank Order of Scores Codes 

69 19 C 

70 18 C 

71 18 B 

72 18 A 

73 18 A 

74 18 B 

75 18 C 

76 18 C 

77 18 B 

78 18 A 

79 18 A 

80 18 B 

81 17 C 

82 17 C 

83 17 B 

84 17 A 

85 17 A 

86 17 B 

87 17 C 

88 17 C 

89 16 B 

90 16 A 

91 16 A 

56 



Students Rank Order of Scores Codes 

92 16 B 

93 16 C 

94 IS C 

95 IS B 

96 IS A 

97 IS A 

98 IS B 

99 14 C 

100 14 C 

101 14 B 

102 13 A 

103 13 A 

104 12 B 

105 12 C 

106 12 C 

107 12 B 

108 12 A 

109 11 A 

110 11 B 

III 1 1 C 

112 11 C 

11 3 11 B 

114 11 A 

5t 



Students Rank Order of Scores Codes 

115 10 A 

116 10 B 

117 10 C 

118 10 C 

11 9 10 B 

120 10 A 

121 10 A 

122 9 B 

123 9 C 

124 9 C 

125 8 B 

126 8 A 

127 8 A 

128 8 B 

129 7 C 

130 7 C 

131 6 B 

132 6 A 

133 5 A 

134 5 B 

135 4 C 

S?; 



Appendix 4 

Grouping of Students Based on the Pre-test Results 

Students Group A Group B Group C 

1 43 42 42 

2 34 37 41 

3 34 32 32 

4 31 31 31 

5 30 30 30 

6 28 29 29 

7 28 28 28 

8 27 28 28 

9 27 27 26 

10 26 26 26 

1 1 26 26 26 

12 25 25 25 

13 25 24 24 

14 23 24 24 

15 23 23 23 

16 23 23 23 

17 22 22 22 

18 22 22 22 

19 22 22 21 

20 20 20 20 

21 20 19 19 

22 19 19 19 



Students Group A Group B Group C 

23 19 19 19 

24 18 18 18 

25 18 18 18 

26 18 18 18 

27 18 18 17 

28 17 17 17 

29 17 17 17 

30 16 16 17 

31 16 16 16 

32 IS 15 15 

33 15 15 14 

34 13 14 14 

35 13 12 12 

36 12 12 12 

37 I 1 1 1 11 

38 I 1 I I II 

39 10 10 10 

40 10 10 10 

41 10 9 9 

42 8 8 9 

43 8 8 7 

44 6 6 7 

45 5 5 4 

I 
6() 
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Addis Ababa University 
Institute of Language Studies 

Department of ForeignLanguages and~rature 

College English Listening Test(199912000-A;YY ------'- , 
Talk - script ( Code 1) 

To tllil Instructor:- Read out this talk - script only twice. The first 
reading is to introduce the ~tO the entii'e 
theme of the tex t while the second is aimed to let 
the students take detailed notes. Therefore. 

encourage students to read all the qucstiops m tBeir 
papers before you start reading out the script 

Women in the Industrialised World 

One of Ule greatest economic iUld soc ial clUll:".cs of Ihe posl-war years has gatl,e larsely 
unnoticed, It is that more and more women " r~ going out to work. Today in the LIni:tW 
States, in Japan and in the United Kingd'-m, almost 40 per cent of the work fQr~ is 
te male. 

In theory this should mean thaI WOme!l are (>c-.;oming betke-off, liberated, equal But in 
practice it is a different story. 

Most women now work far longer ha UL; flu" men-in factory, shop or office as well as in 
the horne as cook, cleaner, child 1':1['''', , ! l " IJ;X l' and homemaker. This 'double bw-den' 
meam that the average woman who goes oul to work is now putting in an 80-hour workins 
week-ffi'ice as long as most men. 

So equali!y depends not only on IVom.-on , haling in paid emplOyment but also on men 
sharing in the tasks of the home, AI Ule rnOlll~nt husbands in all industrialised countries 
contribu te very little to domestic work and recc·nt research shows that this contribution does 
not increase when the wife goe.;: r;'lt " .-:" ," .:. Ame:rican researcher, Joan Vanck , for 
example, found that the average f" th :: ... ,' " ai led States spends only 12 minutes a d.1Y 
"ith his children, Overall, women ', 't[ , '-" '. : ·· . . ,·,k in Ill" U.S.A . is estimated at about 40 
per cent of the Gross Domestic Prod".: t. ;,' :;t ~; \:"n i.n the work-place itself, women's wages 
are everywhere lower than men ·s . rn t il" C. "-. women tH'C paid an average 0[25 per cent 
less. In Ule u.S.A. they are paid 40 pc r ,; ,,':: L". And this is despite equal pay legislation 
in most industrialised countries 

~ .- .. ' -
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TIle reasons why women earn less than men go deeper than legislation. And again the main 
cause is the ' double burden' of home responsibilities which means that many women have 
to take part-time jobs, or less denlancling jobs, and that they have less time for training and 
less opportunity for promotion. 

