THE EFFECTIVENESS OF
ORAL PREPARATIONN AS
COMPARED WITH OTHER
METHODS OF TEACHING
THE WRITING SKILLS

A Thesis
Presented to
The School of Graduate Studies

Addis Ababa University

In Partial Fulfillment
of the requirements for the degree

Master of Arts in TEFL

by
Demmeke Dessu

June, 19¢0



ADDIS ABABA UNIVERSITY
SCHOOL OF GRADUATE STUDIES

The Effectiveness of Oral Preperation
as Compared with Other Methods
cf Teaching the Writing Skills

by

Demmeke Dessu

Lpproved by

G DN SPATL (€ Dﬂ,; »
Advisor -—
S A RANSH —_@AM‘

Examiner

N A 0Qriiy 6RD M«u— Ma&é/"‘]/

Exeminer



acknowledgements

I am greatly indebted to my advisor, Dr. G. Despatie,
for his indefatigable guidance and encouragement. In
spite of his invaluable assistance, however, my advisor is
by no means accountable for any faults that may appear
in the thesis.

I should appreciate Brother Feleke Gosa for his generous
assistance and encouragement as well as for selflessly
bearing the full responsibility for our family during my
engagenent in the Graduate Programme.

My friend Girma Wube', who provided me with the
material I most neceded for the study deserves special

nention.

I am grateful to Tesfa Zewdie, Desta W. M., and Haile
M. Lbbebe for helping me with the statistical computations.
I wish to thank my colleagues Tesfaye Mihzentu and Taddese
G.M. fer teaching and scorizg- the sample writings. My
sincere gratitude is due to W/t Chuchu Mamo and abeba
Workye who meticulously and patiently typed the paper.
I would like to thank the freshman students in the
Departments of Statistics and Chemistry for voluntarily
participating in the study.

I further appreciate the help and encouragement I
received from my old friends Getachew Tesemma and Kasa
Dgigu. Iy gratitude is also due to Fikirte Tullu,

Tsegaye M.4b, and Kiros H.G. who have helped me in various
ways.

The fund reccived from SAREC to finance the project,
and the British Council Library which has been a rich
source of material are duly acknowledged.

Demeke Dessu.



Abstract

This study way designed to examine the effectiveness
of oral preparation as compared with the incidental method
of teaching the writing skill. Two groups of freshmen in
the Departments of Chemistry and Stetistics (Addis Ababa
University) were randomly selected and taught Personal
letter writing and Report writing techniques.

The students in the former department were divided
into smaller conversational units and did =all the writing
assignments in groups. The other group of freshman
students carried out the tasks individually as practised
in Freshman English courses.

After esch mode of writing had been practised for
two weeks, 8 composition test was administered to the
subjects in identical situations for both groups. The
writing samples were then analysed and compared in terms of
the mean -T-unit length index which is recognised as a
valid measure of syntactic maturity.

The results indicated that the learners in the study
group were producing T-uhits which were consistently, but
not markedly longer then those written by the members of
the control group.

The data further showed that the average mean T-unit
length output of the freshman students whose writings were
considered in this study was exteremly low by both native
and ESL standards. In the literature, for example, the mean
T-unit length produced by a typical fourth grade writer on
a free writing task was reported as 11,3 words, while the
score for the freshmen sampled in the present study was
generally below 11 words per T-unit.

Techniques of teaching which were established in
research as the most effective procedures for enhancing the
syntactic fluency of writers have been suggested as possible
solutions.
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CHAPTER ONE

1. INTRODUCTION

Al o §£atement of the Problem

The English language has a prominent function in the
educatienal system ef Ethiopia. It is taught as a subject
in all the government schools beginning in grade three
through to the sophomore level. As a2 medium of instruction,
English takes over from the Amharic language at the beginning
of the junior high school (grades 7 and 8), and serves up to

the graduate programme.

Although the question of replacing English as the
language of instruction has long been under discussion, no
practical decision has yet been made. Hence, studies
pertaining to the techniques of teaching the various skills

in English still remain pertinent.

Writing, as one of the major skills in language
teaching courses is known to be a pewerful toel of learning.
Among other things, it serves as an aid to retention, and
provides the learner with some concrete evidence that he or

she is making progress (Byrne, 1979:7).

Ethiopian University and college students need the
writing skill in order to cope with their essay type
examinations and to write reports and research papers.

In short, an Ethiepian student can hardly expect a University
degree, even from the Depesrtiment of the Ethiopian Languages,

without a certain degree of competence in written English.



Thus, most of the higher institutions of learning in the
country introduce some writing exercises in the Freshman
Programme and offer an extensive composition course at the

sophomore level.

Important as it is pedagogically, writing is often
the least emphasised skill in programmes of language
instruction. One of the major reasons for the neglect is
that it is the most difficult task for both native and
non-native learners. Widdowson has the following comment

with regard to this claim:

In my experience writing is usually an
irksome activity and an ordeal to be
avoided whenever possible., It seems %o
require an expense of effort
disproportionate to the actual result.
Fortunately for myself-esteem, this
experience is a common one. WMost of us
seem to have difficulty in getting our
thoughts down on paper ... getting the
better of words in writing is commonly a
very hard struggle. And I am thinking
now of words which are in one's own
language. The struggle is all the greater
when it is not.

(Widdowson, 1983:34-47)

Mhyt is writing difficult ?

This medium of communication is chosen when there is
a need to transfer information to 2 reader who is not present,
or who may not even be known to the writer. Consequently,
communication in writing is not supported by a constant

interaction and feedback, etc., between the writer and the



reader. The 2absence of immediate reaction demands that the
writer anticipate what is likely to happen and provide for
any possible failure of communication from a lack of shared

knowledge (Byrne, 1979:1-3; Widdowson, 1983, 39-44).

The only way a writer communicetes successfully with
his reader is by the organisation of his sentences into a
coherent whole which is as explicit and complete in itself
as possible. To0 produce a text which has an appropriate
discourse potential, the writer needs to have some idea of
the purpose of the interaction which involves relating the
act of writing to some preceding situation. He should also

know who he is meant to address and why (Ibid.).

In addition to fulfiling these normal conditions for
writing, the writer has to ensure that his text conforms to
standards of social conventions. Successful communication,
therefore, generally presupposes the automation of syntadtic
rules so that the mind will be free for the interactive

processes (Ibid.).

In second and foreign langusge situations where
syntatic rules have not yet been mastered, there is a problem
that the mind will be highly engaged with linguistic matters
leaving little spare capacity for the communicative function
of the text. These are some of the problems which make
writing a difficult task for the native speaker and more so

for the non-native learner (Ibid).



Thus, teachers and methodologists who recalisc the
problems learners face, especially those who are dissatisfied
with the controlled excrcise approaches to the teaching of
composition, suggest that manipulation be minimised in
teaching. They argue that this can be achieved by providing
guidance and help through a variety of pre and post writing
activities. Thesc include providing appropriate information
and stimuli and priming learners through oral preparation

or group discussion on assigned topics in class.

1ele1e Source of the thesis title

The question: "Is pupils' writing better when they
discuss what they are going to write about before they begin?"
is suggested as a topic for sction rescarch in Davis and

Parker (1978:213).

Brause and Mayher also suggest the same question for
a similar study in Language Arts, 61/5, Sept. 1984::16-518
as: 'If students write about topics they have discussed

in class, do they crcate a better text?!

As no rcsearch reports were included in the sources
acknowledged, this cendidate proposed: 'The Effectiveness
of Topic Discussion in Class as a Method of Tcaching Writing*,
as a possible title for his thesis., The title was later
modified into its present form at the recommendations of the

D.G.C. (Department Graduate Commission, I.L.S.).
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1.1.2. Why writing ?

The writing skill has been selected for two reasons.
The first of these is that owing to the problem of the
unreliability of scoring or quantifying student compositions,
no candidate in the A.A.U., Graduate Programme has attempted
to examine the writings of students as total patterns of

behaviour.

Rescarch reports, on the other hand, indicate that at
least some aspects of written composition, the syntax of
student writers, for example, can be measured quite objectively.
Moreover, methodologistsoon testing the writing skill note
that given commitment and thoughtful planning, student
scripts can be reted holistically with a reasonable degree

of reliability.

The second reason relates to the importance given to

free expression in Communicative Language Teaching.

In spite of the difficulties associated with it, writing
is an essenti=al skill in academic English. Such a skill
requires an informed teaching which can be better accomplished
through some kind of diagnostic examination of the performance

of the learners.
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1.2. Purpose of the Study

Many teachers complain that a large number of students
who join A.A.U., every ycar lack the essenti=sl skills for
self-expression in the written medium. For instance,
freshmen are often held to do poorly on essay tests, not
because they do not know the answers, but because they cannot
explain their idess on paper. Teachers consider this
weakness as the major cause for the high rate of attrition

among freshmen.

Hence, there seems to be a felt need for attempting to
develop the writing abilities of thc freshmen. Such an
attempt may involve the investigation of a specific
technique of teaching on the performance of the lesarners

and thereby diagnose their strengths and weaknesses.

The present study will attempt to examine the effective-
ness of oral preparation in the form of group discussion on

the written performance of Addis Ababa University freshmen.,

In the writing exercises of the English textbook
(Freshman English 101A, Conroy, 1985) students are provided
with cues and carry out the_r exercises on individual bases.
The aim of the present study is to check whether the students
will be able to produce better texts if they are allowed

to work in groups.
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Thus, to investigate the effectiveness of interaction
on writing, one group of frecshmen will be divided into
smaller conversational groups. They will then prepare
rough drafts on the writing assignments and discuss the
drafts in groups - and then rcwrite the assignments. The
teacher collects the final copies and indicates the errors

to be corrected in groups, and so on.,

Another group of freshmen will work on their writing
assignments individually as practised in Freshman English

1014,

The two groups of freshmen will then write compositions
on the seme topics (both writing on assigned topics without
group discussion). The outputs of the two groups will then
be compared in terms of syntaéefiic complexity, the amount of

language output, and the rasio of crrors to error-free words.

The study will then attempt to addressi the following
questions:
i) Does group discussion practice during the project
teaching enable the students to produce more mature

or fluent sentences 2

ii) Does this hold true across different modes of writing

(i.e., objective and subjective modes) ?

iii) 1Is there any correlation between syntactic skill and

the rated quality of student scripts ?
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iv) What are some of the strengths and weaknesses of A.A.U.

freshmen in writing ?

v) Has the project teaching helped the subjects to achieve

some progress in writing °?

1.3. Importance of the Study

i) The study may generate some pedsgogically useful
informetion by pointing out the strengths and weaknesses

of A,A.U. freshmen in written English.

ii) If may serve as a springboard for further research on

writing.

iii) If group discussion helps the subjects to improve the
quality of their written performance, it will be
recommended for use in both thec Freshman Programme and

at the sophomore level.

iv) It will also indicate the correlation between syntadtic

skill and the rated quality of composition.

v) It is hoped that the project teaching will contribute

to the improvement of their skills in writing.

1.4. Limitations of the Study

The target population of the present study were two
groups of freshmen who were enrolled in the Faculty of Natural

Sciences, Addis Ababa University, in the current Academic
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Year (1989-1990). The decision to treat only two groups of
students was entailed by problems relating to the analysis
of written work, especially within the time available for

this work.,

In addition, due to the shortage of time and other
related facilities, the period of the project teaching and

practice had been limited to a course of five weeks.

These limitations coupled with the problems of group
work (see Chapter 2) are likely to have an impact on the

results of the study.

1.5. Hypothesis and Definition of Terms

1.5.1. Hypothesis

The attempt in this study is to examine whether pre-
writing oral preparation and peer editing will enable the
subjects to produce more complex sentences. Hence, the

following Null (Ho) and alternative (H1) hypothesis are made:

HO = Group work during the composition course will not
enable the writers to produce longer T - units than those

students who will not have such opportunities.

Hl = Group work during the composition course will ©
enable the writers to produce longer T-units than those

students who will not have such opportunities.
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1.5.2. Definition of terms

The aim of this study is to examine the effectiveness
of group discussion as a method of teaching composition.
Although written performances can be quantified and compared
by the holistic method of evaluation, the application of the
procedures require training and a great deal of experience.
As these qualifications are difficult to claim, a decision
has been made to assess the effect of the teaching method
on ﬁhe syntagtic maturity of the leorners. That is because
this aspect of the writing skill is said to be objectively
measurable in T - unit lengths. In addition, the T - unit
index may reveal the effect that group discussion which is
a fluency activity in oral performance may have on syntactic

fluency in written work.

Terms related to the T-unit index and other eXpressions

used in this study are defined below:

1.5.2.1. Syntactic Maturity refers to the ability to

use embedding =2nd deletion transformetions to say more in
fewer words, It is the ability to manipulate the syntax of

a language (Wittes, 1983:171-177).

1.5.2.2, T-unit: A T-unit is a eingle main clause plus
whatever subordinate claases or phrases are embedded within
that main clause. T-units are the shortest grammatically
complete sentences that a passage can be cut into without

creating some .fragment. The 'T' in T-unit stends - for
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'"termineble'. Grammatieally, & T-unit can be terminated

with a period or other terminal mark (Hunt, 1977:92-C3).

Example: "The men are standing on the corner and they
are laughing' is considered as two T-units, with the first
T-unit containing seven words ending at the comma, and the

second containing four words beginning with ‘and',

However, in 'The men who are standing on the corner are
laughing' there is only one T-unit consisting often words

(Kameen,1983:162:170).

l.5.2.3. The megn T-unit length stands for the mean

number of words per T-unit. It is obtained by counting the
total number of words in the passage and dividing it by the

number of T-units (Hunt, 1977:93).

1.5.2.4. Accuracy work: practice in vocabulary and

grammar to make sure that students get something right

(Byrne, 1987:6-7).

l1.5.2.5. Fluency work: Opportunities to use the language

freely through a combination of class, pair; or group work

(Ibid.).

1.5.2.6. Group work: Co-operative language practice
between small groups of students (3-6 in most cases) pooling

efforts in o given task (Pineas, 1082:126).
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The expressions 'group work', ‘group discussion', and ‘'oral

preparation' are alternately uscd in this study.

1.5.2.7. Controlled writing: Writing in which students

follow exact instructions so as to produce correct written
work, e.g. filling in blanks, sentence combining, etc.,

(Ibid.: 25).

1.5.2.8. Guided writing: Writing in which the student

has more freedom than in Controlled writing but less than

in Free writing; because of assistance such as given outlines,

a model to copy, etc., (Ibid.: 26).



CHAPTER TWO

2. REVIEW OF RELATED LITERATURE

2.1... Introduction

This chapter summarises some of the methods of teaching
and assessing written composition. It, however, begins
with a brief description of writing as a skill and then
presents a few problems held to interfere with the teaching
of writing tc non-native speakers of the English language.
This is followed by some representative procedurfes of
teaching used in the free writing traditicn as well as in
the controlled and guided approach. The next subssection
deals with current trends, i.e., strategies recommecded by
scholars who are dissatisfied with the controlled and guided
approach. The group discussion technique which is the major
concern of the present study is also reviewed in this sub-

section.

The final part of the chapter presents a review of the
procedures for both formative and summative assessment of
writing. A summary of Hunt's experiment on syntactic
maturity is also included here in order to expound his view

of maturity in writing and to exemplify how this is measured.

Although the Ethiopian Secondary School English Syllabus
has little concern for the writing skill, most of the
comprehension passages in the textbooks are accompanied by

a wide range of free response questions which are meant to
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be answered in writing. Grammatical exercises like sentence
combining and transformation (e.g. active to passive)
constitute the other writing activities in the texts. It is,
therefore, e2ssumed that most of the methods rcviewed here
are applicable to A.A.U. freshmen who are now exposed to the
Engzlish language for over ten yesrs and have had some

writing practice through the exerciscs just mentioned.

2.1. . What is writing ?

Donn Byrne (1979:1) defines writing as the production
of a sequence of sentences arranged in a particular order:
andl linked together in certain ways to form a coherent whole,

i.e. a teXt.

Widdowson (1978:61-62) distinguishes between writing
as usage and writing as usc. Writing as usage (composing),
he notes, is the act of making correct sentences and trans-

mitting them through the visual medium as marks on paper.

Writing as use, on the other hand, is more than just
putting sentences together, for the writer spends a great
deal of time rerecading what he has written and considering

how an effective discourse might develop from his effort.

2.1.2. Categories of writing

Writing can be catagorised on the basis of a variety of

factors. The rhetorical method, for instance, rccognises
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the descriptive, narrative, expository, and argumentative
modes (see 2.3.1l.). Gorman writes that althouzh the
discussion of such distinctions may be useful for university
students who wish to write research papers, they are unlikely
to help learners to write with any degree of spontaniety

(Gormen, 1979:190-202).

Writing can also be classified on the basis cof content,
purpose, and audience. =Alcng this line, Rivers (1968),
Allen and Widdowson (1979) distinguish between the expressive

and creative modes of writing.

The expressive form refers to the cxpression of original
ideas in a consecutive way for such practical purposes as
the writing of instructions, reports, concrete descriptions
or essential correspondence connected with everyday affairs

(Rivers, Ibid.:294).

Creative writing, on the other hand, is 2 process
Wwhereby the writer 'talks to himself' on psper. In spite of
its general educational importance, the usefulness of this
mode of writing is limited in that it tends to produce a
highly personal style - literature which has little or no

social function (Allen and Widdowson, Ibid.:136).
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2.2. Teaching writing: Problems

kany writcrs on foreign langusge instruction comglain
that writing courses often fail to enable students to use
what they have learned in normal communicative sittuations.,
Rivers (1968) and Widdowson (1879), for example, attribute

the problem to the approaches adopted for teaching.
In this connection Rivers makes the following comments:

To be literate in the native language
implies the ability to read and write.
... This approach to native language
learning has transferred to the foreign
language classroom without much
consideration of its appropriateness

or inappropriateness for students who
do not 2lready have the spoken form of
the language at their command.

(Rivers, 1968:291)

According to Rivers, the approach is inappropriate for

the following reasons:

i) many students will not be required to write in the

foreign language after they have completed their studies;

ii) the few who may nced to write for professional purposes,
will only write for specific purposes on a clearly

defined proposal or project ;

iii) +the essential criteria for success in student essays
are accurate and idiomatic expression, rather than

literary style.
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Thus, Rivers believes that non-native learners find it
difficult to write on unspeccificd topics and without a
clearly indicated purpose and audience for the message

(Ibid, 291-295).

The other approach held responsible for the communicative
inefficiency of the non-native learners of the English
language is thc one that combines situational presentation
with structural practicz. Widdowson reports that what is
taught through this approach is the ability to compose correct
sentences and that this ability does not ensure communication.
He; therefore; suggests that the approach be modified in
order to incorporate the teaching of communicative acts.

Thet is, instead of selecting the language items to be taught
on the basis of linguistic forms like the universal present
tense or the passive in scientific discourse, for examrle,
communicative acts which the scicntist most commonly performs
such as classification, deduction, generalisation, and so on,

must be emphasised (Widdowson, 1979:117-121).

2.3. Methods of Teaching Writing

Although many textbook writcrs always have some specific
techniques to recommend as to how their materials may be used,
there seems to be no general agreement among teachers about

the methods of teaching the writing skills (Gorman, 1979:189)
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Gorman (Ibid.:162-193) identifies three major areas on
which composition teaching may focus. These include what
to say (content); how to sequence what is said (organisation);

and how to express what is said (expression).

Content in writing may involve the consideration of

whether the writer has presented the subject selected with
a degree of adequacy depending on his/her general ability

and the informsation available. In relation to content, the
teacher may analyse a script by judging whether the writer

has said what he/she wanted to say with a measure of clarity.

Organisation, according to Gorman, refers to the manner

of structuring the content within paragraphs and in the whole
essay. This may be examined in relatfonr to whether the
proposition that is dealt with is properly introduced or
concluded. If the proposition has several events the teacher
may check whether these are treated in accordance with their

relative significance.

