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ABSTRACT

In this study an attempt was made to find out whether or
not continuous assessment in the teaching of English is more
effective than the non-continuous traditional assessment
practised in our high schools. To test this, an experiment
was conducted for ten weeks in which a sample population of
138 Grade Eleven Students in two groups (74 control and 64
experimental) took part. A teaching material was prepared
along the principles of the 'Communicative Approach' and given
to both groups.

The statistical test made on the pre-test scores of the
studv and control groups showed no significant difference.
Nevertheless, 1in the post—-test scores obtained, the study
group performed better than the control group at a

significance level of 0.05.

The study being essentially a testing approach was
interested 1in investigating the wvalidityv, reliability and
feasibhility of continuous assessment. The better scores of

the studyv group on the post—-test reveal the effectiveness of
the new method tried. Moreover. the responses from the
student questionnaire validate this view.

The aggregate scores obtained from the continuous
assessment and from the post-—-test were correlated to test
reliability. The result shows a very strong positive
correlation.

The feasibility of continuous assessment in the present

circumstances 1is rather strongly doubted. The low morale of

ed te e #y g2 the maior nracticality ranatyia LS



CHAaRRPTER I
INTRODUCTION

1.1. Statement of the Problea

Despite its prominent position in Ethiopia - as a
medium of instruction at secondary and tertiary levels and
as a language of international communication, English is
reported to be declining, {(Tewolde, 1988; Dejene, 19%90).
Why?

Language researchers believe that language teaching
and testing are highly interrelated and therefore
reciprocally affect each other (Hughes, 1989; Heaton,
19903 Saleemi, 1988). The washback effects aof tests
positively or otherwise affect language learning /teaching

{Ibid).

The ESLCE English is reported to have a strong
negative washback effect on primary and secondary levels
English language learning and testing; as it is criticized
for being purely objective {wholly multiple choice
variety) hence not involving productive language. It is
also attacked for being poor in content sampling (Tesfaye,
1982; Denjene, 1990).

Though the reliability coefficient of the ESLCE as a
whole is reported to be high, it is suffering from other
reliability constraints. For example, other than a lot of
rumors heard in the past few years about the leak aof the
ESLCE, in the academic year 1992, the ESLCE Office has
officially disqualified around 10 exam centers due to a
massive theft attempted by the candidates. Some more
centers were alsao partially disqualified for particular

subjects.
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Similarly, the school English exams seem to be
suffering ¥rom validity and reliability constraints. In
relation to validity, the test items are predaominantly
discrete language items. Comprehension and vocabulary
gquestions which dominate the activities in the textbook
are undervalued. Dther skills or sub-skills are not
entertained, thus the content sampling cannot help being
weak. A= toc the latter, among other things, the few
number of test items served seem to endanger the
reliability aspect. On the top of this, cheating during

exams seems inevitable and constantly on the rise.

On the other hand, continuous assessment is
apparently gaining increasing importance. It is believed
to be more valid, reliable and wmotivating than the
traditional one—off exams. These days, advanced nations
such as England, Spain, Australia, and others are applying
continuous assessment partially or wholly in their
educational system (Heaton, 1970; Johnston, 1987; Bruton,

1987).

Nevertheless, here at home, no research has been done

=c far to test these above theoretical claims. Therefore,
this research is an attempt along this line which
endeavours to see the validity, reliability and

feasibility of continuous assessment in government high

=schools in Addis Ababa.

1.2. Purpose of the Study

The purpose of the present investigation is to:
i. assess how valid, reliable and feasible
continuous assessment is in the Ethiopian high
school context andj;
ii see i€ continuous assessment contributes to the
English language proficiency development of Ethiopian

high school students.
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1.3.  laportance of the Study

Obviously non—-native speakers study foreign languages
for various purposes such as meeting their communicative
needs in given areas of language use. Ethiopian students,
for instance, primarily study English in order to be able
to use it as a medium of communication particularly in

their academic endeavour starting from grade seven.

Nevertheless, increasing complaints are heard and
reports received about the apparent decline in the English
1 anguage proficiency of our high school students.
According to the researcher ‘s personal experience and his
informal inquiries, English and Amharic are used in nearly
equal proportion in English classes. It may sound even
more sensible to imagine that content course teachers make

more use of Amharic during their teaching.

There could be many factors contributing to the
decline of students’ English. This paper, however,
examines the effect of assessment: continuous assessment
vis—a-vis the traditional non-continuous assessment. This
is founded on the belief that language testing and
language teaching and / or learning reciprocally affect

one other.

In Ethiopia, the ESLCE English type end of semester

or end—of year English exams have been widely used since
long. Among other things, these exams are wholly form-
based and purely objective, in both cases giving little
room for genuine communication. Objective type tests are
alsc believed to encourage guessing and or cheating
(Hughes, 198%9). It seems to be a general belief that such
practices have aggravated the language problems of

students.

%
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Students should be responsible for their own learning
and should have a clear view of their language ability
both in the light of what is reguired of them and their
position in comparison to that of their classmates. To
reach these objectives, the learners should be exposed to
self-assessment and group—assessment techniques so that
they may develop a clearer view of their ability in
specific areas of language. The student should be taught
how to offer and receive feedback and make use of them.
Accordingly, they may adiust their study on the bases of
their strengths and weaknesses. Therefore, what the
teacher offers the learner as a mark or grade could be

more meaningful and useful.

In the system of continuous assessment, a student is
evaluated on the basis of more specific and operational
objectives. For instance, one’'s top scores on a reading
comprehension test do not suggest their excellence on
listening comprehension and vice versa. Such specific
description, other than justifying the student ‘s
evaluation helps them to pay reasonable and balanced
zttention to sach skill and/or subskill according to their
specific needs. Moreover, under this approach, every
activity of a student and the progress they makes is
credited. Here, an assessment is not something that
emerges at the end of a semester or a year tc decide upon
the fate of the learner. Rather, it is a more sensible
and rational instrument which weighs systematically the
di fferent 1linguistic abilities of the learner aover a

longer period of time.

In our high school English tests or the ESLCE
English, for example, the score of a student who is good
at many areas of language but weak at grammar is likely to
be very low as gammer is dominant in these exams. The

came is true of a student who, during exams, feels very
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nervous or is slow and, so on. But, this is generally not
true of the case of continuous assessment as it endeavors
to control many of the validity and reliability

constraints inherent in one-off exams.

Talking about ‘better English' without addressing the

main problems that militate against it would be
meaningless. One major source of such problem seems to
be, as indicated above, the high school English testing

system in general. 73t is hoped that an investigation into
such a problem would thus have a great contribution to the
improvement of English language instruction and assessment

in secondary and primary schools.
1.4 Delimitation and Limitations of the Study

Due to shortage of time, material and financial
resources, this study has been limited only to Grade
Eleven students enrolled in Bole Senior Secondary School
in Addis Ababa during the 1992-93 Academic Year. Besides,
other limitations in the preparation of the teaching
material, the preparation and writing of tests and the
methodology used are attributed to the capacity of the

researcher.
1.5 Definition of Terms

Following are the definitions of basic terms used in

the study:

Backwash Effect:-— is the effect good or bad tests exert

on learning a language (Hughes,198%9).

Continuous Assessment:— 1is a mode of assessment which
takes place over a longer period, say

a semester, a year or so. It always

P AR B FTEN 33 4T ST sy LR s draneraloemmens fuonsida
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formal and informal, subjective and

objective assessmenb(&ohnston, 1987;

Chater 1984; Heaton, 19%0).

Impressionistic Assessment: - is a subjective assessment
based on the teacher's total
impression about a particular language
ability of a student. It chiefly
makes use of profile report and is
generally carried out while the
learners are unaware (Johnston, 1987;

Heaton, 1%2%0).

Progress Tests:- are also commonly referred to as
periodic tests and diagnostic tests. They
are small tests or quizzes usually
administered informally. They re chiefly
aimed to check progress in learning
(Harrison, 1983; Chater, 1984; Johnston,

1987; Heaton, 1220).
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CHAPTER II
LITERATURE REVIEW

2.1. Relationship Between Language Teaching
and Testing

Developments in language testing cannot be seen in
isolation from language teaching for they are inseparable
essential components in the course of language
teaching/learning. Hughes (198%9:1) illustrates this
relationship as follows: "The proper relationship betwesen

teaching and testing is surely partnership..."”

By way of showing this same strong bond, Heaton
{1988:5) stated that:

"Both testing and teaching are
so closely interrelated that
it is virtually impossible to
work in either field without
being constantly concerned
with the other.

If teaching and testing are so closely related, it
would be appropriate to look inte the various aspects
of testing that would have bearing on teaching. The

following few pages have something to say on this.

2.2. Objectives of Tests

Tests are designed and administered with various

purposes in mind. With particular reference to
classroom tests — which is the chief concern of this
paper - Heaton (1988:6-7) identifies the following

purposes of testing:

i. to find out problematic areas whether of

individuals or of the whale class;
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ii. to assess the efficiency of the syllabus, the
methods, and materials the teacher is
employings

iii. to distinguish levels of abilities among

learnerss;

iv. to check the accomplishment of the intended
goals;
Ve to stimulate students’ learning.

2.3.  Factors that Affect Language Testing

When one is thinking of a test, she cannot help
thinking in terms of test wvalidity, reliability and
practicality - which are the three most important
features that affect language testing. The first two
features, validity and reliability, are rather vague
concepts which suffer from a lack of clear definition
about precisely what they are and how they should be
assessed (Underhill 1987). And they take various

forms. Let us briefly loock into them.

Validity is broadly understood as the ability of a
test to assess a certain amount and type of language
based on the specific purpose(s) of the test in
question. For example, a test on a simple present
tense is said to be invalid after a lesson on a past
tense and vice versa. But a test on a past tense is
valid when it follows a lesson on the same subject.
{Heaton, 1988; Underhill, 19873 Bachman, 19903

Harrison; 1983).

Validity is a prominent element in affecting
language tests, and tests frequently suffer from
validity related matters as they do from reliability
elements. Regarding this point, Huges
(1989:1) writes: "...too often they <{language testsl}

fail to measure accurately whatever it is they are
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From the validity point-of-view, one must be able
to answer two vital questions: the correspondence

between a test and its objective (s) and the magnitude

of sampling. The former is more related to the type of
a test - whether it is a proficiency test, an
achievement test, diagnostic test and so on. The

latter question is pertinent to the coverage of the
content of the material taught in the test. Mainly due
to scoring related problems, there is a frequent
tendency to test those items that are easier to test
irrespective of their importance. Class tests appear
to be more valid as compared to standardized tests
assuming that the course and the test are well adjusted
to the course objective and several tests are
administered-which are common practices in: the majority

of schools (Hughes, 198%; Heaton, 1983; Bachman, 1990).

Reliability, thoug@,considers a lot of physical
and emotional  visible as well as invisible elements,
that affect the testee's performance,-and,hence, the
tester's judgement generally refers to the consistency
of measurement across time or persons. Thus, a test
that is marked in the same way by different markers but

with the same results is considered reliable (Ibid).

Assuming that a test is wvalid enough, it is
impossible to perfectly control those reliability
factors that affect language testing in one way or
another. Some of the factors that affect scores on
language tests, such as the neatness of the test room,
sufficient 1light, seat arrangement, neat and clear
printing of test papers and so on, seem to be
potentially within the examiner's control while a lot
others like sudden changes or fluctuations in test

takers' physical, emotional or mental conditions;

awareness of a certain test method, memory, the
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2.5 The Washback Effects of Language Tests

Teaching and/or learning and Washback, the effect
good or bad an assessment exerts on the
teaching/learning process, are very closely linked.
Ideally speaking, the test objectives and the course
objectives are required to be the same or at least to
correspond very closely. In line with this Saleemi
(1988) believes that:

Good backwash means that the
test and the course of
instruction influence each
other reciprocally, and the
testing is beneficial to the
teaching/learning process.

This shows that tests highly influence, either
negatively or otherwise, the language teaching
programmes. When teachers gear their teaching very
closely to the examinations, it can have a useful or
damaging effect depending on the nature of the exam
(Hughes, 198%).

As regards the influence of language exams on
language teaching/learning, Heaton (1988:171) is of the

opinion that:

While we may deplore, and must
guard against certain backwash
effects of testing on the one
hand, it is fair to point out
on the other hand that testing
has been one of the greatest
single beneficial forces in
changing the direction of
language teaching 1in many
areas...
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This reminds us, (language teachers), to re-

examine our testing practices: to emphasize in our
language tests those abilities ‘whose development we

want to encourage‘ Hughes(198%:44). In Hughes' Words:

We have to overcome the usual
tendency of testing these
elements of language which are
easy to test or convenient to
score without being interested
in their actual development in
our students (Ibid; p.23).

Hughes (1989:44-47) goes further to suggest

certain basic principles which could help tests exert

beneficial washback effect. The major ones are given
below:
i. examine only those abilities whose growth you

desire to support;

ii. employ direct tests under all conducive
circumstances;

iii. establish your achievement tests on specific
objectives; Heaton (1988:179-1) adds the following
to the list:

iv. don't over-practice objective type tests as they
give little chance to language production;

V. don't exercise tests that put forth hurtful
pressure on the language teaching programmes;

vi. dispirit the practice of testing procedures as the
main means of exercising particular skills.

=

2.6 HMotivation in Language Learning & Testing

Motivation 1is believed to be one of the vital
elements that lead to successful language learning.
Spolsky (198%9:148), for example, believes that: "The

more motivation a learner has, the more time he or she

T A T o o B P m i P LR ™o T — T R ASSEIRREN R E R R A, oy ., vl it R SR EO el 00 !
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will spend learning an aspect of a second language. "

it is believed to be a threshold to learning,
especially to language learning. As regards - this,
Gar dner (1985:8) relates "-.. of all school subjects,

language learning 1is the one where motivation is

specially relevant."

According to Lambert (1967:102), motivation is a
combination of ‘g goal, effortful behavior, a desire to
achieve the goal and favorable attitudes towards the
activity in question', all important ingredients of
learning. Most educators believe that it is
extremely difficult to deal with poorly motivated
learners, irrespective of their abilities (Harmer,

1983; Gardner, 1985; Spolsky, 1989; Johnston, 1987).

Johnston (1987:15) believes that: “Motivation is
the product of the students' interaction with the
setting and the task. And assessment of Student

motivation is an important part of teaching."

Harmer (1983:5-6) believes motivation to be a
"major drive towards a geal." He categorizes it
under ‘'extrinsic' and ‘intrinsic' types. In the 1light

©f his division, the methods and techniques the teacher

employed in the course of his teaching are the
component of the 'intrinsic’ type. This implies that
the type of assessment the teacher practices
potentially affects the learners' motivation.

Extrinsic motivation, which deals with either
integrating with the target culture or with getting a
better job or positiog is not pertinent to our present

discussion.

As regards test related motivation, no conclusive

findings have been demonstrated. Nevertheless, the
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most consistent finding was that feedback from tests
promotes learning {(Ross & Henry (1939) as cited in

Review of Educational Research (1971:3212-319) .

2.7  The Drawbacks of One-off Exams and Grades

According to Saleeni (1988), a single end-of
term/semester/year exam can’‘t be good enough for
learning because, he argues, any feedback coming from
such an examination becomes available "so late in the
process that it is no longer usable with the same set

of learners."” (A Forum Anthology, 198931242).

In relation tao this point, Johnston (1987:12)

writes:

-..they (one off/exams) do not
generally permit the learners
to reflect upon their works
and improve their performances
after the tests are marked for
they are usually the final
decisions.

Addressing this same subject from a reliability vantage

point, Johnston comments:

"Judgemental assessments
(Formal Exams) are generally
one- off offering a single
chance to the testee; ignoring
the constraints that affect
performance during exam. .
(Ibid).

Regarding the apparent mismatch between grades and

‘language ability, Bachman (1990:54) writes:
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« « . students can pass several

semesters of language courses

with high grades and still be
unable to use the language for-
reading or conversing with the

speakers of that language.

Supporting Bachman’'s view, Heaton (1988:8) says
that while grades may show the ability to perform well
in a certain test, they are unlikely to mirror the

testee’s general linguistic ability in action.

2.8 Pactors that Affect English Language

Learning/Teaching in Ethiopia

English, being a medium of instruction from junior
all the way to tertiary 1level, plays a vital role in
the nation’s educational system. Despite its prominent
position, the quality of English is frequently reported
to be declining (Abdulkadir 1983; Getachew, 1984;
Tewolde, 1988). This view is substantiated by Hailom
(1992:6) who writes:

ceaein all (Ethiopian)
institutions of higher
learning, even the most highly
selected students...have
serious problem with English.
Instructors and professors
complain that students can
hardly communicate in
English...

The vitality as well as decline of English is

simul taneously reported by Teshome (1992:2) as follows:

"The general decline in the
quality of (Ethiopian)
educaiton is attributed,
directly or indirectly, to the
unsatisfactory performance of

the studestc
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It seems that educational crisis is prevailing in
the country, particularly int f$he teaching/learning of
English. Most of the factors that affect educaiton are
also believed to affect the teaching and/or learning of
English. The main factors suggested by different

educational authorities are the following:

- exercising an outdated method of language
teaching grammar method.

= lack of specific language teaching
objectives;

= sarious shortage of qualified English
language teachers;

= acute shortage of English text books and
supplementary materials;

- the poor condition of English text books;

= the shift system, which caused a shortage
of learning and teaching time;

= poorly stimulated students;

= destitute testing systems: the overuse of
multiple choice question items.

— the long way between the students' home and the
school ;

= the poor economic conditicon of the country
(Ministry of Education, 1986; Dejene, 1250;

Hailom, 1292).
2.% English Language Testing in Ethiopia

English language testing around the world is said
to be a multi-million and highly profitable business -
with a highly trained specialists.in the field Liston
and Reeves (1983). Nevertheless, it is not given due

attention in Ethiopia.

When we come to Enaglish languags tests in

ol ) k e i o ruz b
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the chief testing authorities of their school tests
(Dejene 19%0). Fortunately, this is what is best
recommended by researchers as well as educators (-

Heaton, 1990, Bachman, 1990).