As children, girls are educated and conditioned either for no employment at all or for more 
menial and lower-paid jobs. As workers, they are crowded into industrie3 like textiles, 
food, clothing, retailing-where they compete v.>ith each other for low-paid and insecure 
jobs which require little skill or training and offer little chance of promotion. A recent 
survey in Sweden shows that women have a choice of about 25 different occupations 
whereas a man chooses. from over 300 cru·eers. Indeed cert.-un countries, have come to rely 
on a supply of female labour which costs little and enjoys little protection. 

The result of this inequality is that women h~ve more than therr fair share of poverty. And 
particularty hard-hit are the famili es cl¢pendent on (1 woman' s earnings. 
~ 

Single p,u·ent fmlilies arc inc: re2Sing in :timo::; [ l!very· inci us t1ialised COW1Uy . In Britain at 
least 600,000 families 2]"C now he~ded by sir.gJe mothers and the number is growing by 6 
per cent a year. The main cause is the rise in c!ivorGc rates which have doubled in many 
countries during th~ last 15 years. 

It is these single-parent famili es, says the Interna tional Labour Organisation, which make 
up (he fastest rising group in any classificalion of the poor population. Even after the 
receipt of benefits, the incidence of poveny io; " " h· j ust below that of pensioners and is 
1l1uch higher than in ,my o ther group. 

As the ll.O nOles, pensionCJ"s ,u·e the POL' ''"'' ." "; i,, j :;.fOUl-' in the industrialised worlel. But 
here too it is the women who arc IV()rst ulf- t'."·' iy h~" JLL<;e they teuel to live longer than 
11\"n and part ly because tnequ aJj·i;; · ciu,-i,,~ ,it _i' .. , " k~ng jjves is reflected in ,-educed. 
pensions. In tlle United Slates, for exampk. Ih~ " " "i lion women who are over the age of 
6 5 make up by far the poorest group of pcople in 1'~'Tle lic a-l'iith ,limos! half of them living 

below the official povelty Jine. 

For womc·n at work, the fmal irony is th,1i dr : " ·,'c ·· unions-which have elone so much to 
improve the pay, conditions anel benefits of work f() h~eS in ule industlialised world-are also 
dominate.d by men. In N"1leric;t) s gJnn~. nt iu \.lu.-;ln:. SO pei· ~ent of the union members are 
women but 21 of the 22 member be'ar t! o ! '! I~ ""i"n ,,, ·0 men. L'l New Zealand only 15 of 
the country's 323 unions ha ve anv '-'"0 ", ,, 1\ :: ·,c c llL ·" " despile the facI ihat women carry 
over a third of all union membership 0,-<1 ,. 

Th~ first Il ilif of the Li . "i .Decazk ' '' ; , .. , ... . , " Q\'O go ,, ~ ,In<l the vas t majority of 
~\" U nl e Tl Ul the industn 2liscJ ~OU:1!C ";:) : L : ;.·~ r !i(i t' >!oefit. Equal-pay iegisi:l tion in 
aln1 l..-. .-.; t ail industriali·;cd countries h~s l),,,: ·: ; .:: big ad, i~ \ · :! n1ents of dlese frve years . 

The task for the next llYe years is to ik; ';C .. ' ; .. ·.,)]k wiuch will give substance 10 pay, 
The bigges t barrier is tl1.1t worlili,g \\" ( ; c~ ·,,, n .'.' . .i" '·so jobs, And overcoming tllat banier 
is 3.5 nluch of a challenge to men as it is II: ,.: .,-< ' ,: [: 



Appendix 6 

The Listening Comprehension Questions and Their Answers 

Name 

Addis Ababa University 

Institute of Language Studies 

Department of Foreign Languages and Literature 

College English Listening Test (1999/2000 A 

Code 1 

_____ I.D. __ _ Section 

Instruction:- You will hear a talk about the situation of women in the 

industrialised world twice. During the first talk, try to identify the overall idea. 

During the second talk, take detailed points and use them to complete the notes 

and tables, and the questions below (l/z marks each). 

1. What is the main argument of the speaker? 

Ans: Practically women are not liberated and hence there is no 

equality between women and men in the industrialised 

world. 

2. Most women work less hours than men do in factolY, shop or office, but 

longer hours in the home. (True!False) 

Ans: False 



3. According to the passage, equality depends on: 

Ans: a. Women sharing in paid employment. 

b. men sharing in the tasks of the home. 