Expression, on the other hand, constitutes the learner's

use of grammer and other orthographic conventions. Expression
is a matter that considers the writer's choice of items of
vocabulary and syntax in relation to the level of formality

adopted'

Gorman further writes that after deciding the skill or
skills to be taught at a particular time, the teacher needs
to determine the degree of frecedom with which the student

should be required to work (Ibid.).
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2.3.1. The Free writing methods

Pincas (1982:126) briefly defines free writing as
"writing in which the student is given @ topic but no
additional assistance™. Gorman reports that a few of the
traditions developed along the lines described by Pincas
were: the Free expression, the Literary model, and the

Rhetorical methods.

The Free expression approach, according to Gorman

(1979:190-202), is often associated with Erazmus (1960).
One aspect of this programme involved motivating students to
write rapidly and extensively with little attenticn to the
number or type of errors they made. Erazmus' justification
of this procedure was based on his conviction that it was
more important to s#ect the student produce a wide range of
material than to produce a perfect copy. Every new use of
a language item, he argued, would add to the enrichment of
the learner's language experience, and that was worth the

errors he had made.

One of the prominent features of the Literary mocdel

method involves providing students with extracts from the
works of famous authors and employing these for certain forms

of stylistic discussion and iimitation (Ibid.).

The Rhetoricael approach can be characterised by its

recognition of modes of writing such as description,
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narration, exposition, and argumentation. Gorman notes that
the division makrs the various ways of ordering sentences

within paragraphs and paragraphs witin complete texts.

Pincas (1982:63-64), however, states that although it
is often advisable to teach the major styles of writing
mentioned earlier separately, most writing consists of a
mixture of two or more of them. Academic writing, for instance,
requires exposition to outline and discuss factual information,
and the argumentative mode to present a series of approaches
to issues and problems. In academic discourse, the narrative
and descriptive forms of writing are also employed in order
to prescnt the sequence of historical or experimental events

as well as to describe people in history 2nd events in scienee.

The Rhetorical tradition also encourages the use of
schemes like analysis, contrast, analogy, and so on, for
organising texts and presenting arguments. Distinctions
among loose, periodic and balanced sentence types are also
observed in the rhetoricsl approzsch to teaching composition

(Gorman, Ibid.).

However, many writers on teaching the writing skill
question the adequacy of the Free expression approach ss
used along traditional lines. Pincas (1982:110-124), for
example; proclaims that although the aim of all composition
courses is to develop the ability to write independently,

that goal can be achieved only through carefully sclected
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preparatory exercises. Whet Pinces means to say is that
students must be taught what they have to write, and free
writing should be considered as a writing which has been
practised under control and finally accomplished without

control.

Byrne (1979:24-25) also has an objection especially
to the writing assignments used in the "grammar-translation
method" and the "direct methocd". In these methods, he
writes; students wrote "composition" on such contrived topics

as: My family and My daily programme. The difficult nature

of such assignments and their lack of reality resulted in a
large number of crrors in the students' writing. According
to Byrne; the conviction that this had a negative effect

on learning and that it resulted in writing being deferred
until students reached an advanced level, brought about
various forms of controlledand guided activities which

focused on grammatical exercises.,

2:3.2. The controlled and guided approach

The terms 'controlled® and ‘fguided' can be distinguished
by the degree to which the student is allowed to work

independently. Byrne (Ibid.) further describes them as fcellows:

Controlled writing refers to activities where learners are

given all or most of the language they must use. They may,
for example, he required to arrange sentences to form a text,

or to complete sentencess
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Guided exercises apply to activities in which students are

provided help in the form of ideas through visual material,

oral discussion, reading or dialogue.

Byrne reports that various attempts have been made to
develop the controlled 2nd guided exercises into free
composition. And the materials which incorporate these
attempts along with their generators are classified into
four representative categories by Allen and Widdowson
(1979:136-142). The following section of this review presents

these procedures:

2.3.2.1. Substitution in frames (e.g. Moody, 1966)

The frames in these exercises are grouped in such a way
that a succession of choices from left to right will generate
a payagraph, a letter, or a short composition as opposed to
tables which provide single sentences. As the selecticn of
interchangeable forms is not automatic, the student is
required to determine meaning through lexical choices. The
exercises are organised in four stages in order to give the
student more freedom progressively. In the fourth and final
stage of the exercise the learner is required to write =
paragraph of his or her own on the basis of the model

exercises,
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2¢3.2.2. Sample Composition with selective structure

practice (e.g. T.Ce Jupp and John Milne (1968).

The purpose of these cxercises is to previde the learners
with detailed instruction in language and subject-matter

without restricting their freedom for personal expression.

These exercises are also organised in four stages.
At stage one the statement of the assignment is given
(eeffe: 'Write a report on one of the cars using the data

produced in the table below...,' Byrne, 1979:102),

The second stage includes a structure practice relevant
to the task assigned, and at stage three a sample composition

where the necessary structures are exemplified is presented,

At the final stage, the learner (a) writes down sentences
using the structures practised:; (b) rereads the sample
composition; (c) writes a composition along the lines

suggested by the sample; (d) gets his work read by a friend.

2.3.2.3. MWNodification of model paragraphs

(e.g. Dykstra, Port and Port, 1966).

In these exercises stucdents are given passazes on which
they perform a variety of operations like the slteration of

grammatical fcatures, lexical insertions, and so on.

The materials are organised in the form of a roughly
programmed course to fit learners at different levels of

competence.,
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Allen and Widdowson report that the original text
consisted of a collection of forty-two passages all about
the adventures of Anansc the spider, a charadter in West
African folklore. The writers have also rerroducecd a series
of instructions to show the types of operations students
perform. The numerals in the following instructions refer

to the grading on the basis of difficulty on a scale of 1-58:

1. Copy the passage.

4. Rewrite the entirc passage changing Anansc to the

spiders. Change the pronouns wherc necessary.
14. Rewritc the cntire passage in the active voice.
36. Rewrite the centirc passage adding adjective clauses

beginning with who, which, or that after the

following words: young, man, mother, villagc, ctc.

58. Create a floklore of your own about Anansc the
spider. Use betwcen 100 and 150 words (Allen
and Widdowson 1979:138).

The three types of exercise based on the notion of
parallel texts arc successful in preparing the lecarner to
write letters, folkta les, pcersonal histories, etc. They,
however, fail in cnabling the student to deal with
scientific writing. That is because in scientific
writing the arguments arc more specific and need to be
treated as unique texts. 4&llen and Widdowson recommend
the following method which is based on an intensive study
of a singlc text as more suitable for scientific writing

{Ibid.:139).
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2.,3.2.4., Guided paragraph building

These exercises are arranged in four steges. At stage
one the learner examines the groups of terms and joins each
group according to thc hints given. At stage two he/she
rewrites the sentences in a logical order adding connectives
where necessary to produce a cohercnt paragraph. At the
third step, he/she compares the paragraph with a correct
text provided elsewhere in the moterial. At the final stage
the learner writes the paragraph again on the basis of a set

of notes (Ibid.).
The procedure follows:

A, Use the additional material in the box below
and combine the following words into a sentence.
Omit thc underlined words. ‘Number your
scntences and begin each one with a capital
letter’.

l. an acide will affect litmus
an acid will react with washing soda
1t will give off carbon dioxide

l_ turn/red/and/it/giving

2. the metal disappears
hydrogen is liberated

and

3. one class of bases 1is called alkalis
they will dissolve 1n water
They will form solutions
They will affect red litmus

Special/, /, /and/ which/'furn/ blue/
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. Create a coherent paragraph by rewriting the
eleven sentences in a logical order (eight
groups of words have becn omitted). Before
you rewrite the paragraph, add the following
material to the sentences.

2. in the latter case

6. a further characteristic of acids is that
they

C. Reread the paragraph and make sure that the
sentences are presented in @ logical order.
Give the paragraph a suitable title.

D. Without referring to your previous work
rewrite the paragraph using the following

cues:
swys BOLd . litmus red ..... Washing
soda carbon dioxide

(Ibid. 139-141).

2.3.3. Current trends in teaching writing

2.3.3.1. Controversies

There are different views about the degree of control
that should be exercised in teaching the writing skill,
Rivers (1968:294-295), for example; insists that writing
practice should proceed from highly guided eclements of
vocabulary and spelling to a more flexible production.

She further notes that learners should first master the
machanics of good writing so that they may fully concentrate
on the process of selection among possible combinations

when thecy start the actusl writing.
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The simple rule of one problem at a time, Rivers contends,
will minimise the possibility of meking mistakes and will

facilitate more effective learning,.

Byrne (1979:27-29) and Ann Roimes (1983:258-272), on
the other hand; believe that the principles of the controlled
and guided approach have been misapplied by concentrating
on the elimination of errors. They argue that guidance

and contrel should be tempered with occasions for free

expression.

The following observation may summarise Byrne's

position.

ese guidance need not inded should not

imply tight control over what learners
write ... If, for example, we accept that
errocrs in speech are not only inevitable
but also-a natural part of learning =
language, then we should accept thatythey
will occur end to some extent should be
allowed to cccur in writing too.

(Byrne, 1979:29)

In light of the many difficulties that studcnts face
in learning to write a forcign language, however, the
proponents of the guidence. Without-control-approach to
teaching accept that there is a need for guiding learners
in various ways towards a mastery of the writing skills.
But, they argue that if the aim of teaching is to enable
the students to achieve 2 reasonable communicative

competence, morc attention should be paid to whether the
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learner has successfully put together a piece of writing
that could satisfy the intended communicative function.
This ability can be developed through a systematic teaching
method which engages the students in writing activities as

total experiences (Byrne 1979:27; Peacock, 1986:2).

These writers recommend some strategies which they
think can minimise control in teaching. The strategies
include priming and motivating learners through a variety
of pre-writing activities. Pre-writing activities can, for
example, be carried out by using the text as a basic format
for teaching and by encouraging students to help one another

through oral preparation in groups.

The following part of this review will deal with pre-~

writing activities,

2.3.3.2. Pre-writing activities (e.g. Peacock, 1986
Hamp-Lyons and Heasley, 1987)

The pre-writing stage is a phase at which the learner
chooses a topic or thinks about an assigned topic selecting
and sorting ideas and informetion. As most students find it
difficult to begin free writing without preparation and
guidance, the teacher needs to familiarise the students

with the target task by:
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i) defining and elaborating the task. This may involve

encouraging learners to write to a known audience
such as classmates and friends and assigning concrete
topics which are close to the learners! everyday life

and communicative competence.

ii) providing stimuli. Textual and visual stimuli help

to provide content or subject matter so that students
may not stray into irrelevance and poor organisation

of argument in their writing.

iii) providing worksheets or checklists. After students

have been familierised with a particular mode of
writing checklists can be used to give guidelines,

direction and an increased sense of purpose.
Other pre-writing activities may take the following
forms:

2.3.3.2.1. The use of the text as a basié format
(e.¢. Byrne, 1979; Raimes, 1983)

Since the aim of teaching writing is to develop the
learners' ability to produce a text, one way of providing
guidance is to use the text as a basic format for practice
even at the early stages of instruction. Writing activities
can be made more realistic and interesting by using texts

like letters, reports and asmrohiset (Byrne, 1979:27).
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Among many others the text can be used to teach the

following points:

i) Integrating writing with the other skills.

According to Byrne (Ibid.:28), one of the methods of
achieving integration between skikls is relating a writing
activity to some prior activity like a conversation or
something read. An advertisement for a job which involves
reading, for example, may lead into talking about it which
involves speaking and listening. This may then lead into
applying for the job which constitutes note-taking and
writing. Thus; Byrne writes, both linguistic and contextual

guidance can be made more realistic to the learners.

ii) Content and organisation

Texts can be used to introduce the desired varieties
of writing (e.g. narration, description) by exposing the
learners to the appropriate modes through reading.
Encouraging learners to read a text closely will develop
their awareness of what the writer says and to why or how
he or she says it. 1In addition, the organisational difficul-
ties of the students on the level of content can be minimised
by encouraging them to determine how a particular statement
in a text is related to what has preceeded and what will

follow (Byrne, (Ibid.:99-100); Raimes, 1983:268-269).
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iii) Content analysis

At the oral preparation stage, the teacher can present
text (or content) analysis through a simple personal letter,
He may begin by asking the students the purpose of the letter,
for example., The learners' attention can then be directed
to some of the methods the writer has used to achieve his
purposc, that is to why the author wrote certain things and
gxpressed them in particular ways. Such an snalysis at the
pre-writing stage can be followed by an assignment whereby
students transform short personal letters into dialogues and

then to formal notes (Byrne, Ibid.:10-12).

A non-personal communication (a text addressed to a2
reader unknown to the writer) can be presented by focusing
on the differences betwecn personal and non-personal
communicetion. The tegcher may then encourage the students
to examine the ways the writer has used to present points
to an unknown reader. These may include such techniques as
sequenc¢ing and supporting statements; defining and exagplifying

them, and so on (Ibid.: 14-15).

Pedagogically; text anolysis can help the learners to
realis that writing is an attempt to communicate an intended
message by establishing and maintaining contact with the
reader. It can also show that a text has an identifiable

structure (Ibid.).
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iv) [The grammar of cohesion

To provide practice in idioms and correct usage,
passages from which function words are omitted can be used.
Content words can also be practised by omitting the words
and providing three or four choices in which only one word
is the original word of the author. Exercises on the lexical
level can later be extended into the prediction of larger
chunks of form and content. In this case, the teacher may
dictate one sentence from a paragraph and ask the students
to predict thec next sentence with its connectors, The
grammatical and lexical links of the text can be fully
analysed through these activities. In addition, such
exercises are useful for developing the learners' awsreness
of the voice, movement and direction of the text (Raimes,

1983:269-271).

Raimes illustrates what the grammar of cohesion involves

by the following lines from the New York Times:

An upstate utility company spent several
months and who knows how much money
dunning a man who had moved from
Greenwood Lake to Brooklyn. It finally
succeeded in locating him and the man
pa2id. He had owed the company one cent.

(The New York Times, Dec. 15, 1978,
in Raimes, 1983:271)
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The cohesive devices in this text are: reference:
pronouns __ it, him, gg
articles __  the man, the company (previously

a man, a company)

conjuncts —— finally

verb tense _ had _moved,
indicating : had owed

time sequence
lexical links — repetion of man and company;

association of paid-owed,

money - cent

Students can be encouraged to go through passages
circling the links and connecting them to referents which
include examining articles, vocabulary; tenses, and so on.
This; Raimes concludes, is a lot of grammar for any

compositian class (Ibid.).

2.3.3.2.2. Group discussion

Byrne (1987:59) defines the term discussion as 'any
exchange of opinions or ideas'. In real life; people usually
discuss topics such as politics or education when something
provokes them. For example, they may have just read an

article on education which annoys them (Ibid.).

If the teacher wants students to talk about a topic in

the classroom, he or she must also find some way of involving

them in it. Suoch possibilities include:



- 34 -

i) Questions: What is the purpose of educatidn ?

ii) ©Provocotive statements like: For most people

education is a waste of time.

iii) Visual material: The teacher may show the picture
of an objeect and ask the students what it is used
for, who makes it, and so on. This, Byrne writes,

is enough to elicit suggestions or objections for two

minutes or longer.

The problem with this kind of whole class activity,
ﬁmmever; is that all the students will not be able 1o
participate. Therefore, discussions should normally be
done in groups so that everyone gets the chance to join in

(Ibid.:59-60).

2¢3.3.2.1. Group discussion in writing

Fluency activities such as group or pair work are more
difficult in writing than in any of the basic language skills.
That is because,?s writing is an artefact deliberately
fashioned for the use of others, it has to fulfil certain
stendards of acceptability. Thus, accuracy in this way;
becomes a2 necessary condition for fluency (Widdowson;

1983:42; Brumfit, 1984:85-86).

But, Brumfit seems to be in favour of fluency

activities in writing classes when he writes:
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«s+ Nonetheless, the gap between the
creativity of young writers in mother
tongue and the activities of second-
language learners is very striking, and
we need to ask whether there is not a
role for genuine writing, even if
accompanied by formal incompetcnce, in
the second-language classroom.

(Brumfit, 1984:86)

According to Brumfit (Ibid.:87) the major importance
of group work is its ability to stimulate natural language
use, He 2lso notes that although natural language use to
most people is discussion and conversation, these activities

have the following effects on rceding end writing:

Reading and writing may well develop

out of a secure foundation off linguistic
interaction, and a classroom dominated
by the literate abilities may be less
efficient as a langusge-learning
environment than one in which the
reading and writing arise out of a
genunine language using community,

even if the language being genuinely
used is an interlenguasge or a pidgin,

(Brumfit, 1984:87)

243434243, The role of group discussion in learning

writing

Pre-writing orel preparation in groups or pairs is now
the most widely used activity to prime learners for
composition tasks. Students working on the same assignment
talk about the best way of approaching it in terms of
information, funetional language needed and organisation

(Peacock, 1986:73; Hamp-Lyons and Heasley, 1987:137).



- 36 -

As learners telk and listen to onc another, new ideas
can be sparked off and may help them to recall subject-
matter. In addition, students enjoy writing activities
more; if they are allowed to collaborate, because they feel
less isolated and get ideas from one another (Peacock,

1986:73, Byrne, 1987:51).

During the pre-writing talk, learners join in
activities which involve writing notes and plans; talking
and listening; and reading and responding to worksheets and
longer written texts. Thus; they gain in orsl €lwenoy,
social skills and confidence that pave the way for the

writing task (Peacock, p. 74).

Interaction is 21so held to reinforce the awareness
of audience in the student writer. When he/she discusses
an assigned topic with a partner or a group, the writer
will be compelled to considcr his audience. Writing for a
variety of =2udience adds to the flexibility of thec writer,
while writing with the teacher in mind, mckes most students
feel uncomfortable, for the teacher is often seen as a

critic (Hemp-Lyons and Heasley, 1987:137).

2.3.3.2.4., C(Class organisation for group work

Donn Byrne gives the following advice about the size

and the f#drmation of groups:
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Since there is no hard and fast rule for groups,
the classroom furniture and the type of activities can be
the deciding factors. With desks or tables which are easy
to move, eight students in each group is a good guide. But,
where the furniture is heavy and difficult to move, students

had better work in groups of four.

On the other hand, if students have to share ideas,
a larger number of students in each group is more advisable.
However, the teacher should not forget that the more groups

he has, the more difficult it will be for him to control.

With regard to the composition of groups, Byrne
recommends mixed ability grouping in which fast and slow

learners work together and help one another.

A good group activity can take half a lesson or
perhaps the whole lesson. But many group activities can

be done in ten to fifteen rinutes (Byrne, 1987:75-77).

236325, Writing activities

Discussion can be organised either as a whole class
activity or in pairs or small groups. A whole class
discussion can be led by the teacher's explanation of the
assigned topic. The writing of a newspaper report, for
example; can be preceded by the teacher’s explanation and

whole class discussion of copies of the national newspaper.
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This can be followed by & small group- talk on worksheets
to determine the appropriate points for the weiting task.
The learners thus have a clear guidance @and help about

the context and purpose of the assignment (Peacock, 1986:

Other collaborative activities are:

i) Students in groups brainstorm a topie
(i.c. collectively write down all the ideas that

occur to them in connection with a given topic), or:

ii) A writing workshop (i.e. students consult each other
as they write in the classroom, or a group of students
prut together a single co-operative essay, the teacher
providing feedback or answering questions about
grammatical phrasing, lexical items or the validity
of a point; or the order in which to present

information (Hamp-Lyons and Heasley, 1987:137);

iii) WMaking sentences from jumbled words and making

paragraphs from jumbled sentences (Byrne, 1987:52);

iv) Writing parallel texts. The students are given a
model paragraph and write similar paragraphs with the

help of key words, or:

v) Questions on 2 text: Learners set Questions in

£roups which they then exchange with another

group (Ibid.:104).
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2.3.3.2.6. Problems wiin group work

One of the major objections to group work in teaching
writing relates to the difficulty of integrating fluency

and accuracy activities (See 2.3.2.2.1.).