But, the problem behind this practice is the fact
that our English teachers are least informed about the
job: language testing. This is because the Department
of Foreign Languages and Literature in Addis Ababa
University - which 1is the chief producer of English
language teachers, doesn't offer any testing-related
courses neither at  the undergraduate nor at its
postgraduate (MA) programmes. .. The trainee teachers
might grasp some sketchy ideas about testing through
common methodology courses offered to all the would-be
teachers by the Faculty of Education. Therefore,
the tests they set can't help being largely based on
their sketchy learning experiences and partly on their

own speculations.

Furthermore, the available literature resource on
English language testing in schools is very limited.
It is also no less imaginary to think of any seminars
or refresher courses given to teachers on the subject.
The unusual broadness of the English language teaching
objectives outlined in the syllabus only adds to the

problemn.
2P 5 School and Classrooam Tests

Testing is a very neglected area in the Ethiopian
Secondary School English language teaching syllabus.
The syllabus gives very general ideas about testing.
For instance, it recommends the offering of both
objective and subjective (sentence construction and

short paragraph development) questions. But, in actual
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practice, predominantly objective type questions -

largely multiple - choice and a few true false variety
— are exercised at all levels: primary through
secondary. It Ffurther suggests freguent testing,
though actually the max 1 mum number of tests

administered in a semester ‘s time hardly exceeds three.

The researcher could not find any researched
account describing or analyzing the secondary schools’
English language tests. Nevertheless, the experience
of the researcher himself as a teacher as well as that
of hi=s colleagues show that subiective types of tests
or exercises are very rare. The class tests (small
tests) are believed to be entirely form—based. These
form—based items are believed to highly ocutweigh the
balance of school tests (final exams) at senior
secondary level (9-12) allowing only a very small share
to vocabulary and passage comprehension items which are
dominant in the text-books in current use. Recently,
mid—tests (fully form—based) appear to be compulsory
accounting for about 20% of the total. Homework, class
activity, handling of workbooks, and attendance
together or separately might inconsistently contribute
from five to fifteen percent of the total. Generally
final exams may carry sixty to eighty percent of the

aggregate (Ministry of Education, 1982).

2.9.2 Testing Conditions

Ethiopian schools are extremely overcrowded with

an average of B0 students crammed in a small class. 2]
bench is mostly shared by four students. Spare rooms
are rare. Student-teacher ratio is very high.

Furthermore, the shortage of stationery and other
related facilities usually forces language teachers to

write their quizzes on blackboards, a condition that
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could make cheating easier. The limited rescurces also
force the teacher to set gquestions that do not often
exceed 40 during final exams. All these constraints,
then, militate against any attempt to administer
tests/exams in as ideal as paossible type of condition.
These threaten the validity as well as the reliability

of our high school ‘English tests.

To this could be added the apparent declining
moral of the pupils. These days, the majority of
students seem to prefer cheating during exams to
preparing in advance. As to the possibility to cheat,
the writer of this paper feels that most students can
easily cheat during a test as the control is beyond the
capacity of almost all schools. This appears to be the
prime reason for the gross promotion of students from
class to class. It is puzzling to observe a sharp
rise in student promotion despite a frequent compliant
about the falling of the educational standard of

students.

The situation in the national exams is very
similar to or even, at times, worse than this. Faor
instance, there were times where the leak of the ESLCE
was a popular subject of the public followed by
unasually large number of high scorers in several
schools as  the likely evidence. Factually, about ten
schools (exam centers) were disqualified by the ESLCE

Gffice for having been involved in massive cheating in

2.9.3. The National Exaas

The grades six and eight English exams have been

nationally administered for about three decades. Since

1974, around 40% of Grade Six scores, including that of
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English, has been declared to come from school averagae
marks and the remaining 0% from the national exam.
The Grade Six national exam has, however, ceased to
function since last year (1992) due to current
political related matters while the Grade Eight exam
still assumes its naticonal status. The English
language items in both exams have been wholly objective
(purely multiple-choice type) and predominantly
grammatical  accompanied by a few vocabulary questions

(Tesfaye, 1982 and Tesgaw, 1983).

The Ethiopian School Leaving Certificate Exam
(ESLCE), being the only gateway to tertiary education,
is the most important exam in Ethiopia. As a result,
the pressure it exerts upon both primary and secondary
English language education is immense. This |is

illustrated by Dejene (19%0:3) as follows:

uT

ne multiple-choice method of
the ESLCE Fnglish is dictating
both the teaching and testing
methods of elementary via
junior to secondary schools.

Despite their econaomy high ‘'reliability,
easiness to score and the like, multiple-choice items
are cceiticized for, among other things, encouraging
guessing and cheating and discouraging genuine

communication (Heaton, 1983; Hughes, 1989).

The ESLCE English might be said to be better than
its elementary and  junior national - equals as it
involves wmore varities of exercises: passage and

sentence comprehension vocabular rammar, mechanics
l[.- » ’ !’

and  spelling. But, on the other hand, it too is
dominated by multiple-choice format such that it

doesn't entertain other cobjective varieties like gap-
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filling, matching, short answer, clo@e test, and the
like. And, worse still, this exam being very essential
in the nation, is highly imitated by primary through

sezcondary school English testing and learning. With

=

egard to this point, Dejene (1990:15) observes:

"Multiple-choice question
format dominates all classroom
teaching exercises and tests

to the extent that the ESLCE
Fnglish Janguage exam and its
format gain importance from
year to  year until at the

final year of secondary
educaticon, they almost assume
the role o f a teaching
syllabus.

And in relation to the drawback of excessive use
of multiple-choice questions in language testing,
Fischer (1987:201) as cited by Dejene (1990:3) notes

the following:

.- .the extended use of
multiple <¢hoice as a testing
device creates a passivity
syndrome and yields only

marginal returns.

In the light of the current trends in language
teaching/learning and testing, the ESLCE English
appears to be cutdated, primarily because it doesn't
fall ipto line with the influential belief of the time:
learning and  teaching communicatively. And as
discussed above, the ESLCE type testing gives no
opportunity for communicative response. As its

washback eflfect could be enormous, the ESLCE English is

E
believed to have seriocusly affected the English
language learning at all levels negatively. This paper
shall attempt to indicate some alternative ways out of

this crisis.
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2.10 Continuous Assessment as a Language

Testing Method

Continuous assessment 1is becoming increasingly
important in language testing, especially in classroom
tests. The failure to accurately measure communicative
performances wusing the already existing testing tools
seems to have gqgiven way to this new development.
Unlike the situation with the other subjects, which are
content-based, language assessment is expected to be
averall and continuous if it is sought to be more valid

and more reliable.

It is generally true that the teacher is taken as
the most reliable reference regarding the ability of
his learners. This seems the prime reason for
considering certificates and diplomas as the most valid
‘ability’ witnesses. If the teacher’s evidence is
meant to be accepted, then, the teacher should be
extremely careful in offering his/her testimony as this

should be based on careful and extended observation.

Reliable evidence comes FYiom dependable data.
Skill 1is best displayed by actual performance. The
classroom is agreed to be an ideal place to demonstrate
ability in the case of foreign language learning
situation. This seems to be the reason why advocates
of continuous assessment struggle hard to hold the
attention of 1language testers as well as classroom
practitioners to the so-called rich data source.
Recently (as we shall see soon), continuous assessment
has been addressed by a number of scholars in the field

of English language teaching and testing.

Continuous assessment is a mode of language

testing used to assess the progra2ss as well as the
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achievement of the pupils in a relatively longer period

of time-say a term, a semester Oor a year. It is coften
materialized by integrating its major components,
namely, progress tests, peer/group assessment, self-
assessment, and impressionistic assessment. Each
component , in turn, may be approached through micro-
features such as, home-work, c¢lass activities,
observation sheet, and so on {(Johnston, 1987, Oskarson

1988, Heaton 1%%0, Underhil, 1987).

Here, one important peoint may need to be clarified
from the outset. The basic aim of this discussion is
assessment as an essential part of language course, not
as institutionalized testing. For this reason, no
direct reference needs to be made to standardized

tests.

In Heaton's words (1220:121):

continuous assessment should
be regarded as an integral
part of your teaching and your
students’ learning. Above
all, it should be designed and
administered sc that it forms
a pleasant component of your
teaching programme.

Johnston (1987) and Chater (1284) discuss

continucus

hl]
0
0
o
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ent in greater detall and share many

views. For instance, according to them, the

W

0}

pecificity of feedback is one of the merits of
continuous assessment. Johnston (1%987:16) views
general or unspecific feedback as a crime committed to
learning:

When we encourage students to

think in terms of being
generally good or bad at
something, we are actually
encouraging them to avoid

learning.



25

He alsoc claims that gross comments lack validity

as they fail to lead to the specific obiectives.

As its name signifies, the continuity of
continuous assessment is another vital quality worth
mentioning. Here, the student is always given more
than one chance to ‘reflect’ wupon his/her work and to
improve and come up with a better language by avoiding
his/her weaknesses. His /her success 1is specially
encouraged and motivated without being penalized or

feeling embarassed because of failures.

Continuous assessment, unlike one-off exam, is not
authoritative either, as it allows the learner to
negotiate with his/her teacher whenever he/she feels
that he/she is unfairly assessed; thus being
democratic. Moreaver, self—and group—assessment
techniques are believed to maximize the democraticness

of continuous assessment.

With regards to the importance of being
considerate to pupils while assessing their

performances, Bachman (1290:56) observes:

Since the decisions made upon  the
achievements of the pupils have
impact on their future lives, by
considering this human element we
should try to make our tests as
much reliable and valid as
possible.

This tends to indicate that involving the students
in the assessment task could partially address the

problem.

Under the system of continuous assessment the

teacher is helieved to be more intimate to his
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students, primarily because he/she approaches the
learner as a helper rather than as a judge. This is
effected by involving the students in the task of
assessment through self-and group-assessment technigues
which are believed to make students more responsible
about the gquality of their learning as well as the

grades or scores they obtain.

Furthermore, in as much as possible, the class
teacher is reqguired to show the subjective performances
of his/her students to other teacheri{s) to prove
his/her neutrality and carefulness—which may add to the
student—teacher intimacy. As continuous assessment is
more interested in ‘progress achievement’® than ‘final
achievement’'. They recommend the rejection of some
discouraging low scores, 1if any. This, too, may
motivate the learner to see the teacher as considerate

to him/her.

Continuous assessment seems to have best realized
the complexity of measuring linguistic abilitvy. Since
it is wvery difficult to obiectively measure the
linguistic ability of a student, it appears reasonable
to approach assessment from different perspectives.
This entails, among other things, the consideration of
the evidences offered by the testee himself, the
colleagues cf the testee, the teacher in charge, and a

neutral judge outside the language classroom (Johnston,

1287; Chater, 1984; Undrhill, 1987; Heston, 1%%0).

The so-called impressionistic assessment is said
to help assess the overall linguistic ability of the
pupils including his/her effort, motivation, attitude
and the like in a relaxed learning atmosphere in a
longer period of time {(Johnston 1987:165-167). With
reference to the usefulness of such type,of qualitative

assessment, Heaton (1988:20) writes:
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Detailed statements of each
performance level serve to
increase the reliability of
the scoring by enabling the

examiner to make decisions
according to carefully drawn-
up and well established

criteria.

He adds that such learning qualities 1like effort,
motivation and attitude can only be assessed

qualitatively (Heaton 19%20:117).

With regards to the importance of carrying

impressicnistic type of observation covertly, he notes:

Often students will be quite
unaware of any kind of
assessment taking place =ince
the whole situation will be
infarmal and relaxed
(Ibid,p.121).

e underiining the usefulness of
impressicnistic type of assessment, Rowntree (1577:4)

as quoted by Chater (1984:75' neverthsless notes how it

Unfortunately, many teachers
feel that personal or
intuitive response (because it
doesn’'t include a mark cor a
letter grade) cannot be

counted as assessment .

The current view is, however, that impressionistic

+

ssessment, while being covert, can appear in the form
of letters oY numbers (Heaton, 1990). If well handled,

therefore it can be quite valid and reliable.



T S A R B W% sl cnd RN B FEEES

pp— T T e L A N o B SR Ty

28

Continuous assessment also appears to be the most
flexible type of assessment. By closely and frequently
examining the student 's record, it encourages
progresses and addresses decline - by offering remedial
lesson, describing the specific weaknesses of the
learner, offering him/her more practice exercises and
so on. Its flexibility also attributes to giving
credit to wvarious features of learning such as
projects, grades and comments from course work, group
work, homework, progress tests and the like. Moreover,
this combining method, Heaton argues, maximizes both
the reliability and validity of continuous assessment
(12%0:121).

At upper levels where the pupils are more
conscious of their learning, Johnston (1987) suggests
that the Jearners should be allowed to negotiate
particular styles in the syllabus. It occasionally
happens that some pupils show poor interest towards
particular styles or books specially -in writing and
reading lessons. Under such circumstances, Johnston
advises, the teacher should be able to provide
alternate tasks, as it is both unfair and unproductive
to force the learner to learn what he/she is not
interested in. In relation to this point, Johnston
writes:

The pupils who are pursuing
only the teacher's line of
assessment at the expense of
their criginal individual
styles for the purpose of
better grades are continuously
killing their talents however

top rankers they may be.Thus
they fail to effectively
assess their progress or
dacline and eventually despise
their education (Ibid., 14).
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In line with this, Chater (1984:144) writes:

’

-.more than in any other - .
subject increasing proficiency
in English is a highly
individual and uniquely
important skill.

Bruton (1987:14) identifies four major reasons for

adopting continuous assessment:

B

iii.

iv.

progress (in language) can best be
assessed over a period of time, rather
than at a single terminal point,

‘an All-or-nothing' assessment is
avoided where a learner 1is evaluated on
onea set of tests/exams of a specific
type wunder particular conditions at one
distinct time,

one can vary the activities to

manipulate the effect of significant
variables such as time pressure,
knowledge wversus ability and the like,
and

compared with a formal exam, continuous

assessment provides wider evidence of
candidates' performance displayed on
different occasion in specimens of work
including the range of skills to be

assessed.

With regards to caution to be made when adopting

cont inuous

assessment , Bruton (1987:14-17) also

suggests the following points:

specifying the objectives to be

assessed,
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ii. Not assessing the problematic skills to be
assessed,

iii. Deciding on the kinds of activities
that are to be used to assess a specific
objective—-say homewor k, class activity,
tests, and so on,

iv. crediting successive improvement, and

V. administering tests progressively.

Both educators and researchers report that a
carefully handled continuous assessment is popular
among learners (Chater 1984; Johnston 1987; Heaton,

1220, Saleemi 1588).

There is a general agreement among scholars that
no  language exam can fully assess all the abilities
developed. Thus, what is important is that a test is
reguired to reasonably sample the items under
observation (Heaton 1788, 1990; Bachman, 19903 Spolsky
1985). Continuous assessment seems to be the most
successful in tackling the problem of sampling—-hence,
probably the most valid-in relation to content
validation at least. With regards to validity, Chater
{1984: 147) believes that:

An assessment that samples a
range of work over a period of
time is far more valid than a
one—off, end of course
examination.

Beyvond wvalidity, the 1lack of precision of test
designing instruments and the interpretaiton of test
scores is a problematic area of testing addressed by
numerous scholars in the field {(eg. Clark 1978b; Jones
198%a; Spolsky 1985, Heaton 1988, 1970, Bachman 19%0).
In relation to this point, Bachman (1920:50), for

example, wites:
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.in both the design of tests
and the interpretaticn of test
scores, we necessarily
simplify or under specific the
observations we make. Our
interpretations of test scores
are also limited because
observations of performance
are indirect, incomplete,
imprecise, subjective and
relative.

While this may be true of all sorts of tests,
continuous assessmaent seams to address, though

partially, many of the problems discussed above.

Even though the apparently impressive views of
continuous assessment seemed to attract our attention
in® +he forgoing discussion, it is never without
demerits as is the case with almost all kinds of
methods . Primarily the questicn of practicality
appears to be the major obstacle in implementing

continuous as

n
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According to Qller 1979, when
cne talks of a test's practicality he/she can't escape
thinking interms of the cost of the test-which may
include tlie materials needed, time and effort required

to prepare, administer, score and interpret the test.

From this perspective, thus, continuous assessment

Is sald to be time consuming and cumbersome. Hence, it
Ay Cause  feasibility problems in many language
teaching situations (Johnston, 19387, Chater 1784,
Heaton, 17?0). Moreover, Spolsky (1%85) opposes the
idea o assessing students aecretlz that is,
impressionistic assessment discussed above, advocating
that it Is unethical as well as uppopular. Yet, the

belief is that there drawbacks might be minimized by,

among  other things, making continuous assessment more

student-centered and by training students to deal with

the subjeaot more tactfully.
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2.10.1  The Components of Continuous Assessaent

In the foregoing discussion, we have seen that
continuous assessment takes into account saeveral
variables which re supposed to enable the teacher to
look at his student’s language ability from various
perspectives. In the following few pages, we will look
at relatively major components of continuous assessment
namely: sel f-assessment, peer /group assessment

progress tests and impressionistic assessment.

2.10.1.1  Self-Assessment

Despite a great deal of emphasis in recent years
on the role of the learner in the language learning
process most language teachers seem to be very
reluctant to loose their domination in the area of
assessment (Dickinson, 1978:5). He believed that
assessment is an essential area for which language

learners could potentially take responsibility

Supporting this view Oskarsson (1978:12) suggested
a variety of approaches to self-assessment: descriptive
rating scales, formal tests, and self-assessment in

pair or groups.

Oskarsson (1978) viewed the prime aim of self-
assessment as being to give the learner "continuous
feedback"” on what he has learnt or as a way of checking
progress (Ibid.). By extension, this might enable the
learner to see his/her total achievement at the end of
a unit or a course. In a similar way Rea (1981:25)

wrote of self-assessment as a:

formative component mainly
aimed to sensitize the learner
to his responsibilities in the
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planning, execution and
monitoring of his language
learning activities.

She also believed that the learner ‘s taking more
responsibility in assessment - which has generally been
considered to be primarily the responsibility of the
teacher - other than involving him/her in deciding
his/her academic stand through the quality of his/her
learning, could have the effect of freeing the teacher
to concentrate on developing learning materials and

giving help in other parts of the learning process.