4. Women's wages in UK is better than that of the women's in US. 

(T rue/F alse) 

Ans: True 

5. The phrase 'double burden' that the speaker uses refers to: 

Ans: The longer hours women do both outside and in the home. 

6. According to the American researcher Joan Vanck, a father in United 

States spends 23 hours and 48 minutes for some other business while the 

remaining minutes are spent with his chi ldren. (True/False) 

Ans: True 

7. Examples of industries which require little skill of training, and thus pay 

low wages are, 

Ans: textiles, food, clothing and reta iling. 

8. Some countries want to use female labour because it is cheap and requires 

little protection. (True/False) 

Ans: True 

6~ 



9. Except being loaded by domestic and productive choreses, women in the 

industralized world have an equal access to participate in different works. 

(True/False) 

Ans: False 

10. What is the cause for the increment of single parents in the industrialised 

countries? 

Ans: The rise in the divorce rates. 

11 . What is the fastest rising group of the poor population? 

a) 

b) 

Pensioners 

single parent fami lies 

Ans: B 

c) man working in factories 

d) women worldng in factories 

12. According to the speaker, women pensioners lead the worst li fe because 

of: A. 

B. 

Ans: A. They tend to live longer than men live. 

B. Inequality during their working lives is reflected in 

reduced pensions. 

13. The longer women live, the worse life they lead. (True/False) 

Ans: True 

6§ 



14. The trade unions in the industrialized world, which have got balanced 

gender members, have done their level best to improve the pay conditions 

and benefits of the work forces in the industrialised world. (TruelFalse). 

Ans: False 

15. According to the speaker, which of the followings is fa lse? 

a) There are 22 unions t rades in America. 

b) There are 323 unions trades in New Zealand. 

c) Only one women is a member of the board union for America 's 

garment industry. 

d) Union trades are dominated by men , though the number of men is 

insignificant compared to that of the women's. 

An s: a 

16. What is the main achievement of the five years? 

Ans: Equal-pay legislation in almost all industrialised countries . 

17. W hat is the main task for the next five years? 

Ans: To ach ieve equal work. 



Appendix 7 

Results of the Post Test 

Students Sandwich Before Reading After Reading 

I 15.00 9.00 17.00 

2 15.00 14.00 16.00 

3 14.00 9.00 16.00 

4 14.00 7.00 6.00 

5 15.00 10.00 6.00 

6 15 .00 9.00 7.00 

7 14.00 7.00 16.00 

8 13.00 16.00 11.00 

9 14.00 13.00 8.00 

10 16.00 14.00 15.00 

1 1 14.00 1000 14.00 

12 15 .00 17.00 14.00 

13 16.00 13.00 15.00 

14 16.00 11.00 15.00 

15 16.00 5.00 14.00 

16 14.00 16.00 14.00 

17 14.00 11.00 13.00 

18 14.00 1300 14.00 

19 16.00 7.00 14.00 

20 13.00 6.00 11.00 

21 14.00 14.00 10.00 

22 15.00 5.00 11.00 

67 



Students Sandwich Before Reading After Reading 

23 14.00 7.00 11.00 

24 14.00 12.00 11.00 

25 14.00 7.00 10.00 

26 9.00 6.00 10.00 

27 9.00 8.00 11.00 

28 9 .00 6.00 10.00 

29 5.00 8.00 12.00 

30 10.00 14.00 12.00 

31 8.00 10.00 12.00 

32 1000 14.00 12.00 

33 12.00 7.00 10.00 

34 12.00 8.00 12.00 

35 11.00 15.00 11.00 

36 11.00 8.00 12.00 

37 11.00 7.00 7.00 

38 11.00 14.00 6.00 

39 12.00 1000 4.00 

40 12.00 10.00 6.00 

41 10.00 7.00 6.00 

42 11.00 10.00 7.00 

43 12.00 9.00 8.00 

44 10.00 11.00 6.00 

45 12.00 1000 9.00 
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Appendix 9 

Results of the Pilot Study in Selecting the Best Tc;.tc .. :" 
Experiment 

DescripLive S(;,fistics and Reliability .Analysis of Test em'. 



Reliabil ily AlI;,l\" . 

Mean Standard Number of Number of Reliability 

Deviation Variables Cases Co-efficient 

12.5333 4.3528 22 30 alpha .7624 

N .B. This is the test of the experiment 

Reliability Analysis of Tes t Two 

Mean Standard Number of Number of Reliabili ty 

Deviation Variables Cases Co-efficient 

9.8333 2.6769 19 30 Alpha .5118 

Reliab ili ty Analysis of T,' S l Three 

Mean Standard Number of Number of Reliability 

Deviation Variables Cases Co-efficient 

10.9667 2.79 19 30 alpha .5011 

7J...-
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