Brumfit reports thest one possible solution to this
problem is adopting @ strategy where one part of the
composition course consists of strictly controlled and
guided exercises; and the other part encourages free writing
which would be considered for its ideas; with no consideration

of meche&nicel errors unless thecy impeded communication.

The other solution includes creating a situation for
a group revision and correction of written work. In this
way, an accuracy activity is turned into a fluency exercise,
for talking about accuracy, according to Brumfit, may be

fluency talk (Brumfit, 1984:86).

Other objections to group work:

i) If students read 2nd discuss a model during the oral
preparation stage, they will produce @ similar or an
identical text. 1In response to this, Peacock (1986:
70-T71) writes that whatever the subject set may be
learners sclect their own words and express them in
such a way that they communicate a unique sct of
meanings. Besides, using non-verbal stimuli -
pictures and diagrams can avoid this weakness in

situational composition (Heaton, 1974:133).
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ii) Students will not talk in English. Students will,
of course, use their mother tongue especially when
they are excited., And this is natural when they
want to communicate. But the teacher must provide
activities which are roughly at the appropriate
level to enable students to make the best use of what

they know (Byrne, 1987:78),

iii) The best students do most of the work and impose
their ideas on others., This is possible in mixed
ability groups. But; students generally work harder
in collaborative activities; because they are more
involved. Even then, the teacher should join groups
and settle problems whenever he observes something

is seriously wrong (Ibid,).

2.4. Assecssment of the writing skill

2.4.,1, TFormative and summative assessment

The literature on composition evaluation distinguishes
between formative and summative assessment, the distinction

being based on the purposes of the evaluation,

2.,4.1.1. Formative assessment

The purpose of this form of assessment is to describe
what the learner is trying to do with the target language.

The teachers' judgement generally takes the form of descriptive
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comments rather than number or letter grades. The individual
is looked at in relation to his previous performence instead
of in comparison with others. To direct his teaching on the
basis of the learner's patterns of behaviour, the teacher
keeps a record book which provides him information about

the progress and weaknesses of his class (Charter, 1984:21;
Peacock; 1986:42).

i) Correction of written work

As a part of the teaching process the regular correction
of composition should be more sympathetic and encouraging
to the learnhers ratner than negative and judgemental
(Chater; 1984; Gannon, 1985)., The writers, however,
complain that many teechers demotivate their students and
distort their judgements by focusing their correction on the
accuracy of spelling; punctuation and usage. Such an
approach; a¢cording to these writers, does not only over
whelm the learner, but also draws attention away from the
communication of ideat which is the most important function

of writing.,

ii) Some suggested spltuions

Writers sygrest the following as possible solutions to

the problem mentioned above:
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a) evaluating studcnts' writing holistically, that is,
by considering the effect of the whole piece of

writing (Greenhalgh, and Townsend, 1984:811-822);

b) overlooking many of the mechenical features and
concentrating on only a few of these at a time - for

practical teaching purposes (Gannon, 1985);

¢) sharing the responsibility with the learners.
Students can be encouraged to correct surface level
linguistic errors either individually or in groups.
The teacher should direct the correction of specifie
teaching points by reading the scripts ahead of timej -

and

d) indicating the errors Ieaving the aectual improvement

for the student(s);

e) indicating the lines where the errors occur without
specifying the number of errors and where exactly they
Occur. These ('d' and 'e') can be shown in the margins

by using correction keys, such as 'S' for ‘'spelling', 'W/o'

for 'word other', etc., (Brumfit, 1980).

2e4e1le2. Summative @2ssessment

The main use of this form of assessment is to report
evaluatively on the learners language development. It
refers to more formel tests than formative assessment and
can have more of a shaping influence on @ teaching programme
(Dillon, 1984:339-340).
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Oller (1979) notes that the main difficulty in using
writing tasks as tests is the prcblem of quantification,
that is; converting performances to scores. Grades awarded
to student compositions are often unreliable in that a group
of scorers give different grades to the same script, or the
same &corér awards varying grades to the same work at
different times. Moreover, since the writer has the
opportunity to cover up weaknesses by selecting simple
ideas and femiliar patterns of language, the information
the writing test provides becomes less valid (Cooper, 1977;

O0ller, 1979).

2.4.1.2.1. Evaluating writing holistically

The success of any writing task is dependent on the
writer's competence to manipulate a number of features, like
content; organisation, syntax and gremmar, etc. When the
assessment of a piece of writing is based on the overall
effect of these features; the evaluative procedure is
holistic¢ (Greenhalgh and Townsend, 1981:811-822). Cooper
(Ibid.) comments that although the holistic evaluetion of
writing demands commitment as well as time and effort, it is
the most valid and direct means of rank ordering students by

writing ability.

The most widely used strategies of evaluating writing
holistically are: general impression marking and the analytic

scale,
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General impression marking is the simplest procedure

in which the scorer:

i) quickly scans a sample of scripts and sorts them into

categories (e.g. Excellent, Good, Fair, Poor), and

ii) awards each script a number or letter grade by
determining where the paper fits in the cetegories

(Hemton, Ibid; Cooper, 1977).

A multiple scoring system (where more than one scorer
marks the test) is a necessary condition if the test is to
be used to make important decisions. 1In addition, although
scales as narrow as from O0-=5 or as wide as from 0-20 can be
used in general impression marking, the full range of the
scale must be used, especially if the test is intended for
significance testing or ranking. That im because grades that
bunch between 9-12 on a scale of 20 points, for example;

cannot discriminate clearly between examinees (Ibid.).

The analytic scale; on the other hand, is a device in
which the different features of writing (for example; content,
organisation, grammar) are isolated for the purpose of scoring.
That is, the chief examiner decides in advance the specific
fecatures for scoring the composition including the weight
to be given to each feature and attaches the feature list

to the answer sheets (Harris, 1969; Heaton, 1974).
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2e4.1.2.2, Improving the effectiveness of fests

The effectiveness of a writing test can be improved in
a variety of ways. One method of achieving this is providing
the examinee with information and stimuli necessary for the
task, Harrison, 1983 believes that the aim of a writing
test is to elicit genuine data for the assessment of the
testees ability of self-expression; rather than to evaluate
his ‘*creative powers®, WMoreover, as there is generally a
specific purpose for any writing in real life, the examiner
must ensure that the examinee has something to say for =
certain purpose with an implicit or explicit audience in

mind (Ibid.).

Heaton and Harrison recommend that topics for composi-
tion tests focus on the examinees' own experiences (for
example, an accident on the road or in the house, etc.).
Assigning letter and report writing as well as using
dialogues, tables, and pictures, containing information are
useful instruments for situational composition. Oller writes
what follows about the importance of providing a specific
situation and content in composition tests:

When the writer is motivated to write about
something that has personal value to himself
and that he would want to communicate to
someone else, the examiner would succeed

in eliciting valid information about the
writing ability of the examinee.

(0ller, 1979:384)
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2.4.2. Assessment of maturity in writing

2.4.,2.1., What is maturity in writing ?

Kellogg Hunt (1965); Christensen (1967), and others
have provided useful information about the ages at which
children begin to use @ given syntactic structure. They
nave also identified the syntactic patterns of bvoth

professional and non-professional writers (Lee 0dell, 1983:98).

This information has, of course, implied a definition
of maturity in writing and has influenced teaching, ¥
evaluation and research. But, it has not answered the
question as to what is meant by 'mature' writing. That is,
as the view lacks a clear relationship to a theory of
cognitive development, it is uninformed by a definition

of what constitutes a mature person (Ibid.).

Furthermore; researchers (for example, Loban, 1C63);
Kemeen 1983) recognise that syntax is not the only thing that
matters in writing, and that content, organisation, audience
effectiveness, and so on, play a role. But, they hold that
syntactic structures are worth investigating, for they
represent an aspect of composition which can be objectively
analysed, and as such, ¢an provide some useful hints about

writers and the teaching of writing.
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244,2.2. Hunt's theéry of syntactic maturity

Hunt (1977:91-104) believes that describing the syntax
of school children will epable teachers to hope %o help the
children more in their writing, and perhaps in their
speaking and reading. He thus studied the free writings
of children in the six%ies and made two broad claims known
as: the T-unit length hypothesis, and the number of

consolidations hypotiesis.

2.4.2.,2.1., Tie T-unit length hypothesis

This hypoth:sis states that "as schoolchildren get
clder, the T-unids they write tend to get longer —
measuring length as the mean number of words per T-unit"

(Ibid.: 93).

About his choice of the T-unit as an index of syntactiec

maturity, Hunt writes:

The reason for defining a T-unit as
distinguished from a sentence is simply

that the T-unit turns out, empirically,

to be 2 useful concept in describing some

of the changes that occur in the syntax of
the sen%ences produced by schoolchildren

as they grow older. When we know what a
T-unit is we can understand certain measures
of maturity that we could not understand
without i5 (Ibid.).

The experiment:

To check the validity of the T-unit length hypothesis

Hunt devised an experiment which involved 300 schoolchildren



- 48 -~

and adults. Fifty students were selected out of several
hundred in each grade (G4, Ggy Ggy Gqqo G12)° Twentyfive
authors and twenty-five unskilled adults (high school

graduates) also took the test).

A rewriting instrument known as the ‘*Aluminium?
passage was used to show how children consolidate extremely
simple sentences to produce longer T-units. The subjects
were given the passage and were required to rewrite it in a
better way by comaining sentences, changing the order of
words, and omitting repeated words without leaving out any

information.

The following six lines of the passage were used to
show how ¢hildren and adults rewrote it (see Appendix ...

for the full text used).

1. Aluminium is a metal.

2. It is abundant.

3. It has many uses.

It comes from bauxite.
Bauxite is an ore.
Bauxite looks like clay.

(1259;394)-
A typical fourth grader wrote:

Aluminium is a metal and it is
abundant. It has many uses and
it comes from bauxite. Bauxite
is an ore and looks like clay.

(Ibid,.:95),
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Four years latey, 2 typical eighth grader wrote:

Aluminium is an abundant metal, has
many uses a2nd comes from bauxite.
Bauxite is an ore that looks like clay.

(Tbid.)

While the only thing the fourth grader did was to
co-ordinate two pairs of T-units and a pair of predicates,
the eighth grader did not co-ordinate any full T-units.
Instead, he transformed the predicate adjective of the second
input into 2 prenominal adjective, 'abundant metal'. He
co-ordinated inputs 1, 3, and 4 and changed input 6 into

a relative clause.

A typical skilled adult whose articles appeered in
'Harpers' and 'Atlantic! rewrote the pasgage as:

Aluminium, an abundant metal with many
uses, comes from bauxite, a clay-likc ere.

(Ibic.)

The typical adult, as did the fourth grader, changed
input 2 into a prenominal adjective, 'abundant' metsl', and
reduced input 1 to an spposiiive,'eluminium, an abundant
metal'., He echanged the verb 'has' from input 3 to the
preposition 'with', and the predicate 'looks like clay' into
the modifier 'slay-like'. He also transformed input 5 into

an oppositive, 'bauxite, a clay-like ore' (Ibid.:95-96).

In his 5 T-units, the fourth grader produced 25 words

at an average of 5 words per T-unit. The eighth grader
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produced 20 words in 2 T-units. The output of the skilled

adult was 13 words in a single T-unit.

Thus, in the three sample writings, the T-unit length
hypothesis made on the basis of the free writings of the

children was confirmed (Ibid.:96)

Hunt reports that for the larger population of (300)
writers in the 'Aluminium' experiment words per T-unit
increased at every two-year interval, and the difference
was significant at the .01 level. The figures for G4, G6,
Ggs Gyps G12,'average adults, and skilled adults were:
5.4, 6.8, 9.8, 10.4, 11.3, 11.9, 2nd 14.8 (Ibid.).

2.4.2.2.2., THe number of consolidations hypothesis

The second hypothesis claims that successively older
students consolidate a successively larger number of simple
input sentences (S-constituents) into a single T-unit. When
writers consolidéte, they usually employ sentence-combining
transformations, that is, they reduce one of the sentences
to something less than a sentence, perhaps to a phrase or a

sincle word (Ibid.).

In the experiment above the fourth grader consolidatéd
6 input sentences into 5 T-units (or main clauses). His 5
T-units were derived from the 6 input sentences, (6 § -

constituents). His average input sentences per output T-Unit
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were, therefore, 6 divided by 5 (1.2). The eighth grader
consolidated the same 6 input sentences into 2 T-units.
His average is, thus 6/2 (3) input sentences per output
T-unit. The skilled adult combinecd the six input sentences

into one output T-unit (Ibid.:96-97).

For the 300 subjects in the study a computation of their
10,000 input-output structures demonstrated that the number
of input sentcnces per output incrcased at every age level.
The scores for G4, Ggy Ggs Gygs» Gyp and skilled adults were
1.1, 1.6, 2.4, 2.8, 3,2, 5.1 (Ibid.).

2.4.2.3., The T-unit index in research

As an index of syntactic maturity the T-unit is described

as follows:

This unit of syntactic analysis is objective
and easy to compute and in the last ten years
it has gained increasing recognition as a

far more valid index of syntactic complexity
than other measures, including sentecnce length
(Dick Allwright, 1988:219)

According to Stephen P. Witte, in addition to the normative
research carried out by Hunt and others, the T-unit has been

used in several other studies on written composition. Some

of these include:

i) Experimental research to assess the effects of writing
instruction and writing curricula on writing performance.

Example: Mellon (1969); O'Hare (1973); the WMiami
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University team (1978), and so on. This bedy of
research suggests that writing T-units significantly
longer than those 'normally' associated with one's
age group can be taught and lecarncd sysgtematically

(Witte, 1983:171-177).

ii) Research to distinguish among texts sald to represent
different modes of discourse. Example: Perren (1976,
1977); Crowhurst (1978), etc. The research strongly
recommends that different types of itexts tend to

elicit different T-unit lengths (Ibid.).

iii) Research to determine if there was & correlation between
syntactic skill and the rated quality of Esh writing.
Example: Kameen (1983). The study indicated that T-
unit lengﬁb; especially, the incidence of long T-units
(21+words) was apparently a powerful index for
differentiating between the writing of 'good' and ‘poor?
college level Esl writers. ‘'Good! writers produced
18.40 words per T-unit, while 'poor®' writers consolidated

14.30 words/T-unit (Ibid.:162-170).



CHAPTER THREE
3. RESEARCH DESIGN AND PROCEDURES

3.1. Sampling

The subjects of the present study were two groups of
freshmen currently enrolled for the Second Semester Programme
(1989 ~ 1990 Academic Year) in the Departments of Chemistry
and Statistics; Paculty of Natural Sciences, Addis Ababa

University.

The faculty consists of six different departments,
namely: Biology, Chemistry, Geology; Physics, Mathematics,
and Statistics., From among these; the Departments of
Chemistry and Statistics were randomly selected by lot.
According to the information obtained from the office of the
Freshman Co-ordinator, the total enrollment of the two
departments was 99 and 55 respectively. The 99 students in
the Department of Chemistry were grouped into three sections
(A; B and C), while those in the Statistics Department were
dévided into two sections (A and B). The division into
sections was based on mere alphabetical order on the Faculty

Tiat,

The second lot cast to select one group of students
from each department fell upon Chemistry 'C' and Statistics
'BY' ecach of which consisted of 32 and 28 students respecitvely.

Chemistry 'C* was then selected as the study group by the

f1inel Jot.
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3.2. Procedures for group organisation

As the major purpose of this study is to examine the
effectiveness of group work in developing the writing skills,
the experimental group was divided into smaller conversational

units.

With regard to the procedures fpr forming smaller groups
within a elassroom, Byrne (1987) (see Chap. 2) recommends
ability grouping; while Brumfit (198¢:81) holds that students
should be given the freedom to decide who goes in which group.
Self-selected groups, according to Frumfit, "will be both
supportive and flexible enough to apcommodate all but the

most antisocial elements of a class".

Brumfit®'s suggestion was adppted here, for grouping
students according to their writing abilities was found to
be practically difficult fn this particular case. Moreover,
as the subjects had only just bgen streamed into a new
department; it was felt that mecst of them were not yet
familiar enough with one another to interact freely and

comfortably if they were pushed into compulsory relations.

Thus; the freshmen in the study group were briefed on
the advantages of collaborative work and were then urged to
form groups of three vhich they readily did. Groups df three
were favoured, becausz smeller groups could allow the students
ample time to discuss each other’s rough drafts and problems

Within the time available in each session.
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3.3. Modes of Writing taught

Personal (or informal) letter writing and Report writing
were selected for the teaching designed for the study. One
of the reasons for the choice was that these modes of writing
are said to be the most common forms of functional composition
with explicit purposes which many educated people need to
perform in real life; and which could be introduced at the

early stages of a writing course (Byrne, 1979).

On the other hand; the two modes represent clear
distinctions in terms of purpose, language; and style.
The informel letter, for instance, is written with a known
reader in mind, and the subject matter often involves the
personal lives of the writer and the recipient (for example,
home; books; interests, and friends). The language used is
more intimate than formal, that is, contracted forms and
words like falright® for t'all right', and so on, are

permissible (Humphreys, 1950:1-3).

In reports, on the contrary, a general readership is
assumed, and the emphasis of the subject matter is on facts.
A clear, impersonal style, good paragraphs and careful

punctuation are demanded (Betterton, 1942:25-29).

Moreover, these modes of writing provide opportunities
for teaching other useful skills. The personal letter, for

instance, can be used to introduced the difference between
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formal and informal English as well as to familiarise the
layout of the letter. Report writing, on the other hand,
incorporates note taking and summarising skills which are

of paramount importance in academic English.

Furthermore; the distinciions between the two forms
of writing outlined earlier are expected to provide a
framework for examining the impact the nature of these modes
of discourse may have or the performance of the students.
Nevertheless; the subjeds of the present study will not be

required to observe the 3tylistic subtleties at this stage.

3.4, Projecect teauning

The project teachin: and testing activities lasted for
a period of five weeks. That is; each form of writing was
offered for two weeks, 2.d the fifth week accounted for the
pre and posttesting actirities. C(lasses met thrce times a

week, each contact hour msting sixty minutes.

The same irnstructo: who was nlso teaching in the regular
Freshman Programre taught both the control and the study
groups. The insiructor was given adequate c¥ientation
about the purpos¢ of the project teaching and he also read
the Review of Literature (Chap. 2) with a special emphasis
on group discussion techniques. The assistant instructor
received teaching materials and feedback from the researcher
through personal conferences. The researcher had observed

the study group in scssion once every week.



- 5T =

3,4.1« Wethods of teaching

A combination of some of the methods reviewed in
chapter two were used with more emphasis on: Sample

composition with selected structure practice (see 2.3.2.2.);

Pre-writing activities (2.3.3.2); Using the text as a basic

format (2.3.3.2.1).

3.4.2. Teaching informal letter writing

The introductory lesson on the informal letter was
based on a material from (Carrier, 1981:8-10). Andy's
informal letter to Sally (see Appendix .E.) -,

Johnson's 'formal' letter to Mr. Hawkes were used as sample

texts.

The texts were used for the pre-writing oral
practice on language, comprehension, text analysis, and for
the demonstration of the format of the personal letter.
This was accompanied by rewriting activities which were
based on given prompts., Later, assignments such as the

following were given.

Instructions: 1Imagine that you were Sally (or the recipient

of Andy's letter). Read the letter carefully and write a

reply to your friend in response to what you have read.
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Use the following guide:

i) Write your address, date and salutation;

ii) Thank your friend for the letter, and say when you

received it,

iii) Express your pleasure at what your friend has done
and is doing - moving into new flat, repainting,

etc.;

iv) Write about your exam results; what you are doing

now;
v) Promise to visit him/her after your final exam,

Before the students wrote this and the subsquent
assignments, howecver, they werc familiarised with the
necessary functional language through texts like 'thank
you' letters; letters of congratulation, invitation, and

so on, which were rcad and explained by the instructor.