Deckert (1987:17) reminds us of the incompleteness
of class instruction and the high necessity of self-
teaching outside the classroom. Since individual -needs
analysis is an essential component of self-assessment,
this is believed to gradually lead to self-teaching.
Johnston (1987) criticizes the use of assessment as a
control mechanism in many schools, for this affects how
the students think about themselves as learners. Thus,

he believes that:

«»+ the most central issue is
whether the students’ self-
concepts as learners are based
firmly on their own experience
or are medi ated by and
dependent on teachers’ concept
of them (Ibid., p.17).

Heaton (19%90:123) also feels that "An important
means of continuous assessment takes the form of
student self-evaluation."

Chater (1984) gives the subject a similar Crdence
by stating that:

--.the ultimate aim “(of
assessment) should 8e for
self-assessment; but the
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teacher had to guide the
pupils towards the stage where
they could form a judgement
of their own abilities and
attainments. The pupils can
only move towards a sense of
confidence about his use of
language i+ he participates in

the assessment process and
gradually frees himself from
being dependent upon his

teacher.

The i1idea of independent self-assessment has much
to learn from the Chinese proverb ‘'Give a man a fish,
and vyou feed him a day; teach a man how to fish and

*

vou feed him for a life time. This also can remind
the teacher about the ihcampleteness of his/her
assessment in itself-which implies that he/she should

alsoc teach the pupils how to assess themselves.
2.10.1.2  Group Work and Peer/Broup Assessaent

The coming of the world closer and closer as a
result of scientific and technological advancements
created a pressing need for an ever 1increasing
communication. Communicative type of language learning
seems a response to this timely call. The problem is,
however, that the learners of a foreign language such
as English have little chance to use the language
productively. therefore, a sort of imbalance is
cbserved between the actual abilities of the learners
and the pressures of the time. Since language is
believed toc he a skill, say like driving or swimming,
it needs continuous practice for mastery. {McGreal

(198%9:27) notes:

--.as language teachers we
have far more in common with a
music teacher or swimming

instructor than with a history
or philosophy teacher.
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Nevertheless, nearly all foreign language learning
situations are not fertile enough to offer sufficient
practice. In an attempt to devise these missing
communicative foreign language learning situations,
language educators and researchers came up with, among
other things, the idea of group learning. Though to a
limited level, group work is believed to have
cencourdaged communicat. ion. If well handled, it appears
to be the nearest alternative to native-like learning.
dith regards to this point, Nolasco and Arther

(1988:27) have the following to say:

The use of pair and group work

in ELT allows for genuine
information exchange and
provides cpportunities for
practice which may not
otherwise be available to
students who ar e not living
in an English speaking

envirommont .

Morcover, it is believed to offer tremendous
oppertunity for the students to assess cooperate and
comperbe with one  another.  While the introduction of

roup work is thought to Lo ver difficult with large
F & Y &g

classes, on  the one hand, it appears to be very

[{

cs3sential ont he other. Because, in large classes
where student-teacher ratio is wvery high, well
organized groups may fill the teacher's gap by enabling

the students to learn from one another.

Thns, the introduct ion of group work seems useful
in two ways: improving lénguage learning and
introducing peer/group assessment which re, ofcourse,
inherently linked. Althoogh the prime aim  of group
work could be to facilitate better communication,t he

pupils happen to  assess one another unintenticnatrly -
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they get better opportunity to know the merits and
demerits of each of the group members far more than the

teacher does.

Jacob (198%2:97) identifies three interdependent

ways of motivating group learning. He believes that
group work should have rooms for cooperative,
competitive and individualistic learning. He likens

the cooperative type toc a football game where the
success of the team (group, in this case) is dependant
on the joint effort of the team members. Such a
situation is manifested in the language class when the
teacher offers a task which calls for intra—-group

competition.

The competitive room, which is likened to a tennis
game, 1is inter—group. When the teacher offers a
different task to each group member, the group members
battle against one another to win; and the one with the

best achievements proves the winner.

Each learner is required to accomplish a certain
task in the individualistic section. Here the
learner 's performance or language is judged in his/her
own right-according to a certain criteria set. Here,
too, the group members may exchange their works and
comment on one another. Nevertheless, each comment is
uniguely viewed—not in comparison with that of others.
Many scholars admit the usefulness of the learners’
awareness as well as their productive involvement in
the corrective exchange/transaction (Zahoric, 1970a;
Holley % King, 12713 Cathcart and Olsen 19746 as cited
in Hendrickson, 19278).
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As regards the advantages of putting students in

group, Celce-Murica (1979:83) notes the following:
i. many pupils who are not agreeing to take part in

the usual classroom situation tend to participate
easily with their peers in small groups.

ii. students often welcome corrections, explanations,
suggestions and so on from their equals more

readily than from their tutors.
iii. and pupils can be made more responsible for their

own learning by putting them in groups.

In structuring group work, many Wwarn that the
teacher should be aware enough to set goals that easily

lead to cooperative learning and to familiarize the
pupils with the procedures to be followed during their

group activities. Educators also admit that the
provision of feedback should involve persons other than

the teacher 1in charge. Supporting this view,
Hendrickson (1978:17) writes:

while few language educators
could deny the teacher an
active role in correcting
errors, it has been suggested
that he should not dominate
the correction procedures.

Dermot (1984) in Jarvis (1989: 149-50) underlines
the usefulness of inter—group and intera-group feedback

among students. He notes the special benefit of group-—
feedback to the shy learners. Similarly, Bird Song and

Kassen (1988:1) recommend pupil-tutor joint error
treatment which they believe could reduce individual

and group anxiety levels in the foreign language
classroom. Jarvis (1989:137) notes that group—feedback

helps the pupils to overcome "...the problem of the
fear of loss of face before their tutor." Clark

(1987:218) says that such a
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procedure '"motivates, improves the monitoring capacity

of students and allows them to learn from each other."
2.10.1.3 Progress Tests

Among other things, their specificity to certain
objectives and their continuous provision of feedback
make progress tests one of the essential components of
continuous assessment. They are short tests or quizzes
frequently administered to provide timely and
continuous feedback to both the teacher and the
learner. This may be either for making decisions
regarding appropriate modifications in the
instructional procedures such as improper speed,
emphasis given to particular objectives, or for making
decisions concerning learning activities or for both.
They may also be administered for encouraging students
by notifying about their progresses. Moreover, the
feedback from such tests may suggest to pupils
alternate learning strategies (Heaton, 19903 Hughes,
1989, Harrison, 1983).

Progress tests, which are also alternately known
under informal-periodic diagnostic—- or frequent tests,
are offered once a week or in a few weeks, usually
after a completion of a unit or some portion of a
lesson. They may be administered in the full lesson
time or for a few minutes at the beginning or end of a
lesson to consolidate that particular learning. The
content of these types of tests is purely based on the
syllabus rather than on the theofy of language
proficiency. B8cores from such tests are believed to be
generally high and therefore encouraging (Nitko, 1988
as cited by Bachman (1990:461); ’ Heaton
1988, 1990, Hughes, 1989).
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As the name, ‘progress’ indicates, checking as
well as encouraging progress in language 1is the chief
concern of progress tests (Hughes 1989:13). With
regards to the advantage of progress tests, Saleemi

{1988) notes:

- - «another advantage af
frequent testing is that it
may cause students to lose at
least some of that intense
fear of assessment, test
anxiety as it is generally
called, that occasional exams
are so often known to induce.

(&4 Forum Anthology, 198%9:2462)

While comparing the cost, reliability, validity
and flexibility of widely administered standardized
tests with small progress tests, Bachman {1990:58-57)

has to say the following:

The classroom teacher, through

relatively minimal efforts,
satisfies the levels of
reliability and validity

necessary for his needs, since
the costs aof making the wrong
decisions are relatively small
and the decisions can be
easily reversed.

Classical studies by Keys, 1934; and Ross & Henery
1939 as reported in Review of Educational Research
177%: {(T12-319) showed results favorable to periodic
tests. According to this report, the less able
students profited more from frequent testing. But
Wrightstone’'s (19263} (ibkid) similar study came up with
different findings: the more able students benefitted
most from frequent feedback from the tests (Ibid.).
Baced on the above reports, cne may infer that, though

not proved as to which group (top or bottom) benefits
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most from feedback, from progress tests, the usefulness

of feedback is not suspect.

In relation to the usefulness of prompt feedback
that follow tests, Heaton (1988:7) notes:

provided that details of their
performance are given as soon
as possible after the test,
the students should be able to
learn from their weaknesses.
In this way a good test can be
used as a valuable teaching
device.

2.11 Impressionistic Assessment

Impressionistic assessment, as its name indicates,
is based on the intuition or impression of tﬁa
assessor, in this case, the teacher. It is a
subjective assessment often usad to assess those
language abilities or features which lack ‘precise’
measuring instruments such as effort, class activity,
motivation, group work and the 1like (Johnston 1987;
Heaton, 1990). As to which learning features need to
be assessed impressionsitically, Underhill (1987:101)
notes: “"Impression making is used for the kind of
categories that are very hard to define but everybody
agrees are important: fluency, ability to communicate,
style...and so on." It is also widely used to measure
oral and writing skills.

Since the impressionistic assessor is interested
in the ‘overall performance,’ he/she is not much
concerned about specific features or on counting of
errors (Undehill, 1987:100). Impression based
assessments may take the form of some description or
rating scales (Underhill, 1987; Heaton, 1990) or just
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the teacher’'s accumulated impression (Chater, 1984;
Johnston, 1987). This type of assessment is mainly
appreciated for its wholesomeness and for its nat being
fear inspiring, as it is generally carried out without
the knowledae of the learner {(Johnston, 1987;

Underhill, 1987; Heaton, 1270).

As such an assessment 1s based on a bigger and
better sample af language over a longer period of time,
it is believed to be both more wvalid and reliable.
Mevertheless, since teachers are humanbeings who react

in various ways to different persons, "this may be

knowingly ar unknowingly reflected in their
assessments. This is true aof the learners toa, who
react differently to different teachers - with or

without reservation {(Underhill, 1987).

2.12  Feedback and Assessaent

Saleemi {(1988) views feedback as "...the term used
to describe test-to-course flow of information.” This
indicates the close link existing between feedback and

assessment.

Capitalizing on the functions of feedback, Blair

et al (1968) in Clifford (1981:18Z2) write:

Feedback has the dual function
of providing motivation and a
chance Ffor reinforcemsnt to
work and giving information
that will correct error.
Every reaction of a teacher in
response to a student ‘s
activity is a kind aof feedback
that has potential for both
these functions.

In connecton to this point, Stern {(1983:439-40)

has the following to say:
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«...It {(evaluation) comprises
informal assessment such as
the nod of the head and
expressions of right or wrong
as well as the intuitive self-
assessment a student might
make aof his own work.

This point attempts toc show the intermingled

nature of feedback and assessment, especially
continuous assessment which extensively employs
fteedback.

The impact of teacher feedback on student

performance is a subject addressed by a host of
scholars (Nolasco & Arthur, 1988; Clifford, 1981,
Lindigren & Suter, 1985, Zshoric 1970a, Heaton, 1988).
With regards to this point, Ammons  (1956) in

Hendrickson (1978:15) made the following cbservations:

14 Feedback generally improves motivation and
subsequent performance.

ii. The more specific the knowledge of performance,
the more rapidly performance improves.

iii. Feedback given punctually is wusually more
effective than that given long after the task has

been completed.

Although there is no conventional approach in
offering feedback, it is by no means a haphazard act.
Dwelling on this fact, Grower & Walters (1983:143) have
suggested the following stages which could be involved

in the course of error correction:

; 1 Indicate that an error has been made.
ii. Do not interrupt the student in mid-
sentence.

iii. Show the student where the error specifically is
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iv. Indicate what type of error it (is:
grammatical, phonological, etc.
v. Allow the student to try again and get
his/her mistake correct: by providing
clues, by getting other student(s) to help out and
S0 on.
vi. If the teacher assumesrtotal
misunderstanding, he/she may have to

reteach the point.

Most scholars seem to agree that open discouraging
feedback is harmful to learning and leads to the so
called ‘'defensive learning' - which could surely
discourage the student from further attempts at
communication (Dulay, Burt & Krashen, 1982
Hendrickson, 1978).

2.13 Continuous Assessemnt Vis-A-Vis One-0ff

Exam: A Summary

Language tests may take different forms—
subjective, objectives analytic, syntactic,
standardized, non-standardized, and the like. Each
type may further be broken down into subcategories.
Regardless of their type, all language tests claim to
have at least one prime objective: effectively
measuring the English language ability of the testee.
The difference, therefore, lies in the approach
followed to attain the same goal. This paper is
interested in those tests that accompany classroom
instruction and yet take different forms: continuous
and non-continuous or one-off. The major differences

between these two types may be summarized as follows:

- "_.»-4?'-‘"
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Continuous

One - of - Exam

Primargy interested in

progress

Maninly concerned with

achievement

Always accompained by

specific feedback

Hardly accompained by
feedback, if ever they

are geaeneral

It is highly motivating

It is less motivating

Offers numerous opportu-

nities to the taestes

Generally gives only one

opportunity

It involves students in

the task of assassant

It is totally teacher

caentered

It is mora valid and

mors reliable L

(Johnston,

1987; Chater, 1984;

It is less valid & less

raliable

Heaton,

1990)
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Chapter IITx

Design of the Experiment:
Frocedure & Methodology

3.t Materials Preparation

Because the Grade Eleven English textbook currently in
use (ENE Grade 11) does not invalve activities for pair
and/or group work, self-assessment, peer—group assessment
and impressionistic assessment it was felt important to
modify the text in that way as the project under study (as
pointed cut in the Review of Literature) chiefly involves
these techniques. Therefore, the portion of the text for
the study periocd was slightly adapted in line with the
principles of relaxed communicative language teaching using
individual and pair and/or group work. While preparing this

material, insights from different experts such as Nattal

(1982), Teaching Reading Skills in _a Foreign Language;
Greenall and Swan (1984}, Effective Reading; Raimes (1983) ,
Tecbniques in Teaching Writing; White (13980), Teaching
Written English; Curtin (1985), Get Your Tenses Straight;
Wallace (1982), Igg;ﬁlng__gggghglgcx; Littlewood (1981) ,
Communicative Language Teaching and others were taken.

Moreover, some activities that were not included in the

existing textbook were included as they were +elt to be

important for seeing the techniques under study more
closely.
The material adapted consists of five units. In

agreement with the Grade Eleven textbook, it has three parts
in the main: reading passage, vocabulary and structure (see
Appendix) . The contents of the material are similar to
those of the textbook except that some exercises are added
while some minor language items are omitted believing that
they would be learned as the students do other language

r1tems.
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Bach activity type contained in the new material was
aimed to satisfy a combination of the following . desired

objectives:

i to sensitize the learners to feel their abilities in
that particular area of language both in respect to the
standards appropriate to their level and in relation to

or in comparison with their classmates;

ii. to see the specific as well as overall language

proficiency of each learner;

iii. to make the pupils more responsible for their learning
which could be realized by their success to accomplish
aach task which may enable them to assess themselves

indirectly and unknowingly;

iv. to sea whether or not these kinds of continuous and
diversified feedback can better help the learners to

improve their English.

To see the feasibility of the new material, a sample
chapter of it was tried for ten periods before it was put
into use. Some of the lessons were either simplified or cut
out as a result. Since the bulk of the new material was a
mere adaptation from the existing textbook, its validity and

reliability was assumed to be acceptable.

3.2. Classroom Teaching Methodology

Both groups were taught using the same material but
with varied techniques.
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3.2.1.  The Control Broup

Here all the activities were to be done by the students
individually. Group activities and group discussions were
not encouraged. Attention was always focused on giving the
right answer which is decided upon by the teacher. For
instance, alternative answers as in multiple choice type or
true/false questions were not analysed in pair or group to
see why they were correct. The feedback on the writing
tasks, tests and other activities were general and wholly
teracher-based. The learners were not made to rewrite their

essays so as to improve them.

The lesson was totally teacher - centred as is the
practice in our high schoaols. Only two small tests were
offered during the teaching period. The students were not
informed anything about self - or peer—/group — assessment-—

the technigues under focus in this research.

3.2.2. The Experimental Group

It was chiefly exposed to activities leading to group-
peer—assessment and self-assessment technigues. The lessons
were student-centered to the maximum possible. The teacher
attempted to handover his authority and responsibility of
offering feedback to the learners themselves through
peer/group. The maior focus was, as noted earlier to help
students feel more responsible for their learning and to
reflect upon their learning, hence developing the habit of
assessing themselves and their fellow students. In order to
effect this, the teacher’s role (in the class-room) was
reduced to that of a facilitator, pointer of merits and
demerits giving instructions, coordination and inspection of

gach activity, chairing, and so on.

The pupils were put intc permanent groups and made to

elect their group leaders who could coordinate their
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activities. Each group consisted of 4-4 pupils. Each of
the pupils was provided with the teaching material. An
attempt was made to spread the better students among the

various groups so that all groups could be equally

competent.

The students were encouraged to use English all through
while discussing, commenting, questioning, opposing, and the
like. On the whole, the teachers task in the classroom was
reduced to the minimum possible while the pupils active

involvement was greatly increased.

The students were persuaded about the importance of
their unreserved involvement in each activity and were told
what would be expected of them. They were warned right from
the beginning that the cumulative results of their
continuous effort in homework, class activity and other
assignments will decide their academic position. The
lessons were presented in such a way as to permit individual
pace, inter—and intra—group competitions. The best
achievers were encouraged and their performances were shown
to the class as models.

b S Aeasurement and Data Collection

A pre—-test was given to both the controi and
experimental groups before the experiment began. This
helped to see if there was any differsnce in general
language proficiency between the twc groups. After the
experiment was conducted, a post-test was given to both
groups. The purpose of tiiis test was to find out whether or
not there was any improvement achieved over the pre—test
results of each group, and also to know if there was any
significant difference between the post-test results of the
sxperimental and control groups. In each case a t-test was

used to determine any such differences.
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The pre-and post-tests consisted of various types of
items all designed to test the students' English lanugage

abilities.

As stated earlier, the main objective of this study was

to see the validity, vreliability and feasibility of
cont inuous assessment in our high schools. So as to see
these elements, different observation instruments =
quantitative and qualitative - were used : observation

sheets adopted from North's (19%90) cbservation sheet model -
for impressionistic qualitative assessment, quizzes, writing

tasks, questionnaires and interviews.

Based on the ideas of Chater (1984), Johnston (1987);
and Heaton, (1990) from the start, sheets of paper were
prepared bearing the names of students on the basis of their
sitting arrangements to ease the impressionistic evaluation.
To maximize the validity of the above observaticon for the
selected group tasks, one student from each group was also

provided with observation sheet prepared for this purpose

(see Appendix ). This was intended to identify the best
performer{s}) and or active participant@j . in the group in
each particular activity. The sheets were collected after

each lesson by the teacher.

.~
L

o sea the reliability wvariable, the aggregate scores

from the oontinuous assesameant  were correlated with  the

results of the post-test. This was supported by the

responses from the students' self-assessment questionnaire.
To s=ee the feasibility aspect, the researcher was

noting down the major encounters during the study period.

The responses of the students from both the
questionnaires and the interview and their resutls of the

post-test were analysed to see the validity of the new mode
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of assessment. The subjects in the experimental group vere
also asked self-assessment questions before and after the
project to see their feelings about their abilities in

different language skills before and after they were exposed

to the skills, and to see their reactions to ocontinuous
assessment baefore and after its application.

3.3.1 Questionnaire for English Language Teaches

Basically, the target subjects of the study were Grade
Eleven Students. Neverthless, a portion of English language
teachers from government senior secondary schools in Addis
AbabQ ware used as additional sources of the data. This was
made to maximize the validity and reliability of the data by
viewing the research from different perspectives.

The questionnaire for the teachers had two sections.
Section ona was concernsd with the respondents’ personal
data consisting of nine questions ‘(see Appendix ) for
details. Section two of the questionnaire had 34 questions
ont he respondents’ practices, preferences, beliefs and
attitude on English language assessment.

The questionnaire for the teachers was +First
administered to thirty senior teachers (B.A and M.A.
holders) randomly selected from five high schools. The
responses obtained from this pilot survey were analyzed and
interpreted which later suggested some revision. The
administration of this final version took place from January
11-20. It was administered by teachers. The questionnaires
were filled at home during the respondents’ spare tiee. The
questionnaire was administered to 90 teachers randoaly
selected from 10 schools. The sample is 30% of the target
teachers - B.A. and/or M.A. holders.
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The questionnaire was accompained by @ covering letter
to introduce the purpose of the study to the respondents.
When all the questionnaires came back, it was found out that
almost all the items wera responded to. Bach of the
responses was tallied and computed to get the frequency and

percentage of responses to each item.
3.4 Sampling

This study was done by devising two groups of
students — one experimental and one control - from amongst
grade eleven pupils - which were randoamly selected by lot
from among other grades (9-11). Grade twelve was not
included as the students at this grade are very busy
preparing for the ELSCE.

The sample population was restricted only to two
classes — one control and one experimental- for the reason
of manageability. Since continuous assessment involves a
lot of follow-up on the part of the teacher, it was felt
that the study would really appear far less practical if the
samples were increased.

Bole Senior Secondary School was chosen for the
research as the researcher had sasy access to the necessary
help and cooperation whenever neadaed, which might otherwise
would have been impossible.

Of the 13 sections of grade eleven, two ware randomly
selected by lot. The sample population consisted of 138
subjects. The study class had a total of 64 students while
the control group had 74 students. Both were taught by the
researcher himself.

The study as well as the control groups ware taught for

ten consecuative veeks at the rate of six periods a weak for

€ D mimataws o A
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CHAFTER IV
The Data, Results and Analysis

4.1. The Data
4.1.1 Pre-test and Post-test

When setting the pre-and the post-tests, Spolsky’'s
claims on the nature of tests of general proficiency was
noted. He says:

The argument for the claim of
general language proficiency
is something like this. While
we cannot specify a sinisum of
structural knowledge or
communicative competencies, we
can make some general claim
about the ranging of one
individual relative to him

or herself at other times or
relative to other people, so
that we can say ‘x knows more
of this language now than last
month’ or ‘x knows more than
'y (1985:72).

He believes that this general proficiency can be
determined by setting tests of structure, functional
knowledge, or an overall test which can elicit one’s
language.i

Two tests (pre-and post-test) were given. As
indicated above, both tests were aimed at measuring the
sub jects general proficiency .mainly through:
comprehension, vocabulary and structure. The two tests
had similar as well as diffé}ent objectives. The
combined objectives and rationale of the tests in

relation to: each part are stated as follows:
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Reading Comprehension:- This part 1is meant to
measure the students' ability to comprehend and

interpret the information contained in a- given

passage or text. It involved several subskills
such as reading for gist, reading for specific
information, reading for details text

interpretation and the 1like which measure the
skill of the student in each specific area. This
ability 1is felt to be essential as it is the most
extensively used skill by high school students in
their academic career as they need to read and

understand their notes and text books.

Vocabulary: This part was intended to measure the
students' ability to wunderstand the meanings of
words in context which {is very assential to

understand a text.

Sentencea Comprehension: This was aimed at
evaluating the students' ability to wunderstand
short texts in an isolated context which demands a
reasonable knowledge of language. One's

understanding of dense and iscolated texts may

measurse his/her linguistic ability to read
critically which is very useful in academic
reading.

CloZe Exercise: this part was meant to measure

the students' overall proficiency as it involves

various features of language in context.

Sentence Completion. This was presented in the

following three forms:

E.1. Word Recognition: This was intended to
measure the students' knowledge of

vocabularvy
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E.2. Word Use: This part was aimed at evaluating
the students' ability to use a gord in a
sentence by making the necessary modification
to fit it into a given context. This also
serves as an indirect measure of grammatical

accuracy.

E.3. Multiple Choice: In this part, the pupils’
ability to choose the right responsa from a
set of responses in order to complete a given
sentence was measured. It was felt that his
part had a dual purpose of measuring both

accuracy and context understanding.

f. Error Identification: This part was meant to
assess the testes' grammatical sensitivity and
accuracy.

g- Sentence Embedding: This part was prepared to

assess the testes' knowledge of constructing one
grammatical sentence out of two given sentences.
It was also meant to measure their grammatical
competence in transforming sentences through the
process of embedding which was felt to be a very

essential feature of the language system.
4.1.2. Data Collecting Instruments of the StudYGroup

Tests, assignments and observation were the three
chief data collecting instruments in the continuously
assessed Study Group. They will be briefly described

unders

a. Quizzes: Three small tests were administered, in
an interval of two to three weeks’ time each, to

see the progress made on learning. Each test wmas
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made to focus on a particular aspect of language.
The first test was a reading test aimed at
checking the students' development of reading
skill. The second one was a test of discreet
language points intended to see the learners’
mastery of the main structures studied. The third
quiz was meant to measure the students' ability of

handling vocabulary.

Assignments: These were special assignments
(different from the ordinary homework) which were
carefully marked and graded. They were writing
tasks aimed at assessing the learners' writing
ability. Though three writing assignments were
given, only the best two were scored. The
students were made to rewrite each assignment
after it was commented upon by their classmates
and carefully marked by the researcher so that
they would come up with a better version in the

end.

Observation: This part was intended to see the
various learning aspects such as class activity,
homework, effort, motivation and the 1like which
are often problematic to assess objectively. The
researcher was attentively and covertly following
the various activities of each student such as
his/her participation in group work, in asking and
answering questions, acting, in completing home
tasks and so on-and was keeping a record in the
form of profile report. besides, the researcher
was assigning a student in each group to rTeport
the name(s| =) of the best performer{i%w for that
particular task. This was intended to confirm the

researcher's judgement.
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The observation also included notes on the major
encounters of the day-to-day teaching/learning

’

throughout the study period. ‘ *
4.1.3 Teachers' Questionnaire

The teachers’ questionnaire covered a total of 44
items. ? of the questions -were concerned with the
demographic data of the respondents while the rest were
related to the subject under investigation. Only two
of the questions were open-ended, the others, close -
ended. Fifteen of the close - ended questions were
short items with ‘Yes’ or °‘No° responses. The rest

were ranging from three to eight items responses.

The second section of the questionnaire, could be

divided into the following sub-sections:

(1) Items 10-12, 16-20, 22-29, 31 and 40 Ffocused on
the respondents’ teaching and assessaent
practices.

(2) Items 13,14,17,19,30,32,35, and 4% were aimed at
eliciting the subjects beliefs regarding

assessment.
(3) Items 33 and 47 were attitude questions.

(4) Factual questions related to the training of the
respondents were addressed through items 34, 36
and 37. ‘

4.1.4 Students' Quasiionnaire

Three types of questionnaires were administered to

the students in the Study gyroup. Questicnnaire ‘one’
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was bearing ten items treating three different kinds

of variables. Items (1-6) were meant to identify the
subjects' assessment preferences. Items 7’ and 8 were
intended to investigate the learners' attitude towards
subjective assessment. The last two items (¢ and 10)
were aimed to elicit the learners' reaction towards

continuous assassment.

The 2nd and 3rd questionnaires were the same in
content except for the 3rd questionnaire had one more
question. The purpecse of these‘ questionnaires was to
compare and contrast the responses of the learners to
the same question before and after they were exposed to
the new method - continuous assessment. Thus, the
questionnaire with five items was administered before
the project while the one with six items was conducted
after the teaching was over.

Items 1,2, and 5 were intended to get the
learners' feelings about their abilities 1in English.
Question 3 and 4 were aimed at eliciting the subjects’
attitude towards their English teachers. The sixth
item, which appeared only on the third questionnaire,
was meant to assess the learners' reaction to

impressionistic assessment.
4.1.5 Intervisw

A few students in the study group were interviewed
to give their views on both the advantages and
disadvantages of continuous assessment, especially
peer-/group—-assessment as applied to their writing
tasks.
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4.2. Results and Analysis
4.2.1 Pre-test

The comparative Pre—test scores of the control
group and the study group are shown in Table 1, page
&60. The control group which had 74 students, averaged
a score of 29.4 out of fifty with a standard deviation
of 8.6. There were 64 students in the study group and
the average score of the group was 32.07 with a

standard deviation of 9.22.
4.2.2. Post-test

The comparative post—test scores of the control
and study groups are given in Table 2, page 40. The
average scaore of the 74 students in the control group
was 33.13 with a standard deviation of 7.84. The study
group had an average score of 37 with a standard
deviation aof 8.02.

4.3. Hypothesis Test

The null hypothesis in this study was that there
would not be any significant difference between the
post test scores of the control and study groups as a
result of the adoption of continuous assessment to the
teaching of English. The alternative hypothesis was
the opposite, i.e. that there would be a significant
difference between the post—-test scores of the two

groups.

Since the alternative hypothesis was non-
directional, a two tailed t-test was applied to
determine this. The 1level of significance used was
0.05. As indicated above the post-test mean (X{) of the

control
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Group (N, = 74) was 33.13 and the post-test mean (X2)
of the Study Group (N2=64) was 37. The standard
deviations aof the aroups were 7.86 and 8.02

respectively.

The t-test calculated for the above figures was
found to be 2.86. The value of t-tabulated at N1 +
N2-2 (which = 136 degree of freedom) and alpha 0.05/2
level was found to be 1.98. If the t—-calculated was
greater than the t—-tabulated, the null hypothesis was
toc be rejected, and 1if the reverse was true, the

alternative hypothesis would be rejected.

Table 3, on page &1, shows the computed tests.
the table indicates that the t—calculated was greater
than the t-tabulated and hence the null hypothesis that
there would not be any significant difference between
the two groups was rejected. The tests revealed that
the oscore of the Study Group was statistically
significantly different from that of the control Group.
Table 4, on page 61, summarizes the progress each group

made.

The study revealed that the pre—test results of
both the control and the experimental groups were not
statistically different. This means that the two
groups had similar akility in Enalish. However the
post—test results showed that the continuously assessed
study aroup per formed rather better than the
traditionally assessed control Group. This reveals
that the continuous assessment approach is better than
the traditional non-continuous assessment. Why is this

=o?
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Iable 1: The Comparative Score Distribution of the
Control Group and the Study Group in the Pre-
test

Control Group Study Group
C.I#% f. c.f C.I#% f. C.f
16-18 7 7 18-20 & &
19-21 11 i8 21-23 i1 i7
22-24 7 25 24-24 4 21
25-27 8 33 27-29 7 28
28-30 & 39 30-32 S 33
31-33 11 50 33-35 11 44
33-36 & Sé 36-38 1 45
37-39 a8 64 39-41 7 52
40-42 S &9 42-44 3 55
43-45 4 73 45-47 5 &0
46-48 1 74 48-50 4 64

N = 74 N = 64

X = 29.4 X = 32.08

8.D = 8.6 S.D = 9.22

* key

C.I. class interval

f = frequency

C.F.= class frequency

Iable 2z

The Comparative
Contral and the

Score Distribution of the
Study groups in the Post-test

Control Group Study Group

C.I = f C.f C.I» f. C.f
19-21 S S 24-24 i1 11
22-24 7 12 27-29 4 15
25-27 i1 23 30-32 5 20
28-30 ) 29 33-25 5 25
31-33 10 39 36-38 10 35
34-346 7 44 39-41 7 42
3I7-39 7 53 42-44 a 50
40-42 13 &b 45-47 ) Sé
43-45 3 &9 48-50 g &4
445648 S 74

N = 74 N = 64

X = 33.13 X = 37

S§.D. = 7.8& S.D. = 8.02
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Table 3: Hypothesis Test Findings of the Control and the Study Groups
in the Post-test
Group (OSL - Tesi t.cal s talR df Conclusion
N2 X2 S.D 0.05
Control 74 33,13 7.99| 2.86 | 1.98 136 sig
Study 64 37
X, - X
g 1 X2
S- T -+ T
N, No
o 1
i 12
- e(x;= X) + e(Xyo- X»5)
Nl + Nz— 2
key
t.cal = t calculated
t.tab t tabulated
df degree of freedom
sig significant
-Table 4: Hypothesis Test Findings of the Progress of the Control and
STudy groups
Pre~tist kL t.cal | t.tab|Conclusion
Group NT X7 SD N2 X2 SD2
Cont. 74 | 29.4 8.6 74 33.13 | 7.86| 8 1.98 sig
Study 64 |32.07 9.22 | 64 27 8.02| 11.6 |1.98

e
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Though the present circumstances at schools show
the apparent decline of student motivation, at the
initial stage of the project (during the first two
weeks), the control group appeared to be more active
and interested with relatively better motivation and
involvement. On the contrary, this was minimal in the
study group. Though the study group was briefed and
/encouraged to work in pairs and groups, their positive
response was not as quick as expected. Nevertheless,
the situation started to improve gradually starting
from the third week. Learners started to group

themsel ves whenever the activity called for group task.

This was a sign of interest among the learners and
was encouraging. With the passage of time, it was
noted that the great majority of students were showing
progress in  interest, motivation and involvement.
Moreover, their creativity and confidence while asking
and/or answering guestions suggesting, commenting, and
the like were on the rise. These elements were getting

stronger and stronger as the project proceeded further.

On the other hand, the more promising interest and
motivation initially observed in the control Group
didn’'t show similar improvement. With scme learners,
these elements were even noted to be diminishing. For
instance, more number of students in the control group
were missing classes. Lack of interest in doing
assignments seen here among relatively larger number of

students alsoc appear to support the above point.

Since both the teacher and the teaching material
were the same for both groups {(assuming that other
things were constant) the investigated differences

can’'t help being ascribed to the methods employed.
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The learners in the Study Group were frequently
encouraged to share ideacs among themselves. They were
informed about the teacher 's being just one of the many
helpers — colleagues, friends, books and so on and with
his own limitations. Thus, they were advised to expand
their dimension in their endeavor to ohtain the desired

direction and help.

The learners were practically shown how sometimes
suggestions or comments from their classmates could be
rnot only just as good as those of their teacher 's bhut
even much better than theirs. They were alsao frequently
reminded that the learner themeselves could be the best
ijudges aof their abilities if they make the necessary

efforts.

Most importantly, these learners were trained how
to be specific when looking into their English. For
instance, in reading lessons, they were sensitized as
to how systematically react to each subskill, say
reading for gist aor scanning and so on, and find ocut
one’'s strength or weakness in terms of that micro—skill

rather than in general reading skill.

By =g doing, the pupils were ahle to easily trace
their merits and/or demerits and quickly 1look for the
appropriate remedy. When these students were also made
to compare their work and put to work together, they
were able to identify as to who is the best talented in
2 given area of language within the group so that

athers can consult him or her when the need arises.

Moreover, the best work samples were shown to the
class as models so that the learners could learn much
from them. This technique could also create a sense of
competition among the pupils as it jis believed to be

one wWay of stimulating the pupils’ potential.
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Each pupil in the study group was alerted to be
more concerned about the progress he/she makes in  that
particular area of language-say, simple present tense
or reading for gist - than just grammar or reading in
general, respectively. This could also enable the
student to set specific goals when studying; besides,
this may help the leaner to feel about his/her

achievement in more realistic way.

The teacher 's systematic and encouraging feedback
could also have enabled the students te develop a
positive attitude toward feedback and also make use of
it.

The group activities created opportunities for the
students int he study group to use the language more
practically and to meaningfully realize their actual
short comings. Both effects are believed to maximize

one’'s proficiency.

Here, wunlike the controlled class, the teacher’'s
role did not dominate. Instead, the students were
encouraged to solve problems themselves, to conduct
group discussions, to play roles, to pool their
writings, to comment on each other’'s language, and so

on in which one could learn from the other.

In the controlled group, however, the teacher
played the leading role while the students were passive
listeners. Each student +tried on his/her own when
doing exercises. Emphasis was placed only on the right
answer. There was 1little opportunity to use the
language productively. Pair and/or group activities
were not introduced. The teacher was the sole source
aof feedback. Moreover, the feedbacks offered were

general or unspecific.
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tluantitative results obtained from the test seem
to be less capable to envisage the more realistic
picture of the progress made by sach individual student
which is the center of the thecretical issues around
the continuous assessment. Nor is the final
achievement always best displayed by means of letter
and or number grades. That is why the proponents in
the field such as Johnston (1987} and Chater (1984)
underline the necessity of maximizing the use of
gualitative description to address both ‘progress

achievement’ and "final achievement.

While the importance of qualitative description is
strongly felt when assessing continuocusly, the actual
situations in Ethiopia give limited opportunity for
such intensive practice. A large number of constraints
could be raised large class-size, high teaching load
and, above all, low morale amona both teachers and

students are believed to be in the lead (Dejene, 1970).