3.4.3. Teaching Report writing

The teaching of this mode of writing focused on
newspaper reports with a particular emphasis on accident
stories. The pre-writing cxplanations and the language
practice were based on a material "Writing 2 newspaper

report” (Mary Stephens (1986:67-69), (see Appendix E ).
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Other familiarisation activities included sequencing
exercises in which the students rearranged jumbled senbences

according to the order they happencd (see Appendix & ) .

These activities were followed by a brief explanation
and practice on note-taking and writing summaries from

notes, Byrne (1979:77-78).

Example: Write a formal report from the notes below

using full sentences:

10:30 Emergency call-acc¢ident on
A47 between Dunmow/Wallfiedl -
2 cars and 1 lorr¥ involved.

In the report this will be:

"At 10:30 there was an emergency call.
The caller said tha¢ there had been an
accident on the A47 between Dunmow and
Wallfield. There were two cars and one
lorry involved in the accident."

(Carrier, 1981:57).

Later, the students rezd news stories for a given
time (e.g. ten minutes) and took short notes from which
they reproduced the texts in their "own" languaoge.
Alternatively, they took notes from newspaper stories read
to them by the instructor (usu. two times) and produced
summaries from the notes. In all of these cases, however,
guidance was provided through questions on the texts to
which it was suggested that the answers should be in note

form, (See Appendix P for sclected exercises).
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3.4.4., Teaching the Control and the Study groups

In teaching the control g¥oup, the teacher followed
his familiar procedures and saw to it that students wrote
the tasks assigned after each lesson. He then corrected
the scripts by clearly identifying the errors or mistakes
and giving the correct forms whenever necessary. In the
cnd, he returned the compositions with comments on the

weaknesses and the strengths of the writers,

In the study group, the pre-writing exploratory work
was based on the usual whole-class teaching through
explanation and questions. But, when it came to the
actual writing, students in this group wrote their rough
drafts on the cues provided individually, snd discussed
their drefts in their groups. They then wrote the final
copies in person. Alternatively, they discussed the eues,
compared and improved their notes in their groups and

prepared the final work individuslly.

In correcting the protocols, the instructor pointed
out the locations of the errors or mistakes by underlining
without specifying whether they were problems in grsmmar,
vocabulary; agreement or spelling, and so on. The students

then made the actual improvements in groups.

Pincas (1982:vi) in Writing in English points out that

the members of the groups could actually work together;

they could discuss the exact words and sentences to be used.
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The teacher's role is to move around the room, helping each
group with whatever is required, vocabulary grammar and

making sure that everyone is involved.

3+5. Testing

In order to gather data and examine the effect of
oral interaction on the complexity of written sentences,
three tests (a Pretest and Posttests 1 and 2) were admini-

stered to the subjects of the study.

The Pretest was given before the commencement of the
course to establish whether there was 2 significant
diffcrence between the two groups of freshmen in writing
ability. The freshmen in both the control and the study
groups were brought together and wrote composition on the

topic of The Day I Joined Addis Ababa University. The

topic was chosen not only because it referred to the
students' recent experience, but it was also closely

related to a writing assignment entitled The Most WMemorable

Day in My Life that they had in the fourth Unit of the

Freshman English 10l1A course. Beforc the students wrote

the test, they had #omodel text: The Day I Joined the Air

Force read and discussed to them (see Appendix p ).

The two Posttests were administered in the same

manner 2t the end of each topic designed for the study

(see Appendix D ).
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3.6 Procedures for data analysis

The procedures used for segmenting the students?
written performance into T-units were a combination of

the methods used by Loban (1963) and Hunt (1977).

Loban's index, known as the communicetion unit, is
similar to the T-unit used by Hunt. Loban (Ibid.:82)
states that although the communication unit was used to
anelyse the spoken language of school-children, the
procedures can equally well be employed for the analysis

of written composition,

3.6,1. The T=Unit index

In order to exemplify what he means by the T-unit,
Hunt uses a poessage that a typical fourth grade pupil wrote

as a single sentence. The passage runs as:

I like the movie we saw about Moby Dick
the whitc whale the captain said if you
kill the white whale Woby Dick I will
give this gold to the one that can do it
and it is worth sixteen dollars they tried
and tried but while they were trying they
killed 2 whale and used the oil for the
lamps they almost caught the white whele.

(Hunt, 1977:63)

This passage can be cut into T-units as:

I. I like the move we saw about WMoby
Dick the white whale

2 the captain said if you can kill the
white ®Whale Moby Dick I will give this
gold to the one that can do it
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. and it is worth sixteen dollars
they tried and tried
but while they were trying they
killed a whale and used the oil
for the lamps
6 they slmost killed tho whale., (Ibid.:93).

Vs

The passage hos six T-units, and a total of 68 -
words. The megn T-unit length can be obtained by dividing
the number of words in the passage by the number of T-

units (in this case 68/6 = 11.3).

3.6.,2. The Communication unit

AF. Watts (1948:65-66) 2s Loban (1963:6~T7) quotes
him; defines the communication unit as ™a group of words
which cannot be further divided without the loss of their
essential meaning®, "I know a boy with red hair", according
to Loban (Ibid.,), im @ unit of communication the essential
medning of which will be altered, if "with red hair® is
omitted; for "I know a boy" does nct have the same meaning

as "I krow a boy with red hair"™,

Leban notes that the words contained in a single
communication unit include only one independent clduse,
or shey ere answers to questions which lack only the
repetition of the question elements to satisfy the
eriterion of an independent clause. However, 'Yes' can be
accepted as a unit of communication when it is an answer to
questions such as, "Have you ever been sick?" Thus,

eommunication units are not exclusively syntactic but are
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also semantic, and can be identified by their meaning and

form (Ibid,:6-7).

The example below illustrates how communication units
are tallied. The slant line ( / ) marks thc end of eagh

communication unit.

Transcription of Communi- No. of
subject's language cation words in
units each com.U.
I'm going to get a 3
boy 'cause he hit me,/ 11

I'm zoing to beat aim
up an* kick him in

his nose / and I'm 13
going to get the
girl, too./ 9

(Ibid.:7)

In the last two communjication units, the compound
predicate that has the same subject stands as one unit
while the compound sentence becomes two communication
units. That is because, such a sentence can be split

without the disappearance of essential meaning (Ibid.).

3.6.,3. Difficulties in usage and grammar

In his analysis of oral performance, Loban identified
language problems which he described as mazes, partial
expressions, and unanalysable 6Gonstructions. WMazes inecluded
occurrences such as hesitations, false starts, and

meaningless repetitions which were not necessary to the
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communication units (p.8). Unanalysable elements constituted
constructions which could not be analysed with certainty

(p. 14), while partial expressions were sentence patterns
which were incomplete for one reason or another (p.82%).
When mazes were removed, the remaining utterance constituted
an acceptable communication unit. The procedure involved
bracketing the undesirable elements in the actual transcript

and circling the number of words in the mazes.

Example:
“MTranscription of Com. No. of words
subject's lang. Units in com. units
l. I'm going ... "I'm goin' to
build a flying saucer / but I 2 3-8
can't think how yet." T
2. "When I was fixin' ready to > 16
g0 home, my mother called me
up in the house / an' an' 1 =4 =7
have to I have to get my hair
combed®./
3 I saw a hunter program last 2 7
Sunday / ean' he, an' snow 18
time he had to have lot uh
wah - h when he, uh, not too 9

many dogs, he ... and that is
all I think of that picture®./

(Ibid.)

In number 1 above, there are two communication units.
A maze with three words occurs at the beginning of the first
communication unit. In number two, the first communication
unit comprises 16 words and this is fdllowed by a maze of
4 words. The maze is accompanied by the second communication

unit of seven words.
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3.6.,4. Patterns of Communication Units

Loban classifies communication units under the

following nine patterns and one partial or incomplete unit.

"Pattern Examples

one Mary eats. Or Mary is home.
two Mary eats strawberries.
three Strewberries are berries.

Strawberries are good.,
four Mary threw the dog some biscuit.
five They elected Mary president.

They thought Susie conceited.
six Here is Mary.

There are four houses on Lime Street.
seven How does he do it ? Is he here ?
eight Strawberries were eaten by Mary.
nine Go home. or Let us go home.
ten Any incomplete unit,® (Ibid.:14-15).

3.6.5. Procedures for Scording and analysis

3.6.5.1. Scoring compositions

The scripts produced by the students on Posttest 1
have been scored holistically on 2 scale of 0-10 by two
independent instructors with over ten years of experience
in teaching Freshman and Sophomore English. The purpose
of the scoring was to check the correlation between
syntactic fluency as messured in T-unit lengths and the

rated quality of composition as evaluated holistically.

The raters were advised to follow the recommended
procedures of general impression marking, such as, for
example, sorting the scripts into "Very good', 'Good' or

'pooxr' on tho Piwmet mandine and ~nanving them on the final

reading.
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3.6.5.2. Procedures for data analysis

This sub-section presents a summary of the methods
used for analysing grammatical errors and segmenting

compositiohs into T-units.

3.605.2.1. Grammatical errors

The grommatical errors in the student compositions
had been classified into ten linguistic categories as
determined by the subjects' output on the Pretest. The
categeries included Agreement; Articles, Capitalization,
Prcpositions, Punctuation, Spelling, Syntax, Tense,

Vocehulary and 'Other® (miscellanecus errors).

As some of the srrors were found to be difficult
to clessify into one group:r or sanother, the following:
explanation was included along with 2 textual exemplification

presented in the subsequent sub-section.

i) Errors in vocabulary, for example, involved
confused uses of lexical items and the uses of wrong word

forms (nouns, verbs, adjectives, adverbs and pronouns).

Exemple: I looked many students

I asked the gatekeeper for entrance.

I travelled alonely.
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ii) Deviations in syntex included omissions of subjects,
objects, or verbs; the misuse of stative pessivesand
connectives; unidiomatic expressions; faults in word other

and other problems in sentence construction.

Example: I said good-bye to my family on 11, 1989.
After we have completed the forms we 2allowed to go.

I went tg ny home.
I said, "We , better go now".

I met students whom I knew thenm.
We Qid also lunch.

No problem appesred on me.

ii) The lack of concord between nouns snd verbs,
pronouns and referents, and among other expressions had
been classified as problems in agreement.

Example: There was meny studients in the hall.
Monday, September 15, was one of the important
day in my life.

iv) Other miscellaneous errors involved less frequent
faults in the scripts like, seporating common compound
words (for example, 'class room®' for 'classroom'; 'break
fast' for 'breakfast'); joining words which are normally

written separately, 2nd syllabication problems.

3.6.5¢2.2. Procedures for T-unit analysis

One of the difficulties in the use of the T-unit index

is said to be the absence of fixed procedures for segmenting
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texts into T-units (Witte, 1983:171-177). Thus, some
procedures had been devised for use in this study on the
basis of other related works (e.g. Loban, 1963; Humt, 1977;

Kemeen, 1983). Thusg

i) Years (e.g. 1990); and expressions of time (when
wiitten in words =s 'ten-thirty', or in figures as '10:30')

were tallied as single words.

ii) Abbrevietions and contracted forms were counted as

full words (e.g. fdidn't' = 2 words; A.A.U. = three words).

iii) TIrrelevant words, phroses and fragments in the
scripts were enclosed in squaere brackets. That is, the
brackets set off constructions the omissions of which
resulted in correct sentences. Thus,; such elements were
excluded from the total word count tabulated for each

student.

Example: Monday, Sep:. 18, 1989 / this @ay / was the
most important day in my life.
I W was / never went to Jimma.
I returned / back to my / home.
The freshman party / whien / is to be held on
Easter Eve.

Fach bracket above was scored as 2 single problem in

Synkséx.
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iv) But, errors in Vocabulary which, if omitted did
not result in an improved version, were underlined and

scored as errors, but maintained as parts of the text.

Example: The hall can accompany many students.

v) TFaulty repetitions were also put in square brackets

and left out.

Example: I did not know where the / the / office was.
The redundant *the' was tallied as an error in Article

although it was just 2 slip of the pen.

vi) Carets ( ) were used to indicate omissions.
Example: I arrived Addis. The caret in this exemple

was seored as a problem in Preposition.

vii) Finally, the protocols were segmented into T-units.
The T-unit length (words per T-unit) was obtained by dividing

the number of words in the protocol by the number of T-units.

The procedures outlined above and in the previous
sections were applied fo a composition completed by subject
No. 7 (Control Group¥ on the Pretest. The writing was
reproduced in its original form and was not untypical of
the kind of writing performed by many of the subjects.

The lines were numbered for ease of reference.
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Correction Key:

Ags Agreement Sp: Spelling
Art: Article St Syntax
Cap: Capitalisation ke Tense
Prep: Prepositions Vi Vocabulary
Punc: Punctuation 95 Other

The slant line ( / ) marks the end of each T-unit

Grammatical and T-unit analysis for Subject No. 7
(see p. 71 ).

Grammatical errors

Type of error total as ¢
Spelling (10) 21.28
Capitalisation (7) 14.89
Syntax (7) 14.89
Tense (6) 12.77
Prepositions (5) 10.64
Vocabulary (2) 8.51
Punctuation (3) 6.38
Agreement (2) 4.26
Article (2) 4.26
Other (1) 2,13

T—-unit analysis

Number of words: 150 (155 - / 5 /)
Number of T-units: 13
T-unit length (W/T-u): 11.5
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TABLE I: 7Pretest Results TABLE II: Pretest Results
(Control Group, N = 23) (Study Group N = 28)

‘9. No. of No. of Words/ No. of S No. of No. of Words/ No. of
No. TWords T-u Teu Errors No. Words T-u T-u  Errors
1 117 12 9.8 35 1 106 7 15.1 11
2 i3l 13 10.1 23 2 128 9 13.8 26
3 85 8 10.6 9 3 90 10 3.0 13

4 132 10 13.2 10 4
s 187 16 Y17 29 5 146 13 11.2 6
6 142 17 8.3 23 6 172 16 10.8 18
7 150 13 11.5 47 7 86 10 8.6 11
8 115 9 12.8 23 8 170 13 13.1 10
9 121 14 8.6 13 9 154 15 10,3 17
10 104 7 14.9 7 10
11 95 8 11.9 21 11 75 7 10.7 12
12 102 10 10.2 25 12 92 il 8.4 10
13 97 8 12,1 11 13
14 14 94 11 8.5 13
15 85 6 14,1 6 15
16 164 18 9.1 25 16 76 9 8.4 11
1y 82 10 8.2 19 17 149 16 953 25
18 T7 8 9.6 20 18 83 7 11.9 8
LS} 90 9 10.0 30 19 83 £l 11.9 3
20 93 7 13.3 10 20 83 6 13.8 9
21 21 93 10 9.3 a4
22 110 11 10,0 9 22 100 9 il,1 10
23 70 7 10.0 1 23 99 12 8.3 19
24 86 10 8.6 14 24 92 10 9.2 20
25 80 8 10.0 oy 25 88 10 8.8 24
26 26 98 9 10.9 13
s 27 104 10 10.4 8
28 28 103 8 12.9 11
29 29 80 8 10.0 12
30 i 8 9.9 7
31 73 T 10.4 1
32 110 9 12.2 10
Tot, 2515 239  248.6 421 2905 277 298.65 368

Mean 109.34 10.39 10,81 1:5 103.75 9.89 10.65  1:7




CHAPTER FOUR

4. TRESULTS AND DISCUSSION

The research questions presented in Chapter 1
(see 1.2) are discussed in relation to the data collected

from three writing tests.

Topic 1 (Pretest) was an autobiographical account
that followed the format of freshman writing familiar to
the subjects., This test was administered to determine
whether there was a significant difference between the
groups in writing ability in: terms of the paradigms used
in the study, i.e.; mean T=unit length, number of words;

and error-word ratio.

The second test (Posttest 1) was a personal letter

based on specific purposes and audience.

Topic 3 (Posttest 2) was a newspaper story -an

impersonal topic for a general reader,

4,1, Results

4.1.1. Results of the Pretest

Tables I and II on page 7% show the results of the
Pretest. 51 students (23 from the control and 28 from the

study group) reported for the test.

The subjects in the control group wrote a total of

2515 words in 239 T-Units. The average word output and the
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computed mean T-unit length (i} for the group were 109.34
and 10.81 respectively with an error-word ratio of nearly

1:Ds

The study group produced a total of 2905 running
words in 277 T-units. The group average word count was
103.75 with a computed mean T-unit length (ié) of 10.65,
The error-word ratio for this group turned out to be about

slifs o

The raw data indicate that the control group slightly
exceeded the study group in both average word and mean T-
unit length outputs while the error-word ratio was in

favour of the study group.

The standard deviation (le) and the variance ngl)
were 1,899 and 3.608 respectively for the control group.
For the study group (Sxe) and (SQXZ) were observed as
1.870 2nd 3.497 respectively. An 'f' test showed that the
variance between the groups was not statistically
significant, meaning that the groups were homogeneous with
respect to their performance on the Pretest. That again
means that a 't' test can be applied to check the difference
between the groups in their mean performoance. Thus; a

statistical computation carried out by using the formule:

Ay

TR (1\12—1)322(%14r %!2)‘

tob =

Nl + N2 - 2
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TABLE III: Results of Postt. 1. TABLE IV: Results of Postt. 1.
(Control Group N = 21 (Study Group N = 24)
S. No. of No. of Words/ No., of 8. No. of No. of Words/ No. of
No Words T—-u T—u Errors No. Words T—u T—-u Errors
1 i
2 136 13 10.5 15 2 128 32 107 9
3 136 11 12.4 14 3 144 11 13.1 5
4 134 12 112 8 4
5 108 12 9.0 22 5 174 18 9.7 10
6 123 10 12.3 34 6 117 12 9.8 10
1 253 15 10.2 8 i 94 9 10.4 9
8 87 8 10.9 8 8 105 8 13.1 9
9 165 16 10.3 18 9 152 12 42 13
10 118 12 9.8 8 10
11 68 6 1143 19 11 148 13 11.4 T
12 81 10 8.1 10 12 101 S 152 10
13 137 14 9,8 11 13
14 14 132 11 12.0 24
15 160 14 11.4 17 15
16 71 6 11N X7 16
17 106 10 10.6 26 17 152 14 10.9 5
18 85 8 10.6 16 18 148 15 9.9 11
19 121 11 11.0 27 19 115 12 9.6 5
20 107 12 8.9 12 20 109 9 12.1 10
21 21
22 133 05 8.9 19 22 128 15 8.5 16
23 163 16 10,2 11 23 161 15 10.7 14
24 84 6 14.0 13 24 90 T 12.9 10
25 25 130 10 13.0 26
26 26 106 10 10.6 16
27 i 161 12 13.4 13
28 28 135 14 2.6 14
29
30 130 11 11.8 11
31 130 12 10.8 12
32 117 10 i 1 Py 12
Tot. 2476 237 223.2 328 3107 281 296.6 281

Mean 117.9 11.28 10.63 127 129.5 11.71 11,23 1:10
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showed that the difference between the two grous was not
significant at the .05 level of confidence and 490 of

freedom,

4,1.2, Results of Posttest 1

Tables III and IV on p.76 show the results of
Posttest 1. Twenty-one students from the control group

and 24 from the study group wrote Posttest two.

The control group wrote 2476 words in a total of
237 T-units. The average word out-put for the group was
117.9 with 2 mean (il) T-unit length of 10.63 words. The

group error-word ratio was barely 1:7).