Despite the many limitations of the project, which
were discussed earlier, it might be important to give a
brief account of what has been observed during the
study period. It was found out that a far better
orogress was made by  the best achieving students. In
gualitative terms, the progress in learning was
consistently falling from top to bottom, i.e., with a
decrease in ability. The learners who were graded
excellent and very good were making marked progress,
specially in reading and writing skills which were more
closely observed. The proagress ocbserved could be
ascribed to motivation which, according to Spolsky
(128%9) and Lmbert (1967), for example, is one of the

core elements in successful language learning.
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Gardner and Lambert (1959) in Spolsky, (1989:15)
believe that motivation is mainly made up of "a goal,
eftfortful behavior, a desire to achieve the goal and
favorable attitudes towards the activity in question.”
The present researcher holds this point high as he
believes that the leading progress makers were
reflecting a combination of the above motivational
components. Most of these students were regularly
attending classes; active participants, hard working

and disciplined.

In the purely quantitative post-test, on the other
hand, a substantial improvement was noticed as regards
the average and below average students. First of all,
this might be ascribed to reliability constraints,
especially cheating which is almost unavoidable in our
schools particularly with the slow learners. Besides,
the objective nature of the test is also believed to

have made guessing easier.

It may be essential to say a few words about an
unanticipated incident that has adversely affected the
study. It was caused by the instability occurred in
Addis Ababa University in about the mid of the project.
For about a week’s time teaching at Bole Senior

Secondary school was hardly manageable. Many students

were missing cClasses. Theose in attendance were also
less interested. Though the situation improved
gradually, the Cconseqguences were by no means

negligible.

When talking about validity, it may be useful to
remember Davies (1990) who says: "The language has to
do with validity..., the measurement with reliability. ™"
That means the validity of a language course, a method
and so on is judged by its success in developing the

level of the learners” proficiency.
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Based on this, it was attempted to view the
validity of the study conducted +from two perspectives:
one fully objective and the other semi-objective. The
former refers to the fully guantitative scores obtained
from the post-test. As discussed above, the
statistical computation shows that the study group

performed better than the control one.

As shown above, the pre—and post-test means of the
control group were 2%9.4 and 33.13, respectively, while
the study group had pre—and post-test means of 32.07
and 37, respectively. The t-test computations made shaw
significant differences in both cases. The observation
on the post-test mean scores of both groups indicate
that a significant improvement was made on the

respective pre—-test mean scores.

Nevertheless the improvement made by the study
group was notably more significant than that of the
control group. This can be explained away to the more

effectiveness or validity of the new method practiced.

The researcher feels that the gualitative type of
chservation was much more informative though, unlike
the s=statistical method, inconvenient to display in
figures. For instance, our high school students
generally have little background of writing. With this
in mind, the teacher in the study group has tried his
test to teach the students how to write and critically
assess  their writings based on the principles of
continuous assessment. The outcome was very
encouraging. At the end of the course, for example, a

few excellent pieces of writings were received.

The learners in the study group also made

tremendous improvement in reading comprehension (see
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Table S on page &8). As can be learned from the table,
the control group made less improvement int he post-
test as compared to that of the study group. This
maximizes the validity of the treatment particularly

for the reading comprehension task in this case.

The wvalidity of the continuous assessment was
further supported by the responses received from the
subjects in the study group through the questionnaires.
The responses show that the subijects felt that they
leaned more through the new method. More interestingly
even, the responses of these target learners int he
study group through the ‘Sel f-Assessment Buestionnaire’
reveal that they were obliged to re-examine their
English language abilities after they have passed
through the course. This indicates that the project
was successful in sensitizing the learners about their

English language.

Iable S: Mean Score Distribution of
Comprehension Questions for the Control and
Study Groups in the pre-—and Post—tests {(out
af 10 and 20 points respectively)

Pre—test Post—test
Group
N1 X1 NZ X2
Control 74 &.4 74 .02
Study 54 Tu 1S &4 14.9

& rank correlation test was operated to see the
concord between the scores from the semi—obijiective
continuous assessment and the fully obiective post-
test. To do so Pearson’s Rank Correlation Coeficient
was applied (see Appendix M). The result indicates a
statistically significant positive correlation {(r =
0.85, df = 63, P = 0.05) between the scores obtained

from continuous assessment and the scores obtained from
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the post—-test, +thus ensuring the reliability of

continuous assessment.

Further investigation was carried out to see this

+

reliability element. In the Sel f-Assessment
fuestionnaire”, the subiects were inquired to forward
their opinions about the marks they received in the
continuous assessment (impressionistic assessment)
part. The responses reveal that 44 or 68.7%Z of the
sub jects welcomsed the offer while/ 29.74 of the
respondents expressed dissatisfaction. Based on this,

we may safely infer that a well planned subjective

observation can be reliable.

To see the practicality of continuous assessment,
from the start, the present researcher was noting down
the major encounters during every lesson. As a result,
the main feasibility constraints encountered during the

study period could be summarized below:

= Shortage of time was a crucial problem. One
should be trained in how to effectively budget his/her
time before introducing continuous assessment. More
importantly, this applies to pupils who suffer more

from shortage of time.

- Continucus assessment is very tiresome. It
demands much spare time ocutside the classroom to
correct the students’ assignments. It also needs
much patience and dedication both inside and
outside class. It cseems unlikely for the heavily
loaded and demativated high school English teacher
toc bear hardships such as discussed above. On top
of this, the teachers are informed very little

about the subject" continuous assessment.
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The large class size

challenge.

also

poses

a serious

To practice continuous assessment, the

number of students per class should either be
largely reduced oOr, alternatively, a teacher
should be assigned to a maximum of two sections.
However , both seem to be unattainable under the

present circumstances.

The pupils are also

agitation, stimulation and

necessary 1if some
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highly demotivated.

even appeal

maximized when

introduced.

student

expected

reactions

A lot of
would be
to take
methods
the part
For example,

against

were either unknown
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difficulty of applying continuou

present circumstances.

A.4 Analysis of the Responses of the Teachers to

the Questionnaire
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Table &: FPersonal Data of the Respondents
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Key: A.A.U. = Addis Ababa University
As.U. = Asmara University

Bah.Dar.T.C. = Bhair Dar Teachers'’ College

0Of the 437 English language teachers in the 27
Government Senior Secondary schools in Addis Ababa, 3i2
are first or second degree holders. Accaording to the
Inspection Department of the Addis Ababa Schools
Office, all senior grades (11 and 12) are taught by
first or second degree graduates. And, since the focus
of this paper was on Grade Eleven, the study included
304 of only this section of the population randomly

selected from ten government schoocls.

The Teachers, questionnaire had two main sections.
The first section was dealing with the respondents’
personal data whereas section two was concerned with
the subject under investigation (see Appendix D for

details).

The guestions in the 2nd section of the

questionnaire were mainly intended to sSurvey:-—

- the teachers’ current assessment practices and

preferences;

5 their beliefs and attitudes towards language
assessment in general and the present high school

English language exams in particular;

— how English language teachers handle feedback.

Almost all the responses obtained (except those

few which were found irrelevant to continuous

assessment) were categorized as positive or negative
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{see table 7) on the basis of the aforementioned

theoretical principles of continuous assessment.

Some sort of continuous assessment is  possible
only when not all the students’ scores are ocbtained
from a final exam. Therefore, the tenth item addressed
to the respondents was inquiring whether or not all the
English scores of a student (100%} in their respective
schools came from exams. It was found out that 10 of
the respondents (11.11%) replied positively while the
majority 8&.684 - 78 of the respondents responded
negatively. when these latter respondents were asked
to tell how much percent of English results of a
student in their respective schools came from exams,
five of them (46.4%) believe that exams accounted from
&0-6F% of the aggregate, 12 (15.38%) answered 70-79%,
and &0 (746.9%) answered 80-8%9% one did not respond.

Whern the subiects were asked to tell the number of
tests they offered during a semester’'s time the
following answers were received. Four teachers (4.4%)
offered four tests; 10 teachers (11.11%) offered three
tests; fifty—Ffour, (60%) administered two, and twenty-

one {(23.3%) of them gave only one.

The respondents gave various reasons for their
administration of fewer tests, (three or less}. The
majority of them (8B4.7%4) reported that the poaor
facility in the schocls, the large number of students
population, the teachers’ being over loaded, and lack
of motivation on the part of the teachers are among the
major reasons. S5ix of the respondents 74 believe that

occasional testing is better than freguent testing.

Three, 3.5%) of them +feel that the offering of many
tests is not advantageous. Four of the subjects (4.7%)

failed to respond.

i
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The next item in the series was Iwhat are the
other sources (other than exams) of your score?" In
response, the majority 46.2%, (37) reported to count on

the combined results +from class activity, home—-work,

attendance, and effort. Sixteen (20.3%) of the
respondents reported ‘class activity’ to be their
second chief source-next to exams. ‘Homework*® was

favored by 12 (15.38%) and ‘effort’ by 10{(12.8%). The
minority 3.8% (3) of the teachers reported to have
drawn their 2nd important data for the score from the

students’ ‘conduct’.

In item 146, the subjects were further inquired to
show the activities they prefer to assess by ranking
four activity types from among the given eight. In the
report it was learned that ‘class activity’ and ‘home
assignment’ were ranked first and second respectively
by &5 (83.3%X) of the respondents. "handling of

I

wor kbooks and "attendance’ were ranked first and
second respectively by 12 (15.38%) of the respondents.
77 (98.7%) of the teachers ranked ‘effort’ and
‘attitude’ third and fourth respectively. One teacher

did not respond.

When, in the next guestion, they were asked to

tell the reason (s) for their preferences, 48(41-5%) of

them said that "they {their choices} can wmirror the
students’ ability more clearly’ "they are more useful
to the learner”, "they encourage learning more than

cthers."” 23 (28.7%4) of the subjects belisve that their
preferences can more reliably show the students,
English language ability. The remaining 7 (8.9%) of

them reasocned that their assessment preferences are

more valid to the learner.
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In the next item (Item 18) the subjects were
inquired to answer whether or not they 'believe that

their above assessment preferences generally agree’

with the preferences of their students. In response,
&5 (81.25%) answered "yes"; 13 (14.2%) answered "no"
and 2 were not sure. When those who answered this

question negatively were further asked whether or not
they feel like revising their preferences, 10 (77%4) of
them responded negatively while three aof them did not

respond.

To the guestion "Do you keep any record (other
than to the tests) that describes vyour student’'s
individual performances?", seventy-three (23.5L) of the
subjects replied positively while five of them answered
otherwise. To investigate the way(s) they used to keep
their records, those who answered positively were asked
one more guestion. In reply three—fourth of them told
that they write marks on their students’ work-books
while 1/8th of them chose the item " I keep them in my
head. "

Mearly all the teachers 26.46% agreed that they
give heomework. Regarding the freguency, every nine out
of ten give home assignment after every lesson; a few
(5.7%4) give twice a week. The majority of the
respondents, B80% correct the home-work they offer,
though about (17.2%) of the respondents said that they

don’'t correct.

e
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Ac regards the techniques they employ to correct =0 LSHAR]

the home assignments, about one-third ((29) of tha
subjects "simply tell the correct answers.” Nearly a
guarter (21) of the respondents just go around the
class and some general comments on each student’s work
bock. Eleven (15.2%) of the teachers correct the

assignments by making the students exchange their work-
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books and correct them on the basis of their (the
teacher 's}) answers. A few of the teachers, six of
them, made the class discuss the assignment thoroughly
and then correct their own work on the basis of the
best answers. Three of the teachers practice one more
different technique— they carefully check only a few of
the assignments, put specific comments on them and

finally tell the correct form to the whole class.

An  inguiry was made to know whether or not the
teachers give back the corrected test papers to their
students. The question was followed by a 93.3 positive
reply. Six of the subjects failed to respond. To see
fiow they handle +feed-back, some feedback related
guestions were asked. The first in the series was "how
soon do vyou generally return the test papers?” 72
(85.7%) reported that they give back the corrected test
papers "as soon as they finished correcting” them. Ten
of the subjects appear to be a bit un—concerned, with

the response. I return the papers "any time I like."

The next pertinent item was interested in finding
out how teachers react to the wrong answers. The
response-sheet was filled with various replies. |
simply put a big "X’ and pass to the next item" was a
reply of seventeen of the subjects. Around 1/3 (28) of
the respondents simply "cancel out the wrong
responses”". Twenty-one of the subjects do not want to
waste time on the wrong answers; they Jjust jump them
putting a tick against the right ones; while sixteen of
them put a guestion mark against the wrong answers, and
that is all. Four teachers replied as follows. "I put
‘¥’ and then indicate the correct form beside the wrong

answer . "
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The next question was "suppose you make mistakes
during your correction or setting the test items, do
you allow your students to negotiate?” In reply, the
majority 62.2%4 responded negatively, while 23.3%
replied positively. Those who answered negatively were
further asked if they tell their students the correct
ansSwers. The answer was unanimous "yes." when these
some subjects were inquired to tell how soon they
respond, more than half, 55.5%, of them reported that
they tell the correct forms during the next - lesson.
Twenty of them responded" any time. I like." Nine
percent (5) of the subjects reported to respond soon

after the test so far as they have any spare time.

Toe see the concord between the learners’ class
per formance and their achievement in tests, the
sub jects were asked, " Are your students per formances

in class generally consistent with their scores in
exams?" In reply, 60.2% answered "no" 30.7% answered
"yes®, and about 9% answered "I am not sure”. Those
who replied negatively were further inguired to tell
which ore is more dependable - scores from class
activities and guizzes or scores from final exams. In
response, all but one preferred the former i.e. scores

from class activities and quizzes.

It was learned from the response to item 31 that,
when a bright student in class tasks scores un—usually
low results, the good majority of teachers, 80.7%, try
to up—grade his or her score by raising his/her marks
in the continuous assessment part while 194 of them
don’'t. when this apparently sympathetic group was
asked whether orF not such an informal practice has a
support at schools from among professional colleagues
and school head masters, fifty (79.3%) of the subjects
replied positively followed by twelve, who responded

otherwise.
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In the next item, those who responded positively
in item 31 above were asked if they believe continuous
class assessment be given due attention in English
language testing in the future. The answer was

undivided "yes."

The response for item 34 shows that all the
subjects had taken a general testing related course(s)
sometimes int he course of their study. As to its
contribution to their career when setting,
administrating or correcting tests 41 or 45.5% of the
subjects found it igquite helpful”, and 33 (36.6%) of
them found it ivery helpful." It was "of some help" to
13(4.4%) of the teachers and "of little help” to two of
them.

Nevertheless, when they were further asked to tell
if they had taken a particular course(s) on English
language testing, the figure descended from 100% to 12%

- eleven "ves", all of them are foreigners.

As to the emphasis of the course(s) (courses on
English language testing) they toock, 7 (&63.6%) of the
respondents reported that it/they stressed "a balanced
approach which gives rocom for objective and subijective

type questions as well as for continuous informal

follow up."” The remaining three said that their
course(s) emphasized the administration of "mainly
ocbiective type guestions." One failed to respond.

The respondents were provided with a list of
testing methods - objective type, subjective type,
continuous +followup, and a balanced approach which

combines all the above types — to choose one from —
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stating why it was their favorite. From the reply it
was learned that about 2/3 of the subjects preferred
the last in the series, a balanced approach. 15 of
them, failed to give reason(s) for their choices or
preferences. The majority of the respondents 47,
(60.2) of them rationalize that because it is either
more reliable or more teaching or both. The remaining
39.84 noted the objective type to be their favorite.
As to their reason, nearly all seemed to say it is easy

to correct and/or more reliable.

To see how teachers handle students’ open negative
reactions, towards a particular lesson(s), they were
asked if ever they experienced such a thing by the
whole class or a certain number of students. In
response, the majority, fifty-seven, answered "no"
followed by thirty-one "yes" answers. Two of them did

not respond.

In reply to the question forwarded to those who
responded positively as to how they treat negative
student reactions, 13 (42.2%) of them said that they
force the pupils to learn whatever is part of the
curriculum regardless of the pupils’ interests 10 (32%)
of the subjects reported that, they attempt to change
their technique of presentation for that particular
lesson to it it into the interests of the learners.
Four (12.9%) of the subjects simply Jump that
problematic portion. Three (9.6%Z) of the teachers
openly discuss the matter with their pupils to diagnose

and settle the problem.

The last item was a call for free response on any
disagreements on the part of the teachers or
suggestions from them on matters related to the current

practices of English language testing in Ethiopian high
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schools. The majority reports received many be

summarized into the following table:

Table: & Distribution of Responses for Item 41

No.of
Responses Responses %

Cheating during exams is highly pre-— a0 88.8
vailing or exams are leaking. Thus,
a better security should be maintained.

Subjective items should not only be 73 g1.1
included in exams but also be given
equal weighage with objective items.

The time allotted for the ESLCE English 30 33.3
iz not sufficient, thus it should be
improved

High school English average marks be 23 25.5
given due credit along with the scores
af the ESLCE English

Colleges and universities should set =] 8.9
their own English entrance exams

A Student who fails in English should 3 3.3
repeat the same course even if he/she
is promoted to the next grade

Note: As the above item was an open—ended one
more than one responses were received

from the majority of the respondents.

Finally, to see the overall tendency of the
responses of the teachers’ gquestionnaire, all the
pertinent replies were categorized as positive or
negative in light of the theoretical principles of
continucus assessment (see the table below). fis a
result, it was learned that the dominating beliefs,
preferences and attitudes aof high school English
teachers seem to be in favor of continuous assessment.
This might enable one to safely infer that 1if
circumstances should permit to introduce continuous
assessment, the English language teachers in our high

schools shall welcome it.
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Distribution of Teachers’' Responses for each
as negative or positive in the light of

Iable 7:
relevant item

Theoretical Principles of Continuous Assessment.