The study group, on the other hand, produced =
maximum of 3107 words in 281 T-units., The mean T-unit

length (iz) was 11.23 and the error-word ratio rose to 1:10,

According to the raw dats, there was en increase in
average performence on Posttest 1 as opposed to the Pre-
test. The average word output for both groups rose from
106 .55 on the pretest to 123.7 on Posttest 1. The average
number of T-units for both groups also increased from 10,14
on the Pretest to 11.50 on Posttest 1. The mean T-unit
length average for the groups also rose steadily from
10.73 on the Pretest to 10,93 on Posttest 1. There also
was a similar progress in the proportion of errorsfree

words to errors,
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TABLE V: Results of Postt. 2

(Control Group N = 20)

_S. No., of No. of Words/ No. of
_No. Words T-u T-u_ Errors
1
2 97 11 8.8 31
3 126 13 9.7 28
4 131 14 9.4 11
5 127 14 9.0 26.
6 120 10 12.0 22
7 125 32 10.4 10
8 172 16 10.8 24
9 110 12 g.2 22
10 136 14 9.7 36
11
12 138 12 11.5 21
13 128 14 S.1 30
14
15 i52 12 12 21
16 79 11 Tel 22
17 144 17 8.5 39
18 112 10 11,2 14
19
20 111 12 9.3 9
<
@ 134 ik 11.2 23
23 141 11 12.8 18
24 89 11 8.0 20
25 113 13 87 19
26
2T
28
29
Tot. 2485 251  199.2 455
Mean 124.3 12.55 9.96 1l:4

TABLE VI: Results of Postt. 2

(Study Group N = 25)

S. No. of No. of Words/ No. of
No. Words T—u T—-u Errors
1
2 94 12 7.8 19
3 106 1l 9.6 13
4
5 142 11 12.9 T
6 140 19 9.3 14
i 80 10 8.0 11
8 108 32 9.2 12
9 137 13 1045 25
10
11 154 15 10.3 22
12 128 12 10.7 6
13
14 118 11 19.7 33
1>
16 108 10 10.8 11
17 151 15 10,1 30
18 115 12 9.6 12
19 87 9 9.7 11
20 112 8 14.0 14
248
22 109 10 10.9 i
23
24 131 13 85 § By
25 126 13 9.7 46
26 140 S 0 125 15
27 120 13 9.2 22
28 121 10 12.1 11
29 o1 10 9.1 14
30 123 14 8.9 18
31 135 12 1l.6 23
32 104 11 9.5 6
2966 293 255 .4 419
118.6 11.72 30,28 116




On the other hand, the study group which performed
a little below the control group on the Pretest maintained
its lecd in error-word rotio and exceeded the control group
in terms of all the other indices outlined above.
Especially interesting was the variation in mean T-unit
length. While this unit slightly dropped for the control
group from 10.81 on the Pretest to 10.63 on Posttest 1,
it jumped from 10.65 on the Pretest to 11.23 on Posttest
1 for the study group. The difference between the groups
in mean T-unit length, that is; between (x1) gnd (X,),

therefore, was 0.6.

4ele3s Results of Posttest 2

Tables V § VI (. 78) depict the results of Posttest 2.
Forty-five students (20 from the oontrol group and 25

from the study group) sat the test.

The students in the control group wrote 2485 words
in 251 T-units with an average number of 12.55 T-units for
each writer. The average word output and the mean T-unit
length (il) being 124.3 and 9.96 respectively. The error-

word ratio for the group was something like 1:4.

The total word and T-unit count for the study group
turned out to be 2966 and 293 respectively. The average
word output and the computed mean T-unit length (iz) were

118.6 and 10,22 respectively with an error-word ratio of 1:6,
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The raw data show that there wasan overall drop in
performance on Posttest 2 &n contrast to the Pretest and
Posttest 1. The average number of words produced by both
groups on Topics 1 and 2 was 2750.75 but 2725.5 on topic
3. The average T-unit output for the two groups was 10.82
on Topics 1 and 2; but 10.09 on the third Topic. The
average mean T-unit length which wes 10.79 on the first
two tests dropped to 10.01 on the final test. Similarly;
the error-~word r=2tio declined from 1:7 to nearly 1:6 on

the average.

In addition; the results of Posttest 2 varied for
the two groups in a few different ways. On the level of
average word and T-unit output, the conitrol group exceeded
the study group. In respect to mean T-unit length and
error-word ratio, however, the study group excelled the

control group.

Comparisons made on Posttests 1 and 2 separately,
and on the combined results of the two tests revealed that
the differcnces in performance between the two groups
were not significant statistically (see combined results

in Tables VII =nd VIII, Appendix A)
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4.1.4. Analysis of grammatical errors

Table IX on page 82 presents the analysis of
grammatical errors obscrved in the subjects' scripts

on the threc tests.

The table shows that error in Capitalization
constituted the bulk of the problem for both groups
of students on the Pretest, and remained the same
throughout the threc tests for the control group.
The problem gradually, but consistently dropped for the
study group.

On Posttest 2, errors categorised as 'Other' became
a major source of difficulty for the control group and
comparatively more serious for the study group. (See
Appendix C for the frequergy of errors tallied for

each writer.)

4.,2. Discussion

4.2.1. Thc T-unit index

In the T-unit theory subordination is considered as a
morc mature and difficult form of expression than simple
sentences joined by 'and' or 'but'. The unit measures
fluency in both the spoken and written mediums. Llthough
its segmentation and analysis involve isolating and
excluding language tangles which do not make semantic
sense or elem3nts which are impossible to classify, the
T-unit does not account for relations among ideas or for

grammatical accuracy as such. In respect to this Lohan writes:



TABLE IX:

= 8P =
Grammatical Errorp

Error on
the Pretest

Type of error

Total as %
(Control group)

Total as %
(Study group)

Capitalization 19.00 19.54
Spelling 17.10 9.24
Prepositions 13.78 17.93
Syntax 12.83 9.51
Vocabulary 11.63 14.13
Tense T+560 10.05
Articles 6.41 4435
Punctuation 4,99 6.25
Agreement 1.67 1.90
Other 4.99 T7.07
Error on Capitalization 25.30 16.37
Posttest 1. Prepositions 14.94 17.79
Vocabulary 14.94 12.46
Punctuation 10537 10.68
Spelling S.76 12.46
Syntax 7532 9.96
Articles 6.10 5.69
Tense 3.96 4.98
Agreement 2,13 4,27
Other 5.18 5.34
Error on Capitalization 15.16 12,17
Posttest 2. Vocabulary 12.09 20.29
Syntax 11,21 12.17
Articles 10.55 7.40
Punctuation 3:35 8.1l
Spelling 6.81 7.40
Prepositions 6.59 11.93
Tense SeTl 3.58
Agreement 4.84 5.97
Other 18.68 10.98
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ees Obviously, fluency with words

unhacompanied by organisation or

coherence can be a vice rather than

a virtue, but the ability to find

words with which to express oneself -

and to find them readily - is normally

onc mark of success with language

(Loban, 1963:29).

Onc of the major conventions of written English is

to use sentences that represent complete units of
information through a main stetement and qualifications
as single units. Although too many bits of information
tend to defeat the reader, far more clarity and readability
are achieved by the use of 2 variety of sentences consisting
of 2 main statement plus @ maximum of one or two qualifica-

ticns rather than through a monotanous series of simple

sentences (Kirkmen, 1980:6-10).

Originally, the T-unit wes used to get information
about children's syntactic development. In the subsequent
years; however, it was employed in a variety of pedagogical
and textual research both in the native =2nd non-native
language situaticns and influenced teaching, evaluation

and recsearch (sec Chap. 2, pages 46 =and 51 ).

Onec of the characteristic traits of the T-unit is
that its length varies across discourse samples (see Chap.2,
pe 52 ). Witte (1983:171-177) reports that the variation
is more pronounced among inexpericnced writers. The data
prescnted in 4.1 above indicates that the students whose

writing was examined in this study appesred to use different
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T<unit lengths on thc Pretest and Posttest 1, on the one
hand, and on Posttest 2 on the other. The average mean
T-unit length for both groups on Topics 1 and 2 was 10.79,
but only 10.01 on Topic 3. Thus, it scems possiblc to
rclate this variation to the unstability of the T-unit

across discoursc samplcs mentioned above.

In addition, the overall quantitative decline in
performance on Topic 3% in contrast to the first two Topics
may suggest that the students in both groups have found
Topic 3 more challenging than Topics 1 and 2. In other
words, it may be that the mHoced to call on recent personal

experience (Topic 1, Pretest), and the explicit purposc and

audience (Topic 2, personal letter) have facilitated writing

more than did the recporting of factual information to the

general reader {Posttest 2).

The letter which Saida wrote to her friend Tsion is
reproduced and discussed below in an attempt to Justify the
assumption made above - the effect of explicit purpose and
audience on writing.

*Saida - Workneh
P.0O. Box 1286
“hohs

*Ethicpia

March 29, 1990

1 *DEAREST Tsione.
5 How are you ? I am fine. How is life
3 going at Gondar ? I hope you have liked it by

4 now. By the way, I have recived your letter
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4 yesterday., I can't tell you how pleased
> I was to hcar that you got good grades
6 in your first semester exam.

Tsion, Learning in Arat Killo Campus

is very difficult because even if you work

9 very hard, you might not get good grades.
10 Anyway, mine was good and I have Joined the
1l Department of STATISTICS. I think you will
12 come in Addis for the coming holday. I am
13 looking forward to see you soon. I can't
14 tell you how I have missed you for the past

seven monthes.,

15 Tsiog; I want you to come to the annual
16 freshman party to be held on the eve of the

17 Ethiopian Easter. At Hilton hotel in may 4;

18 1990 from 8 pm - 5pm. I hope you will be there.

Yours truely
Saida-Workneh
(Signature)

It secms that Seida started the task a bit awakwardly.
For example; she wrote her address inapproprictely. The .
layout of the salutation including the period were not
appropriate either. Moreover, the first four sentences

were very short indeed; perhaps indieating some strain

due tc lack of expericnce.
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But, ideas seem to flow towsrds the middle of the
first paragraph and afterwards. The last sentences of para-
crophs’l ond 2,for instance, arc forceful and fluent.

The statement made frcecly in the first sentence of the
middle paragraph seems unlikely to be written if Saida had
a teacher audience in mind, instend of an intimate friend,
*DEAREST' Tsion, who is addressed at thc beginning of

every paragraph.

It also sounds that the writer had too many things
to say to bother about the instructions given in the test,
and the model text she had heard (see Appendix D). ) s
She did not, for example, thank her friend for the letter
she had rcceived. Nor did she congratulsate Tsion in the
way she had been taught and directed in the test, As she
had already said "I can't tell you how pleased I WasS +e."
(end of first para.); it seems difficult to think that
she was evading the required task by not expressing her

pleasure at her friend's coming to Addis.

The last paragraph turned out to be the poorest;
perhaps indicating the writer's inability to allocate her
paper and time for the major task required in the test
(invitation}, and thus ended her letter by giving
dangerously confused place, date and time for the party.
On the basis of her total performance, however, it is

possille to guess that Saida would not end the first
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sentence of the last paragraph at 'Easter' and start a

new sentence with 'At* if she were not in haste,

In spite of the fact that Saida appeared to be
highly preoccupicd with hecr own ideas in this test, she
almost did nothing but reproduce the model text on the

report-writing task (see Appendix @¢).

A further distinguishing feature of the communication
unit (or the T-unit) is that its smount increcses gradually
from one school yeer to another, Loban (1963:33). In Hunt's
rewriting experiment for a population of 250 schoolchildren,
for example, words per T-unit for grades 4 to 12 increased
at every two ycar interval; the figures being: G4, Delt}

Ggs 6.8; Gg 9.8; Gigs 10.45 Gy,, 11.3. 4nd these figures

were significant at the .01 level (see Chept. 2 , p.go ).

Although Hunt had used a rewriting instrument on
which the mean T-unit length produced even by professional
writers was only 14.8 words (see Chap. 2, p. 50 ); the
differenoz between his eighth and tenth gracde writers was

just 0.6,

The differenoe in mean T-unit length between the
control and the study groups on the guided writing in this
study was 0.6 (Posttest 1) and 0.26 (Posttest 2); or 0.43
on average, On the face of the slow development of the
T-unit mentioned earlier, therefore, it secms difficult

to undermine the superiority the study group has gained
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over the control group in a period of four weeks of
collaborative activities. Moreover, the inability of the
study group to gain markedly may also be explained in terms

of the gradual increase of the unit.

With regard to the T-unit length, Hunt, 1977 claims
that successively older children or skilled writers
consolidate a larger number of basic sentences into single
T—units; thus reducing the number of units by combining

them in a complex fashion (see Chap. 2, p. 49).

Tables V and VI above show that the cecntrel group in
the present study slightly exceeded the study group by
the average amount of wordsés and T-units they wrote on
Posttest 2. But the students in the study group tended
to excel those in the control group by the average mean
T-unit length they produced on the same test. A possible
reason for these variations may be that the stulents in the
study group were reducing their number of words and T-units

by combining them more skilfully.

That is to say that the students in the control group
were perhaps writing sentences like: "The fire started in
the kitchen", and "The fire spoiled the holiday", thus
producing more words and T-units. The subjects in the
study group; on the other hand; were probably producing
lesser words and T-units by using scntences such as: "The

firet which started in the kitchen spoiled the holiday",
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4e62.2, Grammatical errors

Table IX on page 82 shows that Capitelization was
the major source of trouble for both groups of students;
especially in the Pretest. The subjects not only found
it difficult to stert their new sentences and proper names
or days and months (Sudday, September) with capital letters;
but also used capital letters in the middle of their
sentences manifesting 1liffle sensitivity to the conventions,
(See lines 8 and 11 in Saida's letter above; for example),
The freshmen who wrote: "I departed ﬁiom ny ?amily §or the
®

First time" was not an outstanding exception among the two

groups of students considered here.

The writing samples of the students illustrate a
general tendency towards the use of subordinating devices.
Howevor; attempts to use subordination often result in
restraining the expectations of the reader and in a break-~
down of syntactic control. In the sample reproduced in
Chapter 3; p. 71 for example; the writer made two such
attempts: " ince my femily's hom is ten kils meter away
from t e bus station I should go on foot" (lines 3-6):
and "Since the bus was fast I could arive at 'legehart
after one hour journy" (lines 10-12). Both of these
attempts reflect the difficulty outlined earlier. (See

Reccmmendations, Chep. 5, for suggestions).
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In Posttest 2; errorg categorised as 'Other' became
the most serious for the control group (18.68%) amd
comparatively more frequent for the study group (10.98%).
Among other things; this category designates faults
asscciated with the splitting of compound words which are
commonly written together. The increasse in the amount of
this problem may be explained by the fact that the sample
text which the students read in preparation for the test
consisted of compound words like, 'firemen'; 'everyone';

Yeverybody' thus, providing more opportunities for errors.

On the other hand, errors in Veoeabulary and Syntax
becamec more scvere for the study group and ranked higher
for the control zroup on the same test. This was taken
as a further implication of the assumption that this task
turned out to be more demanding than the other two forms
of writing. 4 closcr reading of the compositions indicated
that some students, particularly these in the control group;
tended to reproduced the model, thus making lesser errors

in Vocabulary and syntax than the study group.

The writing samples of many of the students in the
study manifested lack of general control of simple sentences,
and little awareness of the use of subordinating devices;
and so on. However, there also were a few freshmen whose
work demonstrated control of sentence structure with fewer

errors in word forms and a definite awareness and usec of
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subordination. A few samples have been appended to show,
at least minimally, the range of differences that prevailed

among the students (see Appendix G).

402o3o Correlﬂtion

Writing samples completed by both groups of subjects
on Posttest 2 were evaluated holistically by two instructors
on a scale of 0-10. The scores of each group of students
was corrclated to their mean T-unit length output on the

same test by using the formula:

r = E(XY) - E(X)E (Y)
S

X Sy

The mcan rated quality score for the control and the
study groups was 7.29 2nd 8.04 respectively. The average
mean T-unit length computed for the control and the study
groups was 10.63 and 11.3 words respectively (see 4.1.2.
above). The correlation (r) between syntactic fluency and
the roted quelity of writing was observed to be -0.9 for
the control group, and -0.,2 for the study group. That
means; there was a negative correlation between syntactic
complexity and the rated quelity of writing for beth groups
of students in this study. In other words, the correlation
indicates that the longer the T-units the students produced,

the lower the rated quality of their writing.
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As it was pointed out earlier (see 4.2.2) the students!
attempts to use subordination often resulted in confusing
the reader and breaking down syntactic control. This
problem might have resulted in long T-unit writers being

awayPded poorer grades by the holistic evaluation.

In a related literature, Loban (4963:61) points out
that complex sentences sometimes reflect confusion rather
than control. Thus, it may be concluded that the subjects
who produced longer T-units in the present study mostly
did so not because they were fluent writers; but because

they cculd not control basic sentence structures.

Kameen (1983:162-170) who puts the figure for long
T—units at (21+) words writes that there was an apparent
correlation between the incidence of long T-units and the
rated quality =~ of his collegel level ESL writers. The mean
T-unit length for Kameen's 'Good' and 'Poor' writers was

18.40 and 14.30 words respectively.

The T-unit length produced by Hunt's typical fourth

grade native speaker was 11.3 words(see Chap. 3, 3.6.1.).

The tables presented in 4.1 above shcow that the mean
T-unit length produced by individual writers in this study
ranged from 7.2 to 15.1 words. However, the average

meann T-unit length written by both groups of students
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was generally less than 11 words; that is, below that of
an average fourth grader and/or approximating the output
of a below-average native speaker. It may, therefore,:he
observed that the avcrage words per T-unit output of the
subjects of the present study is startlingly low by both

native and ESL standards,

This result in freshman writing ability correlates
with what Mendida reported about the reading ability of
freshmen at Bahr-Dar Teachers' College (onc of the out=—
laying campuses of Addis Ababa University). In his M.A.
thesis; Mendids (1988) reported that the freshmen he dealt
with read textbooks of grade four difficulty level with
the help of the teacher.

4,2.4. Group discussion

The practical benefits that group activity has in
the teaching of writing include the overcoming of boredom
and frustration which sitting and writing silently entail.
It is also believed that collaborative work provides
opportunities in which student writers have to interact
with each other both in speech and writing. They; thus
write for a real reader, not to please the teacher, or get
an ansmor right. Scholars believe that these situations

develop confidence and enhance competence (see Chap. 2,

PP «33-40)
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At the beginning of the project teaching, thec 28
subjcects in the study group formed 9 smaller groups.
Greoup discussion was then initiated by asking the students
to arrange a given list of quelities in the ordcr they
would wish their friends to have., The list of qualities
wass "amusing, attractive, good tempered, helpful;
intelligent; similar intercsts' (Byrne, 1987). The
assignment was given to both groups of students and the
study group almost unanimously put 'similar interests!
first and ‘'amusing' or ‘'attractive' last, showing that
there was teamwork. There was more disagreement in the

responses of the control group.

Observations of subsequent classes indicated that
everybody was busy talking, reading, and writing. However,
the verbal interactions were not loud or heated showing
perhaps that the students were conscious of the classroom
atmosphere. Some groups stayed behind at the end of
classes discussing their assignments. Others were seen
following the teacher and asking questions on correction
points. Onec group of students (Group No. 6) turned in
decorated letters, probably showing more commitment to the
assignments. The remarks rof the students which were
gathered verbatim at the end of the project teaching were
also posiuive. Morcover; their final results consistently;
but not significantly, showed that they were gaining more
than the members of the control group which had to work

individually.
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4.2.5. Tests and Subjiects

4.2.5.1. Tests

The samples of writing were drawn from controlled
situations identicel for all subjects. The time allowed

for each test was 40 minutes.

The Pretest was given on Feb. 2, 1990, just before
the beginning of the project teaching. Although the title
of the test, The Day I Joined Addis Ababa University was

related to a writing assignment used in the first semester
English course, some familiarisation activities were

carried out before the test.

Posttest 1 was completed on 29 March; 1990; after
two weeks of teaching following the Pretest. However, as
the teaching was interrupted by a series of student
demonstrations; the test wes administered behind the

actual schedule.

This test involved the writing of a personal letter
to a contrived friend. The communicative tasks required
include: Ethanking'; 'congratuiating'; 'expressing pleasure!,
and 'inviting'. The instructor helped the students start

by reading them a model letter (see Appendix D).

Pcsttest 2 was administered on April 17, 1990 after
the writing of accident stories ha& been taught for two

weeks following Posttest 1.
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The students wrcte an accident story on the head-

line Hotel Fire Spoiled Holiday. The task involved

reading a story, note-making, and rewriting. The subject-
matter of this tcst was closely releted to the letter
written in Posttest 1 in order to simul=2tc the reporting

cf observed facts (see Appendix D)., p, b

Ae2aYe2s Subgects

Although the Faculty enrollment list shows the number
of students in Statistics 1B and Chemistry IC to be 28
and 32 respectively; only 25 of the former and 28 of the
latter reported for the regular classes. Almost all of
these attended the irregular sessions arranged for the
project teaching. Since attendance wes voluntary; a few
of the students missed one cr the other of the CPosttests.
A few others had their results excluded for not taking the
Pretest (sce TablesVIi and WITE, Appendix A).

Six of the subjects (no. 3, 12, 13, 15, 17, 23) in
the control group were girls. There were nc female
students in the study group. Table X below shows that on
the Pretest, the average performance of the female students
was below that of the group average in their own section
and in the study group in terms of all the paradigms used

in the study.
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On Posttest 1, the average mean T-unit length for
the girls was still less than the group output. But,
their average word and T-unit outputs exceeded the group

averages in their own section and in the study group.

Table X: Results of Female Students

g Pretest Posttest 1 Posttest 2
No. No. of No.of Words/ Nc. of No.of Words/ No.of WNo.of Words/
words T-u T—u words T-u T—-u words T-u T—u
3 85 8 1@ 6 136 11 1234 126 13 9.7

12 102 10 10.2 81 10 Be1 138 12 115

13 97 8 12.1 137 14 9.8 128 14 <9,1
15 85 6 14.1 160 14 11.4 152 12 ae.i
17 82 10 8.2 106 10 10.6 144 17 8.5
23 70 1 10.0 163 16 10.2 141 11 12.8

Tot. 521 49 65.2 783 75 62.5 829 79 64.3
Mean 86.83 8.17 10.63 130.5 12.5 10.44 138.17 13.17 10.49

On Posttest 2°, however, the female subjects' average
output rose above that of the group average in their own
section and-in the study group in terms of average word and
T—unit count as well as in mean T-unit length manifesting some

more progress than the male subjects.

The attendance register showed that none of the girls
missed the cecsions designed for the study. A closer rcading

into the girls' protocols', ncvertheless, indicates that they



-8 -

have taken advantage of the uflmanagesable nature of Posttest
2 by tending to reproduce the model text. Thus, it will be
difficult to relate their supertority to certain findings in
the literature which report that girls secm more prolific
than their mele counterpsrts. For example; Loban (1963:67)
reports thet the boys in the high group were superior to the
girls in the same group; while girls in the low group made

scores better than those of the boys in the low group.



CHAFTER FIVE

5. SUMMARY AND RECOMMENDAT IONS

5.1. Summary

Writing is an instrument of both communication and
self-expression ~tudents in the higher institutions of
learning; however; need writing in the English language
in order to pass essay type examinations, and to write

term and research papers,

In spite of its pedagogical significance, however;
the writing skill is often neglected in language teaching
courses. One of the rcasons for the neglect is that the
task turns out to be the most difficult for both native
and non-native language learncrs. Further problems that
are associated with this skill include the lack of methods
of teaching and evaluation which are acceptable to =211
teachers and textbook writers. Some writers recommend
strictly controlled exercises while others advise that
free expression should be encouraged even in the early

stages of language teaching programmes.

Although scholars differ with respect to the
approaches for teaching, they accept that in non-native
language situations, effective functional writing should
be emphasised rather than creative self-expression.
Writers also believe that non-native learners find it

difficult to write on unspecified subject-matter and without
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clearly indicated purpose and audience and suggest that
writing for such learners should be as close as possible

to genuine language use.

Many writers on writing further recommend group
discussion in which students are cncouraged to help each
other as a profitable technique of teaching ocomposition,
The technique; the scholars, argu&; facilitates the
integration of language skills., In addition, talking on
an assigned topic is believed to provide subject-matter

and the required functional language to the learners.

For the assessment of writing, holistic evaluation
which consicers the total effect of composition is often
recommended as an effective device provided that there is
careful planning. Another index of measurement of, at
least, one aspect of writing is said to be the T-unit.
This index of syntactic analysis has been recognised as
a much more valid unit of syntactic meturity then other

measures,

In the present study an attempt was made to examine
the effectiveness of group discussion on the syntactic
maturity of Aqdis Ababa University freshmen currently
enrolled in the Departments of Chemistry and Statistics,
The students in Chemistry 1C were allowed to discuss
assigned topics and notes before they wrote, and then 1o

edit each vther's scripts on the basis of guidelines
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provided by the instructor. The freshmen in Statistics
1B, on the other hand, followed the familiar method in

which writers sit silently and work individually.

Both groups of students practised the informal or
personel letter writing and newspaper reporting during the
five-week project teaching. At the end of the teaching;
writing samples were drawn from tests administercd in
identical situstions for all subjects. The scripts were
then enalysed in terms of the amount of words produoed;
mean T-unit length, and the ratio of errors to error-free

words,

The recsults of the analysis can be summarised as

follows:

As pointed out in Chepter 1, (see 1.2) the major
purpose of the study was to examine whether group disoussion
as a method of teaching composition could contribute to
syntactic fluency in writing. As 2 matter of fact, the
raw data collected from the three writing tests indicated
that the subjects in the study group who had performed
slightly below the control group on the Pretest were
producing better texts in terms of the mean T-unit length
on the subsequent Posttests. However, the superiority the
study group gained over the control group was not
significant statistically, perhaps for the reasons stated

in Chapter 4 above.
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On the basis of the statistical figures, therefore,
the Null hypothesis (Ho) stated in Chapter 1 (see 1.5.1.)
was accepted, and the alternate hypothesis (Hl) was

rejected.

The consistent, but statistically insignificant
differences between the mean performances of the two
groups of subjects in favour of the study group may suggest
that collaborative work tends to be a helpful technigue
of developing syntactic maturity in both the subjective
and objective forms of texts. But the specification of
purpose and audience as well as writing about recent
personal experiences tend to facilitate writing as

opposed to reporting to a general audience.

The correlation between syntactic skill and the
rated quality of writing indicated that the two scores
were negatively and significantly correlated for the
control group, and negatively but non-significantly

correlated for the study group.

The overall average performance of thetwo groups on
Posttest 1 tended to be better than the performance on
the Pretest, probably showing that the students were
gaining steadily from the project teaching in terus of
all the paradigms used in the study. But, this tendency
was blurred on Posttest 2, perhaps owing to the unstability

of the T-unit across text types.
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The 2nalysis of T-units 2nd thet of grammor suggested
that the freshmen whosec writings were considered in the
present study had serious difficulties both on the
syntactic and grammaticol levels of writing in the English
lan~uage. Their average mean T-unit length output roughly
approximated that of a below average fourth grade native

speaker of the language.

5.2+ Recommendations

The analysis of the writing samples of the freshmen
involved in this study shcws that they have serious
difficulties with both the mechanical and syntactic aspects
of writing. Therc also secms to be 2 gap among the students
in writing ability. Unlcss the gap is filled before the
students begin to take full academic loads, those; who for
on reason or another; have more deficiencies in writing
will be dangerously at a disadvantage in the academic

competitions among students with very different needs.

With what the analysis of the syntax and grammar of
the language of freshmen showed in mind, the following

olutions arc suggested:

1. The frequency of mechanical errcrs such as
capitalization, spelling, and so cn, tend to make
diagnosis and systematic teaching very difficult

in the Freshman Programme. Therefore, teachers need
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to combat the problem by assigning short guided
wiiting tesks, by correcting the errors more sparingly
and by encouraging the students to help each other

in groups or pairs.

Since the problems in the use of subordinating devices
are far more then surface errors, teachers must help

students before and after essay writing. In addition

to the usuel sentence combining practices, sentence
break-down exercises in which students split complex

seéntences into meaningful wo:' groups which will

eventually lead to the isolation of linking devices

are often recommended (e.z. Mc Devitt, 1989:19-23).

As there seems to be a range of difference among
freshman students; the deficient students should be
identified and be given intensive language courses
before they start taking the normal academic load of

the Freshman Programme,

As a writing task with an expikicit audience and
purpose has been observed to facilitate the generaltion
of ideas, at least, composition tests in the Freshman

Programme must be based on such assignments.

High schools have to give more emphasis to writing

and develop the awareness of the conventions of

written English.



BIBLIOGRAPHY

Allen, 9.B.P. and Widdowson, H.G. (1979). "Teaching the
Communicative Use of English', in C.J. Brumfit snd K.
Johnson (eds.), The Communicative Approach to Lan_uage
Teaching, Oxford: Oxford University Prcss.

Allwright, D. (1988). Obscrvetion in the Language
Classroom, New York: Longman lnc.

Betterton, K. (1942)., Teach Yoursclf To Write, London:
The English Universities Press Ltd,

Brause, R.S. and Mayher, J.S. (1984), '‘Learning Through
Teaching: Asking the Right Questions', Language Arts,
61/5:516-518,

Brumfit, C.J. (1980). Problems and Principles in
Language Teaching, Loncdon: Pergamon Press Litd.

Brumfit, C.J. (1984). Communicative Methodology in
Language Teoching: The roles of fluency and accuracy,
Cambridges: Cambridge Unlversity Press.,

Byrne, Donn. (1979). Teaching Writing Skills, Burnt Mill:
Longman House.

Byrne, Donn. (1987). Techniques for Classroom Interaction,
New York: Longman Inc.

Carrier, WM, (1981). Intermediate Lancuage Skills:
Writing, Loncon: Hedder And Stoughton.

Chater, P. (1984). Marking =and Assessment in English,
Loncdon: Methuent & Co. Ltd.

Conroy, Kevin. (ed.) (1985). Freshman English 101-4,
Addis Ababa: EVIPDA.

Cooper, C.,R. and L, 0dell. (1977). Evaluating Writing,
Urbana, ILL: NCTE. -

Davis, F. and Parker, R. (eds.)(1978). Teaching for
Literacy: Reflections on the Bullock Repocrt, London:
Werd-Lock Educatlonal,




- 106 -

Dillon, D. (1984). 'Assessment of Language Development',
Language Arts, 61/4:339-340.

The Ethiopian Herald Vol. XLVI, No. 16,
30 Sept. 1989.

Gannon, P. (1985). Assessing Writing: Principles and
Practice of lMarking Written English, London: &Edward
Arnole Publishers.

Gorman, T.P. (1979). 'The Teaching of Composition' in
Marian Celce Murcia and Lois McIntosh (eds.), Teaching
English as a Seccond or Foreign Language, Rowely Mass.:

Greenhalgh, C. and Townsend, D. (1981). 'Evaluating
Students' Writing Holistically - An Alternative Approach’',
Language Arts, 58/7:811-822.

Hamp-Lyons, Liz. and Heasley, Ben. (1987). Study Writing:
a_course in written Lnglish for academic and professional
Purposes, Londor: Cambridge University Press.

Harrison, A. (1983). A Language Testing Hundbook, London:
The Macmillan Press Limited.

Harris, D.P. (1959). Testing English as & Second Language,
New York: McGras-Hill Book Company.

Heaton, J.G. (1974). VWriting Snglish Language Tests,
London: Longman.

Humphreys, G. (1950). Letter Writer, Aylesbury: Hazell
Watson and Viney Ltd.

Hurt, Kellogg W. (1977). 'Early Blooming and Late
Blooming Syntactic Strctures', in Charles Cooper and
Lee Odell (eds.), EZvaluating Writing, Urbana, Illinois:
NCTE, 91-104.

Jupp, T.C. and Milne, John. (1980). Basic Writing
Skills in &nglish: Students' Book, Ldonon: Heinemann
Bducational Books Ltd.

Kameen, P.T. (1983%). 'Syntactic Skill- and ESL writing
uality', in A. Freedman, I. Pringle and J. Yalden
%eds.), Learning to Write: First Language/Second Language,
New York: Longman Inc.




- 107 -

Kirkman, J. (1980). Good Style for Scientific and
Engineering Writing, London® Pitman Publishing Limited,

Loban, Walter (1963). The Language of Elementary School
Children. (Research Report, No. 1), Urbana, 111inois:
National Council of Teachers of English.

Mc Cree, H. and Malkiat, S. (1972). Junior English
w;iting, London: Longman Group Limited.

Mc Devitt, D.'(l9§9). '*How to Cope with Spaghetti
Writing' ELT, JotrpalS-243/1:19-23,

Mendida Barkessa. (1988). 'A Comparison of the Reading
Level of Bahir Dar Teachers' College Freshman Students
with the Reading Levels Expected of Them'. (Unpublished
M.A. thesis, A.A.U.)

Norris, J., (1983). Language Learners and their Errors,
London: Macmillan Publishers Ltd.

0dell, Lee (1983). 'Redefining maturity in Writing®,
in A, Freedman, I. Pringle & J. Yalden (eds.), Learning
to Write: First Language/Sccond Languagze, New York:
Longman Inc.

Oller, John W, Jr. (1979). Language Tests at School: A
Pragmatic Approach, London: Longman Group Limited,

Peacock, Colin. (1986). Teaching Writing: A Systematic
Approach, London: Croom Helm Ltd,

Pincas, 4. (1982). Teaching English Writing, London:
The Macmillan Press Limited.

Pincas, A. (1982). Writing in English, London: The
Macmillan Press Limited.

Raimes, Ann (1983). 'Anguish as a second language ?
Remedies for composition teachers', in A. Freedman, I.
Pringle oand J. Yslden (eds.), Learning to Write: First
Language /‘Second Language, New York: Longman lnec.

Rivers, Wilga. (1968). hing Foreign Language Skills,
Chicago: University ' ‘ '




- 108 -

Stephens, M. (1986). Practise Writing, London: Longman
Group Limited.

Widcowson, H.G. (1578). Teaching Language as Communication,
Oxford: Oxford University Press.,

Widdowson, H.G. (1979). Explorations in Applied
Linguistics, Oxford: Oxford University Press.

Widdowson, H.G. (1983). "New Starts snd Different Kinds
of Failure', in A. Freedman, I. Pringle and J. Yalden
(eds.), Learning to Write: First Language/Second
Languagce, New York: Longman Inc.

Witte, S.P. (1983). 'The Reliability of mean T-unit
length: Some questions for research in written
composition®', in A. Freedman, I. Pringle and J. Yolden
Qeds.), Learning to Write: First Languade/Second Language,
New Yorks: Longman Inc. -




Appendix A: Summary of Words/T-Unit Output on the Three Tests

TABLE: VII Control Group TABLE VIII: Study Group
5 Pre Post Post Post t. 5 Pre Post Post Postt.
y test test 1 test 2 Av ., ° test test 1 test 2 Av.,
N. N=23 W21 N=20  N=19 Mo we28 w24 N=25  Ne=23
1 9.8 LS £
2 10.1 10.5 8.8 9.7 2 13.8 10.4 T8 9.3
3 10.6 22,4 9.7 11.1 3 9.0 13.1 9.6 11.4
4 13.2 11.2 9.4 10.3 4
5 e 9.0 9.0 9.0 5 11.2 9.7 12.9 11:3
& 8.3 12.3 12,0 12.2 6 0.8 9.8 9.3 9.6
7 11.5 10.2 10.4 10.3 7 8.6 10.4 8.0 9.2
8 12.8 10.9 10.8 10.9 8 13.1 13.1 9.2 11.2
9 8.6 10.3 2 9.8 g 10.3 12.7 10.5 11.6
10 14.9 9.8 9.7 9.8 10
1k 11.9 11.3 11 10.7 11.4 10.3 10.9
12 3102 8.1 11.5 9.8 12 8.4 . 11.2 107 11.0
13 12 8.8 9.1 9.5 13
14 14 B.5 12.0 10.7 11.4
15 14.1 11.4 127 e 15
16 9.1 11.8 T2 9.5 16 8.4 10.8
17 8s2 10.6 8.5 9.6 17 9.3 10.9 10.1 10.5
18 9.6 10.6 11.2 10,9 18 11.9 9.9 9.6 9.8
19 10.0 11.0 19 11.9 9.6 9.7 8.7
20 13.3 8.9 9.3 9.1 2 13.8 12.1 14,0 133
21 21 9.3
22 10.0 8.9 11 .2 O e 22 113l 8.5 10.9 9.7
23 - 10.D 10.2 12.0 11.5 23 6.3 10:7
24 8.6 14.0 8.0 11.0 24 9.2 12.9 8.5 10.7
25 10.0 8.7 i 8.8 13.0 9.7 11.4
26 26 10.9 10.6 12.7 el
i P . 13.4 9.2 11.3
28 28 12.9 9.0 Lzl 10.9
29 10.0 9.1
30 9.9 11.8 8.2 10.4
31 10,4 10.8 11.6 1l.2
32 12.2 1l.7 2.5 10.6

Mean 10.81 10.63 9.96 10.33 10.65 11.23 10,22 10.78
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TaBLE XVII : uppendix C: Rated juality of posttest 1
(scale : 0-10)

(Control Group H=21) Study Group N=24)
S.N 5Se1 Se2 Av S.N Sec1 Sc2 Av.
1 ~ . . 1 - - -
2 8 8 8 2 7 8 8
3 8 8 8 3 9 9 9
4 9 8 9 4 - - -
S S 7 5 9 s 9
6 6 o 6 6 8 8 8
7 8 B.0 B 7 8 8 8
8 7 7 7 8 8 8 8
9 8 7.5 8 9 g 8 o
10 7 7 7 10 o c o
11 6 6 6 11 8 8 8
12 8 0 8 12 7 7 7
13 8 7«5 B 13 . . -
14 - - - 14 6 5 6
15 7 6 7 i e, A -
16 6 5.5 6 16 . - o
17 7 7 0 17 8 8 8
18 = v 5 18 9 8 9
19 5 5 5 19 8 8 8
20 8 8 8 20 9 9 9
21 - - - 21 - - .
g2 9 9 9 22 9 8.5 9
22 9 9 9 23 7 7 7
24 7 6.5 7 24 7 7 7
2% o . o 25 6 © 6
26 - ‘ = 26 7 7 7
27 . . . 27 9 5 9
28 . . - 28 9 8 9

29 . . .
30 8 8 8
31 8 8 8
G2 8 9
z 7.29 8.02
r -0.86 -0.2



Appendix B: Data on Grammatical Errors

TABLE XI Data on Grammatical Errors in the Pretest
( Control Group N= 23)

144

S.N Ag art Cap Prep Punc OSp S T \' 0 Total
1 _ 1 5 3 - 12 5 3 4 2 35
2 - 1 5 5 5 2 4 g 3 1 23
3 ~ - 3 - 3 - - 1 2 - 9
4 - - 1 3 - & - 2 2 - 10
5 1 2 1 4 - 7 6 3 5 - 29
@ - 1 > 2 4 - > b} 3 = 23
7 2 2 7 5 3 10 7 6 4 1 47
8 - 1 5 d 4 2 3 6 1 - 29
9 1 1 4 - - d 2 - 1 3 13

10 ~ 2 2 1 - - 1 1 - - 7

14 - 3 7 4 - 5 2 - - - 21

12 - 1 L 9 - 5 - - 4 2 e5

13 - . 1 2 - 1 3 1 - 1 11

/]4 ° e - - ° ° ° ° . - ¢

15 1 - - 2 1 - - 1 1 - 6

16 - 2 - 7 1 2 5 - 2 e 25

17 o 2 2 1 1 6 4 - 2 g 19

13 1 - 6 5 - 1 3 - 3 1 20

19 1 1 12 1 - 8 d 3 g 2 30

20 - 1 ~ 2 ~ 2 - - 4 1 10

21 . : . . - = 3 i . . .

22 - 2 1 1 _ 3 - - 2 - 9

23 - - - - - 1 - - - - 1

24 - « 1 - 1 1 2 - 2 - 14

25 - 1 4 - - 1 1 1 3 - 11

26 . - » . . . - » . . .