Item Total Positive — Negative
No. Respo. rA £ A
10 88 78 88.6 10 11.4
11 77 S =] 72 3.5
i2 89 4 4.4 85 ?5.5
i3 g1 - - 9 10.46
15 78 74 F4.9 3 3.
14 77 77 100 -
i7 78 78 100 - =
18 80 &5 81.25 13 16.2
19 10 = = 10 100
20 78 73 ?3.5 S b.4
21 &8 = — &8 100
z22 a7 87 100 - s
23 8& 86 100 = o=
24 a9 72 80.1 17 19.8
= 70 20 28.6 S0 71.4
24 84 84 100 = -
26.1 82 72 87.8 10 12.2
26.2 846 4 4.7 45 S2.3
26.3 77 21 27.3 56 72.7
27 S6 S6 100 = =
2 = 36 &4.3 20 35.7
29 78 s -~ 7 8.9
30 44 44 100 - =
31 78 &3 80.8 15 19.4
32 &2 S0 80.4 12 12
33 S0 S0 100 — =
37 10 7 70 3 30
38 84 75 87.2 - -
| 40 30 13 43.3 17 S&6.46
NB: i
the above table did not consider the non-
respondents’ and the ‘neutral responses”

those responses which were neither
positive nor negative in effect.
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4.5.  Analysis of the Responses to the Student

GQuestionnaires and Interview

Three types of questionnaires were administered to
the students in the study group. Two of them were
self-assessing questionnaires with a few items which
were dealing with the pupils’ feelings about their
language abilities and their attitudes towards their
English teachers. These questionnaires were mainly
intended to compare the pupils’ reactions to the same
guestions before and after they were put into the
experiment. The other type which was administered
after they had covered the teaching materials was a
wider one and with more items designed to serve the
students’ beliefs and preferences in assessment; their
reaction to the new method and their attitude towards

their English teachers.

Just before the gquestionnaires were administered,
the subjiects were briefed about the objectives of the
study and were instructed to ask only questions
pertaining to the guestionnaire. Moreover, in order to
avoid any possible misunderstanding of the subject
matter of the guestionnaire, every statement was read
and discussed with the respondents by the researcher.
The guestionnaires were collected after everyone

finished writing the responses.
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Buestionnaires and Interviews

82

Analysis of the Responses to the Student

Table 92 Order of the Respondents’ Activity
Perferences
ist 2nd 3rd
Activity Type No.of No.of No.of No
Item 1. Respond ; Respon Respond | Respons
—-ents —dents —dents -e
Home work & assignment 3 2 37 22
Buestion - answer type 5 44 8 7
activity
Group and/or pair work 44 13 3 4

The table indicates that group and/or pair work is
highly popular among the learners followed by question

- answer type activity in the 2nd column.

Table 10: Reasons for Their Preferences

: I??m | RESpON=Es RelSfond&nts | EBhtage
It is more teaching 9 14.25
It is less difficult
to deal with = =
It is enjoyable 10 15.6
All the above 42 65
No response 2 3 1

As can be seen from the table, students at this level seem to

favour activity types that have room for some form of amusement.



Iable 11: The Assessment Type they Prefer

Item Responses Mo.of Percent-
Responde |age
-nts.
Small tests or 147 73.4
quizzes
Big tests 14 21.8
No Response 3 4.7

The majority of students (73%) prefer

to big tests.

Iable 12 Reasons for Their Preference

small tests

Item Responses No.of FPercen—
Respond tage
—ents
4 Fregquent tests stimulate me to = 2.4
study
It iz easy to answer small tests S 7.8
even without studying
Small tests make me study always & 2.4
and I do not like that
Small tests give me many chances iS5 23.4
ta test and show my language
ability but big tests do not
Small tests don’'t frighten me but 11 17.2
big tests do
Big tests discourage regular ) 14.00
study rather, they make me study
too much when the exam approaches
I score high on big exams. 12.5
No response a.2
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Though no conclusive exXplanation can be drqwn from
the distributed responses above, one can see that the
majority of responses (about 70%), are fw:favour of small
tests.

Table 13: Respondents' Feelings Towards Certain
Activities as a Means of Showing their
Language Abilities

Item Responses No. of | Per
Respon | cent-
dents age

5 Home-work and Class 11 17
activities
Tests and final exams 18 28
Class activities and 35 54.6
home work combined
with results from
tests and final exams |

More than half of the respondents, 54,6%,
believe that a multitude of activities can best

reflect their English language ability.
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Table 14: Reasons for their Beliefs
Item Response No.of | Per
Respo | cent
ndents | age
6 I study seriously for 14 21.9
tests and exams but I
don't generally bother
about class and/or home
activities
The more varied the 34 53.1
assessment is the fairer
it will be
Carefully observed class 13 20.3
and home tasks can best
show my English
No Response 3 4.7

The above was a cross question designed to confirm
the responses in the prece .ding item.
in the table, it was learnt that the majority of the
subjects believe that varied assessment technigques can
best mirror their language ability.

From the responses

Table 13: Whether or not the Pupils like if
assessed continuously and secretly
Item Responses No.of %
Respondent
7 Yes 14 21.9
No 50 78.1
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As could be read from the

{(78.1%) said that they don‘t

secretly.
interests in continuocus

pupils like

assessment.

table,
like

to be assessed continuously,

to

the majority

be assessed

In item & above, we see the subjects shaowing
Thus, though the

they seem to

be uncomforted with the idea of covert assescment.

Iable 15: Reasons for their Hatred

Item Responses No.of
Respon y 4
dents

a I don‘t trust my 3 ]

teacher

It is tiresome and

ainful

This kind of subjective

assessment could be

highly erroneocus

All the above 47 24

As can be learned from the responses, other than

doubting the honesty of their teacher,

the

asses

pupils seem to dislike

sed subjectively.

the majority of
working hard and being

Iable 14: Whether or not they like the new Method

Item Responses No.of
Respondent %
9 Yes 45 70.3
No i9 29.7
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The table indicates that the great majority of the

learners liked the new method.

Table 17 The Reason(s) for their Answers

Item Responses No. of
Respo-
dents %

10 i. It was more teaching
2. It keeps me busy 2 3.1

3. Group work is in-—
teresting and fun

4. I want to learn from
my teacher who knows
much, not from my
peers who are as
ignorant as mysel+f

S. Since my colleagues
are not helpful
enough, group work is
a waste of time

6. One and three above 45 70.3

7. Four and five abace 17 26.5

As indicated in the table., the majority of the
learners liked the new method (continuous assessment)
because they felt that it was more teaching and
interesting. But some 27% of the learners seem to have
felt insecure under the new methcd for the reason that
they want to learn from their teacher, not from their
peers whao could be either less knowledgeable or

unhelpful or both.
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4.5.1 fnalysis of Self-Assessment
GQuestionnaires

Table 19: Distribution of Responses for Items No. 1-4

Pre—Study Post-Study
Item Resp— | No.of Fer No. No.of Fer No.Respa
onses | Respo— cent Respons- {Resp— cent nse
ndents e —onde '
: -nts
f F__ %
1 Yes 45 71.4 = =1 79.7 4.9
- 3
No 14 22.2 6.3 10 15.6
4
2 Yes 2 4.4 45 88.2
No 43 95.5 & 11.7
3 Yes 39 61.9 4.7 49 81.6 =
3 =S
No 21 33.3 11 18.3
4 Yes 27 69.3 38 77.5
No 12 30.7 11 22.5 =

In item 1 above, the pupils were asked whether or
not they know their strengths and weakness in English.
The majority of the subiects responded - positively in
both pre—and post—-study columns. The number of
positive responses increased by six in the post-study
csection based on this finding, one may say that the
course had aided the learners to look into  their
language more critically.

The second question was directed to these who
replied positively above, inquiring if they could help
their English teacher by assessing themselves. The
table indicates that the majority of the negative
responses int he pre-study section were turned to
positive after the study. This too shows that the

course has hbheen eftfective
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55, to .
in sensitizing the subjects as how, assess their

language independently.

In response to Item 3, 39 students in the pre-study
session believed that their English language teachers
know well about their students' English language ability.
The pupils seem to have better confirmed this belief
later, as their post-experiment responses are raised to
49.

As the responses to Item 4 show, the majority of
those students who feel that their English teachers have
a good knowledge about them appear to agree with their
teachers' informal evaluation say in homework,activity
and the like what is more interesting here is that the
number of positive responses increased notably in the
post study inquiry. The teacher’s: . continuous followug:
and his specific feedback to each individual student
might have added to the confidence of the learners to
feel that the teacher knows well about them and hence to

feel that his evaluations are dependable.



{0

tTable 21: Distribution of Responses to Item five

Item Respo— No of No. No of Mo Resp
nses Respond Resp Respond —onse
ents “ onse —-ents %
pre post
study study
f £ % f %
Reading Excell 40 63.5 4.7
ent
Vg 10 15.8 213z 2 i5 23.4 i i.5
G 7 11.1 30 46.9
E - S 7.8
G 4 6.3 10 15.46
Liste- Excell. | 52 82.5 190 15.6
ning
Vg & .5 12 i8.7 2 z.1
G - 2!z 2 12 29.7
E an 4 £.2
P 3 4.8 17 26.5
Speak- Excell. | 11 17.5 =
ing
Vg 18 28. 6 - -
G = g!12.7 3 20.3
F & 7.5 10 15.6
F 20 31.7 41 &4
Writing Excell. | 29 44 2 3.1
Vg 3 20.4 = s
(] i1 17.5 —8 = 14 Z1.8
F = 7 10.9
P 10 i5.8 39 &0.9
Keys Vg - Very good; 6 = good; F = fair F =
ooor ¥ = freguency

Item 5 was designed with an intention to assess

the feelings of the learners towards their abilities in

different areas of English. It was felt important to A

investigate the students’ reactions toc these questions

mainly because, in our high schools, similar to those

schools whose language classes are dominated by grammar
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lesson, the ‘knowledge of English’ is equated to the
knowledge of grammar. The ability to sue the language

in its different forms is not the focus.

Thus, our high school students generally seem to
feel that °‘Reading means the ability to read loud with
agreeable fluency; Listepning means - the ability to
follow a teacher’s lecture in the classroom. They
equate gspeaking to occasional oral answering in the
class room and writing — to the ability to copy down
the teacher ‘s notes from the blackboard with reasonable
accuracy and may be, at most, with the ability to

compose fragmented sentences.

The major source of such misunderstanding could be
the minimum input they receive from the 1l anguage
instruction at schools. Biased by such form—based
instruction and evaluation, the pupils can‘t help
exaggerating their abilities, in the respective skills.
This is more or less what is reflected in the above

table.

Before the experiment was carried out and the
pupils were sensitized towards what each skill could
mean  broadly, it seems that they had a wrong
impressicn. As can be seen from table 20, the majority
of students around 63 and 82 percent in reading and
listening, respectively, rated themselves ‘Excellent”

in the pre-experiment report.

Eleven (17.5%) and 29 (46%) of the subjects
considered themselves as excellent in speaking and
writing skills respectively. The ‘Very Goed® column
was the 2nd largely responded column in these two

skills, followed by the "poor" section.
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Interestingly, however, these above responses were
significantly reversed after the implementation of the
study. The figures on the "poor"” caolumn rose sharply
while those on the "Excellent" section dramatically
fell. The previously side—-tracked "Good" and YFair"
sections were now among the highly replied. This
indicates that the teaching helped the pupils to review
their feelings about their abilities in English, so
that they may make the necessary effort to impraove

their English.

Table 21: Distribution of Responses to Item 6

Responses No.af Mo.of Respon-—
Respon-— “ dents
dents f %
Yes 44 &8.8 1.5
1
No 19 29.46
To see the pupils’ attitude towards the covert
impressionistic assessment, carried out during the

programme, they were asked to express their feelings
about it by means of Item &, which asked whether or not
they liked the offer under the impressionistic
assessment. As can be learned from table 21 above, 44

(68.8%) of the pupils enjoyed the offer while the
minority (29.46%) did not. This result might enable one
to safely infer that a carefully handled impression
based assessment could be a good 1language assessing

tool.
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to safelv infer that a carefully handled impression‘ﬁased

assessment could be a zoo? language assessing tool.

This interview was mainly related to group

——

assessment tasks on students' writings which were f

more suitable for concrete evaluation and/or suggest1

.;.

“g its strengths

Zat ion were :._.:

content and made

observation. present.'

experiences were related.

o

iy,

i ?)::

At the end of the project, flftEEﬂ_ étﬁdents 
(deliberately selected from 'tbp, m1ddie_ andA bottcm'

to see their reactlons towards the

technigue.

In return. mixed responses - positive and negative -
were received. The tota! responses could be summarized

as follows:

- the pzer - evaluation discussion helped me to

improve my oral language

t -

-4
o ¥
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It made me feel more reéﬁohsibla for my own
learning.

There are times when I don't realize the
shortcomings of my paper until someone points
them out.

It helps delet unnecessary statement from my
writing and improve mistakes.

It helps give new ideas.

It helped me to be more critical about my writing.
It helped me to sense how difficult the task of
assessment is.

It helped me to cultivate some courage and
confidence.

4.5.3.2 Negative Comments

I seriously comment on my colleagues' papers
but they give negligible responses.

Most of the peers are indifferent. They are
not willing to help each other; so, they see the
task, as an obligation;

I can't trust the comments of my peers as they
are as ignorant as myself;

I used to receive conflicting advice from my
classmates;

I come to school to learn from my teachers, not
from my classmates;

Who am I to criticize others' work while I
myself am a poor learner;

Since I don't write well, my peers always

laugh at my paper and this hurts me very much;
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= I can usually diagnose the weak points but I am

uncertain about how to remedy these weaknesses.

From the positive comments section, above on
the whole, the students who were communicated, {ound
the peer assessment beneficial. It helped most of them

to see different perspectives about their topics and to

generate, clarify and develop their ideas. On  the
other hand, the majority of students- comments about
peer/group asssessments received mentioned student

ignorance, indifference and/or vagueness as the main

objectives.

4.5.4 Lisitations of the Peer

fcsescaent Task Observed

Time was a crucial problem in the class, specially
at the initial stage of the project. There were times
when the period ended just int he mid of the lesson.
For various reasons, it was not possible to persuade
the students to extend the group task outside the
classroom. Furthermore, the respondents’ reluctance to
scrutinize others and alsoc to receive others’ comments
were tough challenges worth mentioning. As could be
imagined, lack of sufficient language to communicate on
the part of the students was another notable problem.
Their limited experience in group work, let alone group
assessment, had its own good share in the problem. The
condition of the shy students, their freguent
reservation, is not a matter to be overlooked. The
learners were also occasionally heard complaining about
the illegibility of =ome manuscripts. Thus, for these
and other many relatively minor problems, a lot of

patience was expected of the teacher.
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CHAaRFFTER WV
Summary of Findings, Conclusion,

Inferences and Recommendatiocns

5.1, Sussary of Findings

The result of the pre-and post—tests administered
to both the control and study groups have been given in
chapter IV. The statistical test shows that there was
no significant difference in the pre—test scores of the
two groups. However, the difference turned out to be
statistically significant in the post—test scores.
Therefore, the null hypothesis that there would not be
any significant difference attributable to the adoption
of continuous assessment in the teaching of English to
the grade eleven students in government schools had to
be rejected at the post test level. Consequently, the
alternative hypothesis was supported by the findings.
The findings of the experiment have shown that the
continuous assessment approach has been effective in
developing the general English language proficiency of
Grade Eleven students at Bole Senior Secondary school.

This may suggest that:

1. The use of peer—group assessment, discussion, role
playing and so on helps learners to evaluate their
own language, practise the language, gain
confidence in using the language and develop their

general proficiencys

2. The relatively more relaxed classroom atmosphere
facilitates better learning;

B The more motivated learners make better progress;
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4. The learners in the study group were mare

motivated, interested and involved.

S. The students were showing more and more interest in
their lessons when they learned that their works
were given due attention and commented upon

sericusly.

&. Con-tinuous assessment was found to be effective in

improving teacher-student rapport.

7. Shy learners, as they often refrain from
participating in class activities, need special
attention and followup in continuous assessment
class. Otherwise, the teacher may misevaluate them

in the impression based assessment.

8. Continuous assessment appeared to be reliable and
more valid than one—off testing as demonistrated in

the qualitative observation and student questionnaire.

?. The majority of high school English language
teachers appear to have a positive attitude towards

continuous assessment;

10. The learners in the study group liked continuous

assessment.

11. The great majority of high school English teachers

are poorly informed about language testing.
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T Conclusion

It is difficult to give a conclusive answer to the
methodological problem associated with language testing
in general and foreign language testing in particular
in
any definite terms as stated in the previous chapters.
The teaching and testing process, moreover, is affected
by several extraneocus variables that are hardly fully
controllable and predictable. It seems reasonable,
though, to conduct, as Brumfit (1980:135) suggests,
"experiments which are loosely controlled, but which
are closely related to actual teaching situations...”
to see the relative strengths and weaknesses of

language teaching methodologies.

It was, thus, with the hope of finding a better way
in the teaching and testing of English as a foreign

language that this research was conducted.

To see the relative effectiveness of the two testing
methods (the traditional assessment and continuous
assessment), a randomly selected two groups were taught
using the newly prepared material but by employing
different technigues. FPre—and post—tests were
administered to both groups. Two types of
questionnaires were administered to the study group.
The self-assessment gquestionnaire was served twice.
Moreover, a few selected members of this same group
were interviewed. These were carried out to see the
validity and reliability of the new methods and to

assess the subjects’ general feeling about the study.
&
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An effort was made to consciously follow and nate
the major difficulties during the teaching period so as
to report problems related to practicality. The
teachers’ responses obtained through the questionnaire
were used as supplementary data. The teachers-
attitude towards the school English language tests as
well as their assessment practices and preferences were

surveyed through the teachers’ questionnaire.

To be honest, the researcher cannot claim
definitiveness as regards the teaching material used,
the questionnaires administered and the tests given.
But, it is felt that differences computed statistically
in the tested tasks, analysis made on the
questionnaires, observations made throughout the
experiment, as noted above, can indicate the general
trend as to the relative effectiveness of the two

approaches tested and general conclusions be drawn.

As outlined in the Review of Literature, the
arguments put forward by the advocates of continucus
assessment could be put in the following general
framewori. According to them, continuous assessment,
other than significantly minimizing the validity and
reliability constraints that are inherent in testing,
especially one—off testing, 1leads to successful
language learning by sensitizing the learner to be more
responsible about his/her learning and achievement
through timely and specific feedbacks. Moreover, it
leads the learner to more independent learning by
training him/her in self-assessment technigues. This
would enhance the learner’s motivation, interests, and

involvement which a language course demands.
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The exponents of traditional testing, on the other

hand, seem to be less informed about the above facts,.

prompt and specific feedback, peer—-group and self-
assessment, for example, are unknown to them.
Moreover, they don't seem to egqually realize the
existing relationship between language learning and

testing.

Thus, based on the findings of the study at hand,

the following conclusions could be drown:

Achievement on the post-test showed that the study
group was relatively better than the other group. This
seems to indicate that continuous assessment approach

is more effective than the traditional assessment.

The rank correlation test applied to the two
scores {scores from continuous assessment and scores
from the post-test, was found to be significantly high
thus revealing the reliability of continuous

assessment.

However, the observations made on the feasibility
ofcontinuocus assessement show that continuous
assessment  is unlikely to be applied in  the present

teaching circumstances.
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S.3. Inferences

The findings of this study could have strong
implications for learners at other levels too. Without
ignoring the many limitations of the present
investigation, the following inferences could be made

on the bases of the finding:

1. Students’ success or failure in acquiring language
proficiency depends on the way teaching materials
are selected, presented and exploited, and the
kinds of classrcom methodologies emploved. A

modest attempt has been made by the present

researcher to modify the teaching material to
fit to modes of continuous assessement.
Therefore, curriculum designers and teachers
should see to it that the teaching materials
are appropriate and meaningful and the

classroom methodology effective.

2. Better assessment results in better learning.

3. Felt needs sustain motivation and =o enhance the
students’ effort to learn a language.

3.4, FRecomsendations

In order to solve the methodological problems of
the teaching and testing of English both in schools and
institutions of higher learning here, many more studies
need to be carried out. Language testing, especially,

is among the least researched areas. Nevertheless:
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The preparation of a new interactive English text-

book for high school students is highly desirable.

It is essential to create conducive situations for
students to practise the target language in pairs
and/or groups where they can have opportunity to
ask and answer, discuss, imitate, suggest, comment
write and the like so that they can become
sensitive and responsible about their abilities in

different areas of English.

An effort should be made to give English teachers
who are currently on the job courses on language
testing in the form of seminars, workshops and the

like.

Institutions that train future English language
teachers and in-service teachers greatly need to
include language testing courses (with emphasis on
continuous assessment) in their programme. Even if
the proper or full-fledged application of
continuous assessment, as cutlined in the

Literature Review, appears to be less feasible at
the moment under the present high school teaching
circumstances, it is felt that it could take some
apparently manageable forms. For instance, more
number of, if not frequent, tests could be

administered; the class teacher ‘s recommendations

could be made accompany the pupil ‘s test scores.
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fAs regards the senior secondary final English
achievement test scores {the ESLCE English
Scores),for the immediate future at least, they, as
suggested by Dejene (19%0), could be made to
reasonably consider the senior high school (9-12)

average marks in English.

Nevertheless, among other things, the increasing
amount of theft or cheating practised during exams in
schools, could challenge the validity of such

practice.

5. An attempt is to be made to make available
resource literature on English language testing at

school s.

&. A solution be sought by the concerned body to
motivate teachers by upgrading their living

standard.

7. A large number aof English language teachers be
trained to reduce the bulk of work of the present

teachers.

8. English language teachers training institutions
should attempt to establish 1links with high schools

=ta’ that they can have a direct access toc take and train
the bright students in English, irrespective of their

background in other disciplines.

. Continuous assessment should be tried with English
1language teachers and with larger number of students
for reasonably lenger period of time before it is

put into any implementation.
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Introduction

1. ZTook at the title of the passage and write down what you
expect from the passage.

UInfamiliar words

D e VI S TR Ce R T B

. restrain - hold back from doing something

2. wicked — morally wrong or sinful-like for example theft.
3. attitudes - views, outlooks '
4, circumstances - conditions

5. come to terms with - handle it in the right way.

Animals, as a rule, have no sex problems. When they feel
sexual desire, and there is a chance to satisfy it, they just
go ahead and do so. They don't have to wait until it is proper
for them to express their sexual feelings, But in the complex
arrangement of human society, this would create terrible
confusion, Consequently, through the long sges, men have
learned that sexual desires have to be controlled. Just as we
have to learn to wait till meal-times for our food, and not
take things that don't belong to us, so we learn to restrain

our sexual feelings until the right time to satisfy themn.

Some people, in fact, have gone further, and taken the
idea and_feel guilty about the desires they sometimes have.
As a matter of fact, these desires are perfectly natural. A
young person who never feels such desires would be quite
unusual, There's nothing wrong about sex feelings. Sex only
becomes wrong when it is wrongly used.

That is easy enough to say. But when it comes to deciding
what is right and what is wrong in using sex, we are faced with
many difficulties. One reason for this is that we are living
today in a world where some of our attitudes are changing

rapidly. For example, sex just wasn't talked about in the time

of our grandparents. It was hushed up.
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So far young people growing up in the present age, what
to do about sex is quite a serious problem., They have to
face the long wait for marriagc that their grandparents had
to face. But they do so under circumstances in which their
sexX feelings arc constantly being stimulated to an extent
which is much grecater than it was in thc past.

During the past century, sex has been brought more and
more out into the open, which has provided a wonderful
opportunity to satisfy people's curiosity. Eventually this
has been used by advertisers, publishers of newspapers and
magazines, and organizecrs of entertainment to rouse people's
interest. Sexy pictures, it has becn found, catch people's
eyes; and sexy talk makes them listen. Since a great many
people in the world earn their living by getting other
people to listen to what they have to say, or to look at
what they have to sell our world has gone rather sex-mad,
Gradually we will get over it and recover our balance. But
for young people growing up at this particular timc, it must
be rather confusing. For their own sakes, they must be
warned that there arec a good many other things in life that

matter, as well ss sex.

We must, then, comec to terms with sex, and put it in
its right place in our lives. All of us must do this,
Unless we do it, we may suffer a good decal of unhappincss.

ENE pp. 79-80

EX. 6:1 Refcrence cxercise (pair work)

e e = o

ggﬁggggé - The items in column 'A' scem to stand for

the items in colunn 'B'. Deecide which stands for which
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A

..this (par. A-linc 6)
..this ideca (par. B, linc 3)

desires (par. B, linc 4)

we (par. C, line 4)

their (par. D, ligsz 5)

they (par. E, line 10)

they (par. E, line *5)
adverisers (par. E, line 4)

o

C.
d.
S
f.
g
h.
i.

B

the young
scxual fececlings arc

sinful

a grcat many people

pcople
animals

human society

sexual

animals' kind of sex

radio,

tv, newspapers,etc.

Ex, 6:2 Inference exercise (first individually then in

pairs)

Read the passage carefully before you attempt the following

questions.

1e

et e v

1
]

The second sentence in the first paragraph "They don't
«ss sexual feelings'"., suggests that

(a) it is =always proper for them
(b) they are not as fartunate as humanbecings
(¢) they don't usually have the chance
(d) they arc not properly trained regarding sexual

practices.

The phrasc '... through long ages...' in paragraph A

implies that:

(a) men gencrally live longer than animals

(b) it usuelly takes a rclatively longer time for a human
offspring to start practising sex.
(¢) humanbeings learn from their life cxperiences

(d) humanbeings were created before arimals.

—

After reading the passage, would you describe it as:

a, critical
b, factual
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¢c. humorous

Base your answer on evidence(s) from the passage.

EX,6:4_ Understanding the writer's style (pair work)

1, Is the writer (a) subjective (b) objective (c) both
in his point of view ? support your answer(s) by evidence
from the passage.

2, What would you say about the following expressions in the
passage: '
(a) ... 'a wonderful opportunity ...’ (par. E, line 3)
(v) ... *gone rather sex mad.' (par E, line 12)
(¢) ‘For their own sakes ...' (par. E, line 16)
Do you think they have anything to tell us about the
writer ?

3. What can we say about the writer by closely looking at
the flow of the story ?

(a) he is getting msturer & maturer through the develop-
‘ment of the story

(b) HWe seems more concerned about the end.
(c) He becomes more impersonal about the end.

discourse markers

e S - Pt o ¢ o e . g S

discourse markers provide essential elues in undergtanding
a text. Sece if the following have helped you to '
wunderstand the passage.

(i) ... further ... (par. B, line 1) - indicates a lerger
gap in view,

(ii) But ... (par A, line 5) — used to show 2 contrast between
animnal & human sex practises

(iii) Eventually. (per. E, line 4) - used to shew the last
phase in publicity eof sex.

(iv) since ... (par.E, line 10) - used te reasonout.
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Ex;éii (pair work) Find out scme more markers and explain

T S G ) - A W B -

their fgnctlon in thc_g§§§§§3.

ot et St T b

Tach of thc fonllowing statements roughly summarises cnc nf

the paragraphs in the passage. After having r:cad each
paragraph carefully, try to match the summary sentence with

the corresponding paragraph. Write the letter of the paragraph
against the numbecr of the summary sentencc.

1. Sex had becn publicised beyond the limits, in the pasti
contury.

2. Animals, unlike humanbeings, have no sex rules.

3. Despite some pcople's extheme views, sex feeclings arc
quite natural,. :

4, It is very difficult te fcrmulate working rules for
sexual practices.

5. When comparcd with their predecesscrs, the youths of cur
time suffcr from serious sexXx problems.

Fx.6:6 Detail reading (first individuslly then in pairs)

T P L e Ty T Ty i e e S

Rcad the passage carefully befere you attempt the fellowing
questions. Chcosc the best answer frem the given alternatives,

1. According to the passagec, cur grandparonts:

a. used tc have carly marriages
b. wcre not prectising sex befcecre merrizge
c. werc engaged at cld ages.

2. Vhich onc of the follecwing did not contribute tc the
stimuleting of scxual feclings of the pecople in the past,
according to the passage ?

a, sexy pictures b. night clubs & the like
c. magazines d. none



3. The opening of the passage:
a, comparcs & contrasts humen and enimal sex
b. comparcs thc diffcrences in sexual practices betwcen
the youth & adults.
c. advises us to imitatec 2nimels regarding our sexual

bechaviour.

4. Which eone cof the follewing is untrue about the passage ?

a. Human sex, like humen meals, should have its own
place & time, othérwise it mizht appear as immoral
as theft.

b. sex was a sceret a2ffair during the time of cur
forefathers.

¢c. our time is suffering from =2 serious sex crisis

d. the writer ecalls for mecre sex-freedcm.

5. Which one of the fellewing issues is net raised in the

passage ?

a, Scx, being cne cf the most important meral issues,
nceds cssential ceonsideration,

b. Animal sex is anarchic in a human eye.

c. Sex is a wicked sccial practice

d. It is abnormal for a young men cr woman to have sex

feelings.

nx
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6:7 Vocabulary practice (first werk individually, then
groups)

The fcllowing words arce 21l taken frcm the passage. First
decide to what part of spcech (i.e. ncun, verb, cte.) they
belong as they appear ncw., Secondly identify any additicns
(i.c. prefix or suffix) that arc mede tc the werd. Finally
decide to what parts of specch the werd (roct werd) belongs
without its additions. One is dcne for ycu. Take care cof

your spelling.

cxample - unhappiness

Step 1 - unhappiness (ncun)



Step 2 -~

Step 3

Qs

unhappiness un (prefix) happy (roct word) ness
(suffix)
- happy (roct word) adjective

Write your descripticn in the bexes prrvided at the right

column fellewing the exomple.

C.E.
unhappiness
1, sexual
2, arrangcment
3. confusich
4, consequently
5. guilty
6. perfcctly
7. natural
8. unusual
9. eventually
10. advertisers
11, entcrtainment
12, wrrngly
13. casy
14, deciding
15, difficulties
16. rapidly
17. feelings
18. stimulated
19, wonderful
20. cppertunity
21, curiosity
22, Tegcver
23. ccnfusing
24. circumstances

R ——————————REE SRR A e ittt e it

Step 1 Step 2 Step 3 _

T S Yt S et et e ] B 5 Bt S N T e vt et e Bt § R v

noun un(prefix) happy(roct) happy (adj.)
ness (suffix)
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Ex. 6:8 Pair work (sec if ycu can grcup the following werds)

S o

Sing wcrd Comprund werd Phrasal verdb

cg. Newspapers

1. grandparcnts

2. hushed up

3. sex-mad

4, get cver

5. come te terms with

Ex.6:¢

e — Ty

The meanings cof the werds in coclumn 'A' is given under
cclumn B, Match them and discuss the snswers 1n groups.

A B

—— e e

]
.

1. restrain cverceome; recever from

2. wicked cenditicn of a person cr en event
3, attitude

4., circumstance

-

excite; quicken thought

in the end
hold back
way cf fecling or thinking

5. stimulate
6. eventually

T« £&t over wrong; immcral

5 Mh H o0 &0 O

prevent frem being knewn

Ex. - Word practice (pair work)

Below arc werds taken frem the passage. Complete the
sentences by checsing the right werd froem the list. Meke any

necessary changc.

curicsity ccme te tcrms hush up
feel guilty satisfy rostrain
1. He about thc erime he committed.

B —— f——— "

2. Tadesse sprang on his foc beceause he couldn't

his ancer.
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The misdecds cf the officials should ro lenger be .

They must be publicized, whencver they occur.

The manager askcd me o few questicns, just to

Y et Bt B Bt g e e

his :

o o

They are unlikely as they have a lct cf

—— R & ¢ e Bt s e

divergent vicws.

Ex.6:10. VWriting practice (ccmpare ycur writings in group)

e e bt Bt T bt R Bt e et Bt P e

React tc the passage in any way you feel. The fcllewing

peints mey hclp you te frame your writing. However, you are

frce to devise ycur cwn frames.

1
2.
3.
4.
5.
6.

Humen sex shculd ncver be compared with enimol sex,
Premarital-scx is 2bsolutely impertant.

Jcx should be enjonyed only aftcr marriagce.

Outside marriage sex (adultery) sheould be discenraged
Sex should nct be advertised.

Sox pietures arc harmful/helpful tc sex.

Eeo.1e Human sex should never be comparcd with animal sex,

society, fcr their creater taugcht them to kcep it sacred.

after 21l they oare quite diffcrcnt entities. O0Of course,

larger menimels rescmble humtns in mony biclozical
aspcets like breathing, bedy build, birth giving, bloced
circuleticn, c¢te. Yet a fundamcntol diffcrcnce exists
betwcen them. Abcove 211 humen beings are meral beings
created in the image of Grd with o specizl faculty of

thecucht while animels are esscntielly instinctive beings.

And scx is ohe of the cardinal moral issues in humon

humen sex must be (thouch meny violate it these days) rule

governed and privatc - ncver tc be practised before cor outside

marriage. But the instinctive animalbeings ore crecated tc

practice scx in their cwn ways - frecly ond without cbscrving

any moral laws, Thus humnsn oand snimel sex should nevcr be

mixed.

Thus



25&%9@59& Asking fcr a xfavour
Complete the dialogue (poir weork)
Twe fricends, A & B, have just met in the street. Scme of the

words in their conversaticn arc missing. CCen yocu guess what
they are %

A: Iisten. Do yeou think you eculd 1 me a favcur 9

B: What ¢

A: Well, I was __ 2  if you cculd put me up for a few days,
B: Put you up for a few days ? Oh.

A: Tdon't __3  to ask. It's just that ... wh ..,

B: The prcblem is that my flat is sc small., There's hardly

any space.

A: Yes, I know. But _ 4 I say, it'11l cnly be for a few

o o et e

days.
B: Well, tc be 5 with you, it would be very

T g St g e st B¢ B

inconvenient, just at the mcmcnt.

Az Oh, I sce. Well, I just thoucht I would =2sk. That's all,

B 6 v e YTu understand. Uh ... if thcre's anything
;I;;_i‘;an de, just tcll me.

A: Well, 7 ___ - You ask, there is just cne more thing,

B: Oh ? what ?

A: Dec you think you could _§_"“__r_"um [c scme money 9

B: Well, thet G ¢ how much ycu necd.

A: Just cne hundred birr.

B: 100 birr ! I'm terribly scrry, but I don't think I can

manage that much. I'm rathcr 10 cf moncy mysclf,

T —— e e e ——

at the mcment.

A: Well, what 11 50 birr then ? or even 40 birr.

B: Hmm. Just let mc have a lcok in my wallet. MNew that's
strange ! I 12 tc have come cut without any

e el s —

money at all, Uh, cculd I 13 you a favour ?

ek == L —



A: What <2

B: I have to get home cn the bus & I nced 50 ccents fcr the
14 .+ Gculd you let me have it _15

St B e e r— p——

tomorrow %

Ex.6:11. These arc the missing werds but where deo they belong ?

o " D v —

a. since f. wondering k. hocnest
b. Secenm g. short 1. lend

c. do h. hcpe m. ask

d. about i. 1like n. as

e. fare jo until c. deepends

Asking fer_a favour

® The request for faveur may cither be welcomed cr declined.
The fecllewing forms can alternatively be used. Beware
of the situation.

. Do me = favour, will you ?

I was wandering if you could do me a favour.

Would it be possible for me to use your phene for a moment?

411 right if I use your phcne for a mement ?

v B~ W N
.

. Listen ! Thc banks havc closed & I'm ~ut of mecney. C2n

you lend mc scme until tomorrcw 9

6. I've suddenly remcmbercd I fcrgot to geo teo the bank this
morning. Do you think ycou cculd pessibly lend me scme
money 7

* Tuncticn: Invitation

T T T e B e i B e o e e P Dt

Leck 5 the fellewing styles of invitation which are same
in ccntent but different in degrce of fermelity. Write
'"formal', 'lecss formel' or 'informal' afger each one of
them.

1. Ccning to my party tomcrrow ?
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2. I am giving a party tomorrcw. I hcpe you will be able
to cone.

3. You are cordially invited tc a party at our schuel lounge
at 5 p.m. tomerrcw,

Chence thc fcrm  (grcup werk)

Herce arc scome infermal things a goced friend might say
to anothcr. Without changing the mcaning, meke them

b — — — ——

them tc an nlder pcrscn ycu don't know very well,

Cup of coffee ? 2. Lerd mc some money, will you ?

« I'm payinc fer lunch 3. No, nc. You .eli' t park there
If you are geing tc the post c¢ffice, take this for me.
Get the dog out of herec.

Leave your umbrella in the hall.

N O W
L]

Turn off the lights befrre you leave the cffice.

Writing

Now try to write out mere formsl nctices, such as you would
sec in an office, strect or shop, for sentences, 5, 6 & 7 above.