27 . . g - . . . v . . .

28 . . . . . . . . 5 . .

0. 7 27 80 58 271 72 54 32 49 21 421
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TABLE XII : Data on Grammatical Errors in the Pretest
( Study Group N = 28)

S.N Ag art Cap Prep Punc S5p S T v 0 Total
1 - 1 1 2 - - 1 3 3 - 11
2 - 2 2 4 2 1 4 3 7 1 26
3 - = 1 3 2 3 2 2 - 13
4
5 1 - S e 1 2 - 6
6 - - 7 3 1 1 2 2 1 1 18
7 = 2 1 4 - = 1 1 2 - 11
S - 2 1 - 1 - - 2 3 1 10
9 - - 5 3 1 3 1 1 1 2 17

10

11 1 - 7 1 - 1 7 - 1 - 12

12 - 1 2 e - - 2 1 1 1 10

13

14 7 - 5 = 3 - g 1 - 2 13

15

16 - 1 2 2 1 2 - 1 1 1 11

17 1 1 9 2 2 2 2 - 2 L a5

18 - = - 1 = 3 - 2 - 2 8

19 - - - 1 - - - 1 1 - 3

20 - 1 1 2 - 2 - 1 1 1 9

21 - 2 5 7 2 1 3 - 4 - 24

22 - - 1 - - 2 2 - 1 4 10

2% 1 - ) 2 - 5 3 3 4 - 19

24 1 - 6 3 1 2 T 2 b 1 20

25 - ] 9 4 3 1 2 2 2 - 24

2~ - - 1 6 - 1 2 2 1 - 13

27 1 - - 1 1 - 1 2 1 1 8

28 - 1 2 > - 1 1 2 g - 11

29 - - - 7 - 1 - 1 2 1 12

30 - - - e - 1 1 1 1 1 0

3 - - - 1 - 3 1 - 1 1 7
32 - ] 1 - 2 2 - - 5 1 10

To. 7 16 72 66 23 3y 35 22 52 26 368
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TABLLE XIII : Data on Grammatical Errors in Posttest 1
(Control Group N= 21 )

S.N. 4g 4Art Cap Prep Punc Sp & T v 0 Total
1 . - . - . - . . . e .
g2 ~ 2 3 - 5 2 - 1 ~ 15
3 - 1 3 2 1 1 2 = 4 - 14
4 A - 1 1 2 = - - 1 1 8
5 - - o 4 1 3 i - 5 1 22
6 2 1 1 4 7 1 2 = i = 34
7 - - ¢ 4 - - = - 3 - 8
g8 - 1 - 1 - 3 - - 3 - 8
9 1 - 5 1 1 1 4 1 2 1 18
° - 1 = - 1 - - = - 1 8
M1 - - i 2 5 - 3 1 1 3 19
12 < 1 X 2 p 1 & 2 1 5 10
:11,3 - 2 % 2 2 - - 1 1 - 11
15 1 - 4 3 1 3 - 1 1 3 19
16 - 3 47 - - 1 2 5 1 17
17 1 2 7 1 4 3 1 2 4 1 26

18 - 2 4 4 = 1 2 1 2 - 16

19 2 - 3 5 3 3 = 1 - 2 27

20 - - 1 4 1 2 - 1 3 - 12

21 e . ° s . . - . ° © -

22 = 1 5 4 2 3 = - 2 2 19

25 - 2 3 1 1 7 1 - > » 11

24 - - 6 1 2 1 1 - 9 1 13

25 . . . : : . . . . . :

26 . . . . . . . . . . ;e

27 . - - ° e . . ° ©° ° .

28 . . . . . . . . . . "

To. 7 20 83 49 34 32 24 13 49 17 328
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TLBLE XIV Data on Grammatical Errors in Posttest 1.
( Study Group N= 24)

S.N 4g Lsrt Cap Prep Pune SP S il \ 0 Total
/l L] © © © L] © © L] ° © Qo
2 - 2 i . 1 = 3 - g -~ 9
3 - - 4 ~ - - - - 1 - 5
q" ° ° ° ° ° e L] ° ° ° °
5 - - - - 3 4 - - 3 - 10
6 1 1 1 = g = - 2 2 1 10
o = 1 2 - - q 1 2 1 9
ST PR - 3 9
9 - -~ 3 - : 1 - - 6 - 13

/lo - L] ° © ° o ° e o ° Ll

19 1 - - 3 < 1 - = 1 1 7

12 - - 1 3 3 - 2 - 1 - 10

,}5 ° ° ° ° e ° ° Y ° o ©

1% -~ - 6 4 2 4 4 1 2 1 o4

15 . . - . . . ; . : . .

16 . . , : . . . . , ; .

197 - = = 4 1 - 1 - 1 1 5

18 - -~ 4 1 1 3 - - - 2 11

19 - 2 - 2 = 1 - - - - 5

20 2 1 - 2 - 2 1 2 - - 10

21 . . . : g . . . . . .

22 4 1 1 — 4 4 1 = 1 - 16

23 2 - 2 4 1 1 3 1 & = 14

24 1 - 2 1 1 1 2 - 1 -~ 10

25 - 4 3 4 1 6 3 - 5 - 26

26 - 2 2 5 - 2 2 2 - 1 16

27 - 2 1 5 1 2 1 1 1 1 13

28 - - 1 4 2 2 - 2 3 = 14

29 - © ° @ ° © ° ° e ° [

20 - = 2 1 4 1 1 4 3 2 1]

o 1 5 2 1 - 2 - 1 - 12

32 - - 3 3 3 2 - 2 - 1 12

To. 12 16 46 50 30 35 28 14 35 15 281
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T,BLE XV : Data on Grammatical Errors in Posttest 2
( Control group N= 20 )

SN 4g art Cap Prep Punc 3P S T v 0 Total
1 . . . . - o : . . . »
2 - &% 3 3 4 4 & - 2 4 3
3 4 = 2 2 1 - . 1 6 4 28
4 - - 1 - 3 - 1 - 1 5 11
o 2 2 = > = 2 2 5 2 7 26
6 - - 9 d ) B 3 1 5 g 22
e 2 1 1 - 1 5 - 4 3 19
8 1 2 1 1 4 - 3 2 3 7 24
9 1 3 7 - - 9 3 - 3 4 22

:llg 2 6 7 3 2 2 6 1 4 5 36

12 2 2 5 2 2 1 1 7 2 3 21

25 = 5 > & 2 > 1 1 & 7 30
s ¢ - . - . 5 - : o . °

15 7 5 2 1 1 - 1 9 1 2 21

16 1 c 2 1 - 2 5 - 2 6 22

i ) 6 5 g 2 2 - 2 10 8 39

18 - 2 = - —- 1 1 2 1 4 14

/19 ° ° ° ° ° ° ° ° ° ° L

20 - 1 - 2 1 - 3 - - 2 9

21 " . o . . . . . . . .

22 1 - 3 1 6 2 2 1 2 5 25

2% - - 2 2 5 3 2 - - 4 18

24 1 2 7 2 - 2 - - 1 5 20

25 1 5 5 & - - 5 2 2 d 19

26 - g . . . . . 5 : . .

27 ° ° e o ° ° ° ° . e °

28 s . - . . : ; - . .

To. 22 48 69 30 38 A1 51 26 55 85 455
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TABLE XVI : Data on Grammatical Errors in Posttest 2
( Study Group W= 25)

e e o — - - e e —

S.N ug art Cesp Prep Punc Sp S 7 \ 0 Total

i
i
l

4| = - — - - - —~ - - s -
2 3 1 2 2 1 1 4 = 4 1 19
3 1 2 4 2 - - - 2 2 3 1%
4 - - - - - - - - - - -
5 - - - ~ - & -~ - - 3 7
6 - = 3 2 1 = 1 - 6 - 14
71 1 - 2 4 = = = 2 1 11
8 1 - 2 2 - 1 1 - 4 1 12
18 - 5 3 4 2 1 2 = 5 2 25
s g 5 1 1 - 3 = 3 7] 22
12 1 - 3 < = - 2 - - — 6
13 - - = = = - - _ - - -
i 1 4 3 > 4 7 2 3 5 55
15 - - - - - - - - Z - .
16 2 1 - 1 - 3 2 = 1 1 11
5 1 S 3 4 5 - 3 i 1 10 3 30
18 - 1 = 2 - 1 1 - ) 5 12
9 - - - 2 4 3 - - 2 - M
20 =~ 3 - = = = = 1 5 2 14
21 = = v - = - = = - " -
22 = 1 1 1 2 - 1 1 - = 7
24 - . = = = - = = = = - -
24 1 = 2 1 3 = 6 - 3 1 17
25 9 3 6 2 3 2 4 5 7 5 46
26 - = 1 2 2 1 2 4 6 = 15
27 2 2 7 3 4 = 2 1 . - 22
28 - 1 1 1 = 1 - - 5 2 14
29 - 1l 5 1 ] = = 1 3 1 14
30~ - 3 3 3 1 2 2 - 7 2 13
31 1 q - 4 1 4 7 ~ 4 1 23
52 1 3 - - - - 1 - 1 = 6

=
e}
o
A}
\
W
A
N
B
\U1
@)
W
=
W
=N
Ul
.
)
N
(00]
N
=
(0)}
=
—
\O
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ng Tests

Pretest: Autobiography

Instructions Write a composition on the topic: The Day I

Joined A.A.U,
Time: 40 mins
Guide: 1. the dat

Date.
=

what happened

2. how you

felt

alone or with friends

travel,
3. what hap

4, how the
how you

Model: The Day I

where
pened - morning
- afternoon
- evening
day ended
felt

Joined the Air Force

Monday, 3rd September, 1961 was an important day in my life.

It was the day I j
On sunday evening,

oined the Air Force.
I said goodbye to my family and friends.

I felt sad, but excited. I travelled by train to an Air Force
Training Camp. The train journey was a very long one. I

travelled all thro
England.

I arrived at the t
looked for aeropla
tired. I was take
did not have time

It was time for br
queued for boots a
for medical inspec

At the end of the
lonely. I had not

ugh the night from Glasgow to eastern

raining camp at six in the morning. I

nes, but I did not see any. I felt very

n to a small hut and given a bed. But I
to sleep. A loud bell rangat seven-thirty.
eakfast. After breakfast, we marched and
nd uniforms. Then we marched and queued
tion. We marched and queued all day.

day, I felt disppointed, tired and
seen any aeroplanes. I had marched all

day. I had not liked anyone. I did not want to be in the

Air Force. I want
for two years.,
£y

Comprehension: 1,

S
5e
4,
Se
60

7o

8.

9
Language: 1. Adjec
your

Events
cxciting
interest
disappoi
happy

ed to go home. But I did not go home
aken from T.C. Jupﬁ and John Milne,1980)

why was Mon. 5rd Sept., 1961,

an important day for the writer ?
Fcw did he feel on Sunday evening ?
How long did he travel ?

When did he arrive at the camp ¥
How did he feel 7

What happened at 7:30 a.m. ?

what did he do all day ¢

Where did he want to go ¢

What tense are the verbs in the passage? why 7
tives describing important days and
feelings:

Feelings

disappointed
ing excited
nting interested

wonderful
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Posttest 1: Person2al Letter

Date: 29 March, 1990

Instructions: Imagine that you have Jjust received a letter
from your friend who is at Gondar College of Medieal Sciences.
He/She has told you that he/she has been successful in his/her
exams and that he/she is coming to Addis in early April.

Now, write a letter to your friend thanking him/her for
his/her letter;congratulating him/her on his/her exam results,
and expressing your pleasure at his/her coming to Addis. At
the same time, invite him/her to the Annual Freshman Party
which is going to be held on the Eve of the Ethiopian Easter.

Guide: This guide may help you.

write your addrees, date, salutation

thanl for letter

congratulate on exam results

express pleasure at his/Her coming to Addis
invite to party, give: date, place, time,
other details

end your letter appropriately

° o o o

N NTHFEWMD A
L]

Time: 40 nmins

Sample text: When the students had prepared or had tried to
prepare their own drafts, the following letter
was read to themn.

Note: 'Easter holday' was the relevant topic of talk, and
perhaps writing when this task was assigned.
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Addis Ababa University
Faculty of Science
P.0.Box 1176

Addis Ababa

29, March, 1990

Dear (recipient's name),

Thank you very much for your warm letter which arrived
two days ago. I was delighted to get your letter and to
hear that you have passed all your exams. Congratulations
on your excellent grades! you must have worked hard to get
such results.

On top of that, I am very glad to hear that you are
coming to addis on aApril 10. I have some good news for you
which I hope will interest you. We are having the Annual
Freshman Party at Gennet Hotel on Eve of the Ethiopian
Easter. S0, I am writing to invite you to our grand party.

As you know, the Eve of the Ethiopian Easter is on
Saturday, April 14, The party begins at 8:00 in the evening
and ends at 5:00 a.m.

Do try and come as I am sure it should be a lovely
evening ! You are, of course, welcome to pring someone
with you if you want to.

I am looking forward to hearing from you.

Your affectionate friends,

(writer's name)
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Posttest 2: Newspaper Story

Date: April 17,1990

Instructions: Read the following story about a hotel fire
which interrupted the Annual Freshman Party last week. Then,
write a story about the fire to the Faculty newspaper
explaining what happened. Use the headline: Hotel Fire
Spoiled Holiday

Time: 40 mins
Guide: Answer these questions in note form to get your

points.
1. Wwhen and where was the party ?
2. Where did the fire start, and
who noticed it 7
3. wWhen did people start racing for the door ?
4. when and from where did help come 7
5. what was the result of the fire ?

Model: Hotel Fire Spoiled Holiday

Addis ababa University freshmen had a marvelous party at
Gennet Hotel last week. Unfortunately, the party was interrup-
ted by a fire that started in the kitchen.

On saturday evening, April 14, the lounge on the ground
floor of the hotel was crowded with A.a.U. students. Everyone
was drinking and dancing when, suddenly, a sharp cry and
shouts of confusion came from upstairs.

First, only a few students noticed the fire. But,
when the smoke began to fill the room, everyone raced for
the door. However, the front door was closed. Thus,people
dashed and joined crowds at other exits. Everyone was crying
and coughing.

. Fifteen minutes later help arrived from the fire brigade.
Firemen fought their way into the room and soon everyone was
safely out of the building. Luckily, nobody was seriously hurt.
4 few boys were slightly wounded while some girrls lost their
garments in the confusion. The cause of the fixe is still
under investigation.

(Adapted from H. McCree and S.Malkiat
1972; M.Stephens, 1986)
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i " 1 Informal letters

i

|
| A Text |
o :
[ ¢
i ¢
¥ 4
i i
i ’ 3
| &
13 g
| o
{ iy -
; ?
B E
i %
il :

Y

!

|

I

!

I

|

i

:

| B8 Vocabulary §

i ages = a long time l

saving up = gaving my money

! to maich = to suit; to iook good with tha

: colour of the paint

| drop in = visit, come round to the house

i give me ¢ ring = telephone me , "
l i all the best = best wishes |
‘ .

I C Comprehension D Analysis ) i

|

i! 1 How does Andy know that Sally is deing a new,
{1 1 Whe lives in Cambridge? course? &
1 2 Wheve is Sally? 2 Are Andy and Sally friends, relatives, or’
%q~; 3 Wha: has Andy just done? lovers? Is it possible to say? :
|§ 4 Wha. is he going to do soon? 3 Where does Sallyfs gamily live? Is it possible to
it 5 Wha: does Andy want Sally to do? find out? :
il

i

I




¢ Discussion

1 Why do people write letters to each other?
What is the difference between a letter and a
telephone call?

2 Do you prefer to write to people or to telephone
them? Why?

3 This letter is hand written. A ot of letters are
type written,

Is there any difference between them in your
opinion? Do you think one sort is more interest-
ing or more friendly? Why?

G Writing Practice

1 Being informal (see also Unit 2)

When we are speaking or writing to people we
know well, we use informal language. Sometimes
we shorten words, or use different words. Look at
the first sentence of the text:
Thanks for your letter. It seems ages since
saw you.
in a formal letter this would be:
Thank you for your letter. It seems a long
time since we met.
So, thanks and ages are more informal or friendly.
Using this list of formal and informal words, re-
write the formal letter below, making it more
friendly. {David johnson is writing to Simon
Hawkes.}

Formal: Irformal/friendly:

proposition suggestion

thank vou thanks

opportunity chance

yours sincerely yours

I would like to  I'd like to

visit us drop in

telephone me  give me a o i

if you are in ring if you're t::;ss ]prCJP"sltx he ared- )
the area passing bub if you 2

122 .
F Language Practice

1 Contractions

When we speak or write to friends, or speak
quickly, some words become shorter, or disappear
completely. Look at this example from the text:
It is lovely to hear from you.
LOVELY TO HEAR FROM YOU.

Now shorten these sentences in the same way:*
a I am glad you're enjoying yourself.
b | hope you can drop in.
¢ | have been working hard this week.
d Have you got any money?
e Would you like a cigarette?

2 Here is an example of a different sort of con-
traction:

I have had enough hard work.

I'VE HAD ENOUGH HARD WORK.
Shorten the has/have/am/are/not words in the
same way: "

a | am saving my money.

b She has bought a new car.

¢ They could not help me.

d We are going to America for the summer.

e They have painted their house.

e British Council Libr,
5 048 .

fohGAbabe
Evhivpug 9
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2 Letter forms

Look again at the text in Section A. Look at the
shape of the letter:

address
date
|
‘ opening greeting
(letterx)
%
closing greeting
gignature
Practise using this shape. Write a letter to your
parents, just writing your address, the date, and
the greetings —leave the letter out!
~. 3 Parts of a letter
Informal letters have different parts, with different
i phrases for different things. Here are some ex-
~ amples:
a2 Thanking the letter-writer ¢ Giving news
—~Thanks for your letter. —~I've just got 2 new car.
— It was nice to hear from you. - | finally passed my exams!

—1 was glad to hear from you.
: d Making suggestions/invitations

b Asking about health etc ~ Why don't you come for the weekend?
~How are yout

- [ hope you're well.
- How's your job?

10
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Letter Writing

Use the proupts given below to write a complete letter:

King's Hotel
Buckingham Avenue
London W1

202 June 1986

Dear Pablo,

Now / we / be / here / one / week / I / think / I /
better / write / tell / you / how / we / get / on.

When / we / first / arrive / we / can / not /understand/
anyone!/ However / we / be / slowly / get / use / to
everything / and / begin / enjoy / our selves. English
people / be / very helpful / and/ friendly / but / they /
be / always / in a hurry !

Wwe / stay / hotel / near oxford street. of course/
we / already / do / a lot / sightseeing / and also go/
theatre / every night /. I / do / plenty / shopping /too.
Some things / be / really / quite cheap !

Well / must / dash / now / post letter. We /really /
look / forward / see / you / when / we / get back / next
monthe.

Love
Maria

( Mary Stephens, 1986 )



[To start you thinking:)

UNIT 16

Writing a newspaper report

Do you ever read British newspapers? If you do, which ones do you
read? (If possibie, bring one to class.)

Do you like your newspapers {o a) inform you about important
events, b) entertain you, or ¢} de a mixture of both?

Do you thiak that the style of a newspaper which is mostly
concerned with communicating important events will be different
from that of a newspaper which is mostly trying to entertain? In
what way will it be different?

The following article recently appeared in a local newspaper.

Notes

A

Notice that writing a newspaper
report often requires the narrative
techniques practised in Unit 9.
The first paragraph may give a

. brief summary of the story, which
is then expanded in the following
paragraphs. The final paragraph
often includes comments or
quotations from a spokesman.
What information are we given in
each paragrapa of this newspaper
report?

B

A newspaper report often contains
many Passive {orms of the verb.
Underline examples of these in
this report.

C

How many different past tense
forms can you finc in the text?

TEENAGER ATTACKED ON
WAY HOME FROM DISCO!

A 14-year-old boy was attacked and robbed on his way
home from a disco last Saturday night. He was taken to a
nearby hospital, but released soon afterwards with minor

cuts and bruises.

Paul Janson spent the evening at a local
disco, a short walk from his home. He left
before his friends because he had promised not
to be home late. As he was walking through
Smith Park, a deserted and badly-lit area, he
was attacked by a man he later described as
dark-haired, of medium height and in his early
twenties. The man took his wallet, containing
£20, and his gold watch. Luckily, a car was just
turning into Smith Street as the attack
occurred. The driver saw what was happening,
and rushed to Paul’s assistance. The attacker
then ran off in the direction of the High Street.

Police have warned locai inhabitants to be
on their guard and not to walk alone through
the park after dark. ‘Paul had a lucky escape, a
police spokesman commented, ‘but the next
victim might not be so fortunate’.

67
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UNIT 16

Narrative {enses Which of the following sentences would it be correct to use when .
describing an attack which took place last week?

1 &) A boy has been attacked last Saturday night.
b) A boy was attacked last Saturday night.

2 a) He spent the evening at a disco. |
b} He has spent the evening at a disco. '

3 a) A car was just turning into Smith Street when the attack
occurred. .
b) A car just turned into Smith Street when the attack occurred.

4 a) He left before his friends because he promised to be home

early. )
b) He left before his friends because he had promised to be home
early.
Word search Find words in the text which correspond to the following:
allowed to go home to his help
marks on skin caused by person speaking on behalf of a
knocks or blows to the group
Gots person who is the subject of an
a dark area attack
happened
. .
Passives I e T" —
ACTIVE PASSIVE

A man attacked him. [ He was attacked by a man.

Newspaper articles often contain examples of the Passive form of the
verb, especiaily when they want to draw attention to the event itself,
rather than the person responsible. ‘

Change the following into the Passive form:

1 Someone mugged an old man yesterday.

2 They are questioning the attacker at the moment.

3 They will close the factory tomorrow. ]
4 They have signed a new peace treaty.

5 They had closed the road for six months.

68
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"UNIT 16

Newspaper
headlines

Writing a newspaper headline is similar to writing a message or a
note. 1t is usual to omit articles, auxiliaries and some prepositions.
Passive forms are alsc commonly used.

1 Say what the following headlines mean. Use complete sentences
and be careful of tenses. :

mugged |
in Underground |
last night [===

2 Now suggest headlines for the following stories:

! Someone rescued & man from drowsing off a popular holiday

beach yesterday.
2 The government has just introduced a new, tough law on drinking
and driving.

. 3 Six people have been rescued from a sinking ship in the North
Atlantic.
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UNIT 16 ™
, g
First and final Study the Motes on the first page of this unit and then write a first
paragraphs and a final paragraph for the newspaper report below. Before you
begin think about the following questions:
Faragraph one
 How many fans were injured?
Where was the matci?
When was it?
Which teams were p aying?
Paragraph three
Did a spokesman meke any comment?
Were any lessons learnt for future matches?
r
VOCABULARY
surged forward

moved forward in
waves

a barrier )
something that
controls movement

trapped
unable to escape

irampled underfoot
crushed under
pecple’s feet

a fleet of ambulances
a number of
ambulances
working together

in a critical condition
- very seriously
hurt

N\

Paragraph two

The accident happened when
United scored their first goal,
As fans surged forward, a
barrier collapsed, and people
were trapped and trampled
underfoot. A fleet of
ambulances took the injured to
a local hospital, and twenty
people have been detained.
Two of these are in g critical
_condition,

Paragraphthree ......................... SRR

€E 624 00630066400 TLE19 tERREEUENIERBEENFLEONOETUCIOCBRG R YL
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Written tasks

i

~

to be horrified
to be insured
to damage
to force %a lock)
! to overturn (furaiture)
{ toslash (material)
to smash (a window)
to steal
{ fingerprints

insurance

-
USEFUL VOCABULARY

UNIT 16

Thieves broke into a house in vour neighbourhood a few days ago.
Write the report which appeared in a local newspaper the next day.
Use the plan delow as a guide and the vocabulary in the box on the
left to help ycu. Remember to use 2 suitabie headline for your report.

Paragraph one

Introducticn: A short summary of events. Where did this ¢

happen? To whom? When? What was stolen?

Paragraph two

Development: Narrate the events as they happened. How did
the thieves get in? Where were the usuai occupants of the
house? What did the thieves do? Was anyone hurt? Did
anyone see the thieves?

Paragraph three

Conclusion: Have the police got any clues? Did anyone make a

statement after the robbery?

Write a newspaper report about a special event (pop festival,
sporting event etc) which took place in your area recently.
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Report wWriting

Below you will find a number of sentences. Arrange
them into the best order. Pay particular attention to the
linking words and words which refer back to other words in
your arrangement. Rewrite the story as a paragraph.

. A car then had to swerve to miss her. (5)

An 0l1d lady was crossing the road. (2)

But the bus driver had seen what was happening. (7)

She stopped to pick it up. (&)

There was nearly a bad accident at the corner of Red Lion
square today. (1)

Suddenly a gust of wind blew her hat off. (3)

It narrowly avoided crushing into a bus. (6)

(Taken from J.Norrish 1983:68 )

Ny N FEWD S
L]

Listen to the following report and take short notes of
the major events. Then re-write the report from your notes.

One Killed, 16 Seriously Injured
In Road Accident

ASSELA (ENA)- One passenger was killed and 16 others
seriously injured when a public transport bus overturned at
a point 16 kms. outside the town of Assela in Chilalo Awrajas

The mini-bus with 40 passengers abroad overturned as it
was being driven with top speed from Nazareth to Assela,
according to the traffic police.

The passenger who died in the accident was a 30 year
old pregnant woman. The 16 passengers who suffered serious
injury are receiving treatment while 23 others were released
soon following the accident after receiving first aid treat-
ment at the Assela Hospital.

The driver,Gebre-Michael Bahta, is under investigation.
(The Ethiopian Herald Vol.XLVI, No. 16, 30 Sept.1989)
Use these questions as a guide:

1. What was the major result of the accident ?
2. When did the accident happen ?

3. Wwhere did it happen ?

4. What was happening then ?

5. Who died in the Accident ?

©. What happened to the other travelleps ?

Read the following passage and describe the disaster that
almost happened.

. From the moment an airline® takes off to the moment
1t lands, every moment is watched on radar screens. Air
traffic controllers tell the pilot exactly when to turn,
when to e¢limb and when to come down. The air traffic
controllers around a busy airport like London- Heathrow
may handle 2500 planes a day. Not all of them actually
land at the airport. Any plane that flies near the
airport comes under the orders of the controllers there

Jpmpp 4
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Even a small mistake on their part could cause a disaster.

Recently such a disaster almost happened. Two large
jets were flying towards the airport. One was carrying
69 passangers and had come from Toronto. The other was
carrying 176 passangers from Chicago. The air traffic
controller noticed on his radar screen that the two planes
were too close to each other. He ordered one to turn to
the right and to climb. But he made a mistake. He ordered
the wrong plane to do this. So, instead of turning away
from the second plane, the first plane turned towards it.
Fifteen seconds later it flew in front of the second plane.
They avoided each other by the smallest part of a second.
The distance between them was less than that of a large
swimming pool. This is an example of the danger that grows
every year,

g ( Taken from Byrne, 1979: 75-76)

Answer these questions in note form to get your points:

1. What were the two planes doing at the time ?

2. Where had they come from ?

3. What did an air traffic controller do and why ?
4. What was the result 7

5. What was narrowly avoided ?
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Appendix F: Aluminum

Directions: Read the passage all the way through. You
will notice that the sentences are short and choppy.
Study the passage and then rewrite it in a better way.
You may combine sentences, change the order of words,
and omit words that are repeated too many times. But
try not to leave out any of the information.

Altninum is a metal. It is boundant. It has many uses.

It comes from bauxite. Bauxite is an ore. Bauxite looks
like clay. Bauxite contains aluminum. It contains several
other substances. Workmen extract these other substances
from the bauxite. They grind the bauxite. They put it in
tanks. Pressure is in the tanks. The other substances

form a mass. They remove the mass. They use filters. A
liquid remains. hey put it through several other processes.
It finally ¥ields a chemical. The chemical is powdery. It
is white. he chemical is alumina. It is a mixture. It
contains aluminum. It contains oxygen. Workmen separate the
aluminum from the oxygen. They use electricity. They finally
produce a metal. The meral is light. It has a luster. The
luster is bright. The luster is silvery. This metal comes
in many forms.
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Appendix G

Control Group

Subject No. 18: The Day I doined A.A.U.

Starday, Sep. 8 I was preparing to come A.A.U./
I became disappointed because I separated from my
family for the first time./ Sunday, I started
traveling to A.A.U. with my brother./ when I
reached A.A, I was interested and happy./ Wednesday,
I came to A.A.U. In the morning./I antered the
University by Quene with other students./ In the
University, I got my countries' students./ He
surprised when he saw ./

Subject No. 23: The Day I Joined A.A.U.

I don't remember the exact date I arrived at
A.A.U./but I know it was Monday, 8 in the morning./
I came by car and headed through the gete and saw
many students whom I didn't recognize,/ but after
a while I saw some of my friends / and we copied
our respective programs. / I was so excited aboub
everything. /At noon we all went home by taxi./
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Subject No. 3:

Addis Abeba University
P.0.Box 1176

258 March, 1990
Dear Hanna,

Thank you for your letter/, it has been so long
you have written, / and it is nice to hear from

you good news./

Congratulation in your examsresult / I was
very happy and proud of you sucess. / You must have
work hard./ I was glad to hear that you will are
coming in Addis Abeba in April, because it will be
a good occasion for us to have a party together./
We are preparing on annual freshman party which is
going to be held on the eve of our Eastcr./ I hope
you will be able to come and join us at Africa
hotel on April 13, 1990, at 8 0O'clock / the night /.
/But it will be good if you contact me before
April 13./

Come as soon as you can, I wish your a good
vogage.
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Subject No. 4:

Addis Ababa University
P.0.Box 1176

March 29, 1990
My Dear Kebede Abebe,

‘How are you ? / I hope you are well. / I am
well, indeed./ I recieved gour letter on march 25./
Thank you very much for your letter./ Itkwas by
far an interesting one, because your grades written
in your letter pleased me very much./ I hope you
will keep up your grades for this semester in the
same way as the first semester. / Infant I got
your grades as good as I expected. / What do you
think about this semester lesson ? / I hope it will
be good for you./ Abebe, I was also pleased when
I heard your coming Addis on April 10./ Would
you ccme to our freshman party, which is going to
be held on the eve of the Ethiopian Easter ? /
Please write me soon so that I can meet you / and
you will jein our party./ I hepe you will be the

member of our party.
Yours sencerely

Mesfin Workneh
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Subject No. 11:

A.AU.

Science Faculty
F.0, Box 11176
March 29. 1990

My Dear Hussan Mohammed

First of all I thank so mach for your letter
that you write on March 29, 1990. /Hussan How are
you?/ Congratulation about your exam results/ and
I have some news for you / that our frashman party
which is going to be held on the eve of the Ethiopian
Easter on April 10, 1990 in Adamma Ras Hotel./

I hope you will be came to our party /

Your friend

Mustefa Kedir

Subject No. 16:
A.A.U,
P.0.Box 1176

29 Merch 1990
To my dear Kcbede,

I hope you are well, I ensured your health by the
letter that I have received today. / I congratulete
your successful results./ I become glad When I know
your coming in Addis by the letter. / Annually
freshman party will be held on the eve of Ethiopian
Easter. / The places which I arrange to meet you
is the Wabi Shebele Hotel on Sunday, at 9:00 O'clock
in the morning./

Yours Sincerely

Salie Ayalew
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Subject No. 23

Tinsae Yohannes
P.0.Box 1124
Addis Ababa
Ethiopia

March 2, 1990

Dear Almaz,

How are you / / How are your friends and relatives?/

I am very fine and so is my family./ I received your
letter just the day before yesterday / and I can't

tell you how excited I was when I found cut that it

was from you./ I am very glad about your successful
grades, congradulations, / you should be proud of
yourself / and so will be your parents when you tell
them. / I am so pleased about your coming to Addis,/

it will be ffun having you arcund. / You know what ?

/the A.A.U. is going to have the anual freshman
party / and T would appreciste it if you could accept
my invitation and attend this party which will be
held at / the / Ethiopien Hotel on /the/ Easter eve,
starting from ncon/ and everybedy is going to come,
/you could even meet some of your old friends and
have 2 real good time./

Well Almaz, I am looking forward to seeing you
soon./

Lore, Tinsae
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Subject No. 2 HOTEL FIRE SPOILED HOLIDAY

Fresh man party was held at Genet Hotel las week,
on Saturday evening 15 March, 1990 / /interuppted by
the/ fire broke out from kitchen./

Alunge was crowded by A.A.U. students / Every
one was drinking and dancing / suddenly they heard
shout of coffusion and stopped dancing./ At first
few /were/ noticed the fire / but after the room
filled with smoke every body noticed and started to
flec, reced for the door and crowded at the door /
few could be out of the room./ After a while firemen
arrived there for help luckly no one hurt severly.
/A1l got out the room safly./

Subject No. 15 (Saida)HOTEL FIRE SPOILED HOLIDAY

170 yareh 1990

The A.A. fresh men students had a grand Annual
freshmen party at Gunet hotel last weck on Saturday
evening April 14, 1990. /Unfortunately this party
was inturrupted by the fine which started in the
kitchen./

At first nobody seems to know that therc / has /
started a fine as they were dancing and drinking at
the lounge on the ground floor of the hotel /
eventually some saw the fire / and as the smoke fills
the room every bedy starts to cought and knew that
there started fine / and they began to struggle to
save their lifes / but the front door was locked /
sc they use the back exit./

Shortly after the fine has started /the/ fine men
arrive and help them to go ocut safely and controlled
the fine. / And some of the bops who were slightly hurt
was taken to / the/ hospital / and some of the girls
flec ponting./ The cause of this accident is under
investigation./
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Subject No. 23: HOTEL FIRE SPOILED HOLIDAY

Last week the Addis Ababa University had a
breathe~-taking Annual freshman party at Genet Hotel./
Unfortunately this marvellous party was interrupted
by a sudden fire attack, which was believed had
started in the kitchen./

It was Sat. evening April, 14 1960 / the loung
on the ground floor was crowded with youngsters
having fun and enjoying themselves./

Suddently, shouts and better cries came from
one of the rooms upstairs / but as the music was so
high there was no onc who noticed except for some, /
As the smcke sterted to fill the rcom everyone rushed
to their way out crying and coughing / and everything
was such a mess./

However, firemen fought their way in and put out
fire and saved many lives./ Lukily no one was hurt
except for some small injuries./

The cause of the fire was order investigation./
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Study Group

Subject No. 2: The Day I goined A.A.U.

It was on Friday, September 21, 1990 [/ the day_/
I joined A.A.U. / I travelled from / my J ghome
(National theater) to A.A.U. by /a/ cab and reached
at nine in the morning. / I went it the gate grurd
of Arat Killo's A.A.,U. and asked him where the
registar office is. / He pointed me / the / to the
office. / At the chall where the registration is tek ing
place I met some of my high school friends / and I
was very much happy when I so them,/ We chat each
other until the registration hour reached. /Finally,
after we have registered we went out from the compound
at spent @ four chours together. / Because of all the
above I was very much happy 2t that day./

Subject Nc. 5: The Day I Joincd A.A.U.

Onc of the most unforgetable and important day
in my life was the day 2 joined Addis Ababa University./
It was{o@;Septomber 11, 1989, / The day was dedicated
to introducing us to the new environment, / and 2%
is commonly known as the orientation day./ I didn't
have to travel long because I was already in the city,
though I arrived a little late./ On that day I met
with many people from different regions and backgrounds.
/I even had a chance of talking dniéi some forginers.
/In the morning wc were given lectures about the
University./ In the afterncon we visited the compounds.
/We had to visit both 'Arat Killo', and 'Sidist Killof'.
/In the end we werc 211 tired and weary. /After I
saw all those things I was narvous. /I never thought
I would be able to finish even the first semister./

Number of workds used 146



- 14} -

Subject No. 7:

Addis #Ababa University
Faculty of Science
P.O0. Box 1176

29 Harch 1990
Dear Derege,

Thank you very much for your letter which arrived
two days age./ Congratulate on your examination result./
As you told me you study hard to get a better result./

I am glad to hear from you that you will come Addis
Ababa on April 14, 1990./ The Annual Freshman Party

is going to be held on the eve of the Ethiopian saster./
Is it possible to join us in Ethiopia Hotel on April

14, 1990./ at 9 O'clock ? I hope we meet and joy
ourselves by visiting various historical places./

Good bye./

Sincerely yours,

Seifu Gelan

Subject No. 9:
Addis Ababa University
Faculty of Science
P.0. Box 1176

March 29, 1990
Dear /my respcected/ Teshome,

Thank you very much for your warn letter which
I have received just now./

Cerxgratulate on your results,/ I could understand
that all your hard works didn't fall on the ground/
that is you havec scared such a good result duc to
you daily study,/kecep it up!/
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I am very glad also to hear from you that you
will come here in April./

I have news for you which I think will interest
you, / there will be a Freshman party which will be
held on the Ewe of the Ethiopian Easter from 9.00 Am
to 11.0 Am at Chrismas Hall. / will you please be
able to meet me at the party 2 / I am sune you will
be happy 2t the part./

Write me as soon as this letter reached you so
as I will arrange all things before you come here./
Give my greetings to Taye./

Your best friend,

Sisay Kebede.
Subj. No. 11: HOTEL FIRE SPOILED HOLIDAY

Addis ibaba University
Faculty of Science
P.0. Box 1176
29th March, 1990

Dear Abebe,

I am very glad to get a letter from you ass it
seems a long time since we met last./

Abebe, I recived your second letter on Saturday /
and I am very happy. / Congratulation for your exam
results. / Your hard work and active study helps you
to score such a good grade./ It is / a / nice of you,/
keep it up./
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I am very glad as you told me in your letter
that you are coming to Addis at March 28 / The annual
freshman party is going to be held on Easter Eve./
All the freshman students are invited to the party
at Abecnet Hotel starting from 9:00 O'clock to 2:00
O'clock at night./ Would you like to join us at
Abenet Hotel for the party ? / If you do so, I will
be very happy. / Please telephone me soon or visit me
just when you come home./

Sincerly yours

Tadele Tereda

Subject No. 5: Hotel Fire Spoiled Holiday

Last week, on April the l4th 19¢0, the Addis

Ababa University Freshmen were having an exciting
party at Genet Hotel./ Unfortunately, a fire brock-
out and spoiled the wholething. / The fire, as
discribed by one of the firemen later on, had started
in the kitchen./ At that time the students were dancing
and enjoing themselves down in the Coktale room./
Suddenly 2 lunch of boys rushed from upstaus and
announced what was going on./ Then everybedy raced

to the main door whigh was found locked from / the /
outside./So all the students had to find their own
ways out of that terrible & unfortunate encident.
/They did so through other emergency exits. /Firemen
came a few minuts after it had started and put every-
thing under control./ Later on one of them described
the fire as a deliberate action. ITukily there was

no sericus casudlity./
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Subject No. 26: HOTEL FIRE SPOILED HOLIDAY

On April 14, Satecrday afternoon the wonderful
Annual Freshmen party which toock place at Genet Hotel
was interrupted by the unexpected fire. / The fire
was started from the kitchen which was found beside
the lounge./ While the fire was getting harder and
harder all the freshmen were cdancing, drinking and
enjoying themselves./

Unfortunately, 2 sharp noise heard from the
kitenen and all the freshmen got silence and noticed
what was happed. / As they all knew a fire started
in the kitened, they raced to the infront door, / bgt
the dcor which they dashed was locked. 4 fearful
cry was heard from the girls / and the room was
crowded. / Finally a firemen came and saved / all of
their life. / According to one of the firemen no one
was seriously injured, except a few girls lost their
propexty. , Thc ceuse of the fire was under investi-
gation./
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