Writing Skills

1. Complete thc gaps with: (2) althecush b)) 2s socn as
(c¢) Dbefere (d) despite (e) hewever (f) inspite
() since.

Dear sir;

After watching the discussion about bexing cn televisicn
last night, I fclt I must write to you, i I saw this

S s e s = —

programme, I had not given any thougsht to the dangers of boxing.
2 , thanks tc your programme, I'm now kcenly aware

e B e et B ot

of the dangers, particularly of brain damage. 3 the

e B — ——

coverament seems unwilling tc ban boxing 4 the
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evidence that it is harmful, it scems that the gencral public
must mekc 2 stand.

I am particularly concerned about the dancers tc young
boys whe attend bexing clubs. 5 they step into a

rinc, they are in Ganger. But, 6 of the publicity
about the harmful cffcets of boxing, parcnts still let their
sons attend these classes. 7 I btelieve that pecple

should be frec to choosc their own sports. 1 fecl that boxing
is not a sport and should be banned.

Writing task (egroup werk)

Write a letter to Ato Selamu, giving your views abeut the
dangers of boxins. Here is the beginning ¢f cach paragraph
of your letter:

Dear Ate Selamu, - - = -

I was interested te rcad ycur lettcr abcut the dangers
of bexihg, Ih .Gy ¥View, . : .

I can understand ycur ccncern feor children whe ge to

bexing classes. My own opinirn is that o . . .

Dialecgue

ficcording to Jambo's mother, Jambo & Jimi had a conversation
like the follewing -sometime in their ycuth Jambo in particulsr,
uscs scvceral examples cf what is usually called 'bad grammar'.
Jimmi mekcs 2t lcast one mistakc. C2n you identify these

et et et Tt

cxamples ¢f 'bad grammar' ?

Jimi: I dcn't want tc kill ncbody Jambo.

b s

Jambo: Me ncither, hcney. I den't like Killid *and

—

shoctin' any more than you do.



Jimi: Well then, why do you carry so meny guns around ? Why,
ycu have encuch revelvers & rifles & shotguns for a
wholec army !

Jambo: Wecll... uvh... I kecp 'em just in casc I need ‘cm.
And I never use 'cm, hcney, unless I have tc.

Jimi: You mean, like when scmebody tries to stop you from
robbin' him %

Jambo: Ycah, and the way I lcock at it, if scmecne gets hurt,
then it's his fault, not mine., 'Cause 1 always @ésays,
Now lock here, mister, I don't wanna use this thing,

sc dont't make me !

Jimi: But ... but what if 2 pecliceman tries tc stop ycu
when youre reobbin' a bank ?

Jambo: That's diffcrent, hconey. The police're different!
They ain't crdinary people like you & me.

Jimi: But they're : nly dein' their job, Jambe.

Jambc: Yeah, honcy. And I'm only doin' mine. 4nd if the
police come rcund, puttin' their damned noses in ay
busincss, it's their fault if they get shot. Understand?

Jimi: Well ... I'm not sure if I do, Jombe,

Jambc: Doen't werry, honey. (laughs) You will' (laughs again).
You will,

Discussicn & interprctation

o T e B et et g it

1. Which ¢f the two dc ycu think was more worriec about

using guns ? Give reascns fcor ycur answers,
2. What arguments can you think cof against Jambo's arguments?

3. Though hc is mad of killing den’t you think that Jambe
is a just killer ? Why ? give ycur reascns.
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‘te farous Yings of New Sthiopia (Form .)

leneliz IT and Naile Selasse I were famous Kings of the
New Bthiopiz - %2 United “thiopia. They grew ur in a wealthy
and powerful Lmhara family. 3oth entered national politics when
they were youns, fenelik became aing of Zthiopia in 1880 Z.C.
at the age of 45. xaile Selasse was crowned in 1923 E,C, Both
were great dinlomats, warriors, Christians and moderniyers.

Unfortunately the latter was assasinated.

Coherence practice

cask 5: .dding information to form (C)

Copy fern (e} on a picce of paper, and add this information in
logical places.

-

i. Additioral i-“srmztion about lienpeli% the II

- bten2lik wags born irn 1835
- Tlis fatiher was the {ing of Showa
- te lived Zer 74 years

- de died in .cddis in 190¢%.

W]

» A4dditiornal inforzation about Xing Haile Selasse

)

5.C,

- laile 3e¢lasse was born in 1885
- 1lis rame was Teferri before being crowned
- Ee died iz .ddis in 1882 %.C.

-~ He was the gevernor of Garar before his emperorship.

Ldanted frem - From Yriting to Composing

by Ingram and Xing, 1088
pp. 25-32

Level -~ Gpede eleven
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Draft . by class

Wirhty peonle are in my Znglish class. They come from
eight differert provinces. They have fifteen different languages.
Four them raraly .mharic, Cromo, Tigrigna and Guragegna are
among the widely spolte., They range in age from 16 to 30. Seventy
of the student arc single ard ter are married. +Twenty of the
student live alcr2, ten live withroomates. The other live with
varicus members of their families. They are interesting group

of pecple.

Jraft 3 Ly Class

Zighty peonie are in my iZnglish class. They range in age
from sixteer to thirty. 3eventy of the students are single and
ten are married. they come from eight different provinces.
Twenty of the students live alone, ten live with roommates and
the rest of thens live with various members of their families.

I am a member =f this last group. They are an interesting group
of reople. azy have fifteer different languages four of which
namely: lshoric, {romo, Tigrigna and Guragegna are among the

widely spck:=n ores.

w2zson three: The famous Kings of Kew Ithiopia.

fask i: Zictogloss

cfalke brief rotes while I am reading the passage (it will be
rz2ad tree times). “her you are finished, compare what you wrote
with the following form in the box. TJefore compafing your note

—

with the pascoge in the box, write it in the ferm of a paragraph.
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Lesson two: Task i: data compiling

Urgapize the following information on the following summary sheet,

‘rite the totals and averages.

Summary sheet

1. Total! nurber of pupils in the class cecaas

2. BSex: maieB ...v... females .....

3. Age: maximu- ..., minimum ..... average .+...

4. Total number of provinces they come from ....

3. First languages ..... list the widely spoken ones ....

6. Hrarital status: married ....... single ..... divorced ....

separated ... widowed ......

7, Living situation: alone ..... with roommate (not family)....

with farmily sorbers .ee...

8. Length cf time here in Addis: maximum ..... minimum asen

averafe ecoeo

Task 3: ‘Uriting an article to the school news paper.

Use the stiatistics from the class summary sheet in activity .
in your articlzs, Fay attention to organization. Put related topics

together.
Ly class

leaza wrote ths first draft or her article called 'My class'.
She read it severz! tires and decided to re=ise it. She wrote

arother draft. T:ad her drafts and answer the questions.
1. 4re the two drafts alike ?
e Lre the twe drafts different 7 If yes how ?

3. ‘“hich draft do you think is better ? “hy ?
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il e L T,

Imagine you wcre a clese fricnd of Jimi or a mcmber of
her family & that you knew that Jombe hed already been
in treublc feor stealing csrs and other thines. How weuld
you try tc persuade Jimi that Jambo was nco zced for her 2

or what would you actually say to her ?

Listening and blank-filling

ot o s ey et o bt o 7 St et BBt o 1

(first individually, thcn in groups)

Complete the fellcwing by writing one or more werds in

cach space as you listen to the talk,

When a student takes notes in a leecturc he 1

dc your things. Firstly, he has toc understand 2 .

o et S o e

as the spcoker says it. He 3 — . Step the lecture

in order to look up @ new word cor check an unfamilar

sentence _ 4 . Th¢ sceend thing the student
has tc do is 5 _ —__ what is impcrtant in the
lecturc, Thc third task -5 thc student is
that he has tc _7 the important pcints.
Finally, thc student's nctes must show 8 e

betwecn thc various prints e noted.

S B e T B 3. - B
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UNIT SEVEN

T et b i - P B

Calendar

—— —— i ——

Introduction (pair work)

1. Look at the title of the passage ard (i) jot down what

you expccet from the passage.

(ii) Write down the kinds of words you micht cxpect to
mcet in the passage.

ngamiliar words

et Bt Y ot et e o

1. adapt - @makc something suitable for a new nced by
changing or modifying its original forms or
contents.

2. ignore - give no notice of eg. When I waved my hands to

Tamiru, my boy friend, he ignored me and gone.

3. decree - give an order which has the force of a law.

The Gregorian Calendar has its origins in Romsn times.
was set up in about 713 B.C. It consisted of ten months,
comprising 304 days. The months were called Martius, Apriis,
Maius, Junius, Quintils, Sextilis, September, October,
November and December. The names of the last six months céme
from the Latin for five, six, scven, eight, nine and ten.

The month of M2rtius was named after the Roman god of war,
The origin of the name Aprilis is unknown, though scholars
have made guesscs as to hew it came into being. aius is
named after a godess, laia, the mother of Mercury, who, with
wings on his heels, acted as the messenger of the Roman gods.
Junius is probably called after one of the Roman tribes.

Since the calendar covcred cnly 304 days, sixty days of
each ycar were left out. These days were ignorcd because
they were in wintcr, and the people could not farm.
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Then politics came into the picture. A king added two
extra months to the beginning of the year in order that he
might have two e¢xtra months in which to ccllect taxes, and so
that the public officials might stay in office two months
longer. Thce two months were called Januarius, after the
two-faced Romangod of beginnings and endings and Februarius,
after Februa, a special fcast held durinzg that month.

By the time of Julius Caesar, about 83 B.C. the calendar
had become inaccurate. It was three months shead cf the actual
seasons. The calendar said Junc, but the weather shcwed it was
actually only Warch. This was because the criginal calendar
consisted of 304 days, plus the 60 unnamed days, whereas wc
know it takes the ecarth 365 days to revelve arcund the sun.

Caesar decided to reform the calcndar. He divided the
year into 12 months of alternately 30 and 31 days, except for
February. February was teo have 29 days except for every
fourth year when it was to gain 2n extra day. He alsco changed
the official beginning of the year from March 1st toc January
1st. In order to correct the errcr of the three months in the
0old calendar, he decrecd that particular ycar, 46 B.C. was to

have 445 days. The Romans called it the Year of Confusion.

A fcw years later, the Roman renamed Quintilis,; Julius,
Afterwards, becausec Julis Caesar had a month named for him the
Emperor Augustus renamed Sextilis for himself. Augustus; as
the month was called aftcr this decision, had only 30 days,
and Julius (July) had 3*'. So that July would net be longer
than August, the Empcror tcek a day frcm February and added
it to August, giving August 31 days, but leaving Fcbruary with
only 28. And sc, during the time of Augustus, the months had

P et S et R o e 3

The Julian Calendar, as it was called, was used for 1,500
ycars, but it was not completely accurate either. By 1580,
it was 10 days ahcad of wherc it should have becn. In 1582,
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Pope Gregery XIII decided to correct the misteke by dropping
10 days from the October in that particulsr ycar, and, to
prevent the crror ever cccuring again, he decreced that
February, which normally has an extra day every four years
would not have this cxtra day in the years 1700, 1800 and
1900. That is, if thc first year of s new century could be
divided by 400, February wculd have 2C¢ days, as was true in
1600 and will be true again in 200G, but in those years, such
as 1700, 7800 and 1900 which =re not divisible by 400,
February wculd have cnly 28 days. This new calendar was

called the Gregorisn Calendsar,

Thus the Gregorian Calcndsr is derived frog the ancient

Roman one, and even our word ‘'calendsr' comes from the Latin
'calends', the name by which Romans called the first day of

each month.
ENE Grade "1

pp. 20-G2

Lx.7:1. Scannine exercise (pair work)

Read the passage quickly and match the items in column 'A!

with those in column 'B'.

A B
*, about 713 BR.C. a) 1500 yeesrs old
2. Martius b) the first day of each mconth
3. Maius ¢) the first Roman Calendar
4, Junius d) gecd of war
5. Januarius e) =2 special feast
6. Februa f) Foman ged cf beginnings & endings
7. Julian calendar g) the mother of mercury
8. Calecnds h) Onc of the Roman tribes.
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Scme writers usc a deliberetely cemplicated style in which
it mey be difficult to distinguish, for example, main
clauses frem subordinate clauscs. Othcer writers arc
unintentionally obscurc. Thc effcet is thet it is
difficult to hcld the gencral scnsc. But these leng &
ccaplicated scntences can be simplified. By deing sc onec
can help his understanding.

Example

See how the third scntence in paragraph 'G' can be
simplificd by simply dividing the scntcnce intc smaller
parts.

In 1582, Pcpe Gregery XIII dccided tc correct the mistake

fer ever.

He dropped ten days from the Octeber of that particuler

year, .

He decreed that Pebruary, which normally has an extra day
every four years, would not h=ve this extra day in the
years 1700, 1800, & 19CC. Of course, during year reading
you den't necd to rewrite such sentences. To save tine,

ou can simply put marks in mcanineful parts ¢f the sentcnce.

Now with .the fellewing sentences, sec if this dividine
technique can assist yocur understending,

Paragraph A - scntecnce & 2. Paragraph C - sent. 2
Paragraph D - sent. 4 4. Parscraph F - sent. 4

Paragraph G - scnt 4
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Ex. 7:3 Reacding feor gist (matching)

e e e et Y

Find the paregraph in which the following points prcvail

o s ——

“parag h “ber
1. The last gccurate calcnder emcreed _parsgrapa number

2. The division of a year intc 12 months

3, The first obscrvation of calenderal

inaccuraci’es
4., Twce ncw nonths added

5. Discussed about the crigin of the

names of months

6. Two months named =~fter their

cmpercrs

Tx.7:4 Discoursc_markers (First individually, then in pairs)

Identify discoursc merkers fron the passace and greoup them into

one of the fellowine cclumns.

Discoursc marker Purposc rcsult reason contrast conpari-
son

1. co£. since (par. B)

2.
3.

£x.7:5. Dcfoil rcading (first individuelly then in groups).

P B P o i w—— T T—

Rcad the possage carefully, befcre you attenpt the fellowing

questicns., Chooese the bost answer.

1. Which cne of the frllowing is untrue abcut Julius Caesar 7

a. Fo decreed the ¢fficiel beginning cof the year January
first.
b. He reformed the ¢ld calendar.

He nemcd a month aftcr his name.

[e]
3

He wos the oppcenent of the 'year of confusion'.

Tl
.
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Which one of the folleowing i3 falsc abeut the passage ?
Why °

Fcbruary is the most unfertunate menth in the histcry of
calendar.

60 days werc ignorcd in thc prcvicus Roman Calendar as
they were tho unpreductive parts c¢f the Summer scgason.

Politics playecd 2 relc in the additicn of two mere months

te the cld ten.
The Greck Calendar was on adaptation of its Remen forunner.,

Which cnc of the follewing is true abcut the passage ?
Why ?

The lastly added twe months alwaeys sppear at the end cf
cach ycar,

During the time of Aucustus the months had names clesely
resembling those now scen on cur Etkiopian calendar,
Pope Gregory's Calcndar is the lcest inaccurate.
'Calends' is 2 ILatin word meaning the beginnine of the

ending of cach month.

Which onc of the follewing is not true ? Why ?

In the year 2000 and after, February will have 29 days
regularly as was the case in the 1600.

Komen calcndar is the ancestor of mcdern Gregorion calendar.
It takes thc scn 365 days tc revolve arcund the carth,
The namcs of the last six months cemnc frem the Letin for

nuibzcrs five teo ten inclusive.

Ex. 7:6 Open questions (first individuslly then in groups)

i I ot e s e B i

l.

Cen you tell whcther the ruling systcm of ancicnt Home was
monarchic, democratic, chiefteoin or cthcr ? support your

answcrs by cvidence(s) frem the passeaze.

Do we find =2ny clucs in the pessage that tell us about the
sceinl activities practiscd in the 2ncicnt Rome ? Write

any account ycu kncew abeut sceial activities in thc leng



past Ethiopia. Comparc your writinge with thet of your friends.
Sce if therc are any similarities betwccn ancient Ethiopia

& ancient Rome.

Ex.737 Vccabulary focus (zreoup werk)

e e S

Substitute the fcllewing words and phreses frcm the passage
by other similar werds you know thet can fit tc the context,

l. sct up (par. 4, linc 3) 2. abocut (par. D - line 1)

3. during (par C - last line) 4. came intc the picture
(par C - line 1)

5. ahead of (par. G ~ line 3) 6. official beginning

: ar. ine 6
7. cvery fourth year (par. I, linc 4Sp E, line 6)

Ex. 7:8 DMcchanics (First individually & thcn in gcroups)

Yot T

Identify the wcerds written in bleock or capitel letters & group
them under the follewing headings:

ame c¢f Neme of Title Name of Name c¢f Mame cof Openine Othcrs
pcrson place god cr dey Menth of =
thing _Sentence

Tt et et et e e -7 S S e ¢ W ¥ e+ By . P W - B bt — T Yt i s

. What dc you netice abocut the rules in capitzlization from

the above exercisc.

Ex. 7:9 Yiriting task (pair wcrk)

Scmetimes scme words arc deliberately cmitted by writers.
For cexample in the above passage we find a2 sentcnce 'The
first Roman Colencar, adapted frcem that of the Grecks, wses



sct up in abcut 713 B.C.' (par. A - line 2) in which some
part is missing. (1) identify the nissing” part & reowrite
thc sentence using the missing itoms,

2) identify similor mcdcels from the possage o2nd dr the sane
with then.

3) whot dc¢ yecu think sbrut the meaonine of the sentence with

o

& without the missing parts ?

Excreise  7:10  (pp. $3, S4)

Structure: Conditicnals (I & II)

vt

Theft in Addis

It is truc thet mnany housces arc brokcn intc in Addis
cverydey., All day and every day burglars arc breaking inte
hcuses and stealing uncountablc invaluable things, thc Addis
Abeba Peclice head quorter reperted. Hewever, the pelice
believe that, if pceple in Addis wcre mere coreful and adopted
scae simple precauticns,; there wouldn't ke sc many burglaries.
The policc rccermmends the follewine precautions useful to

safecucrd cne's hone during his or her ohscnce:

1. Ask 2 neighbcur tc keep an cye cn yeur heme wheonever it
is uncccupied, cvcn if you =rc awasy feor cnly s nicht,

2. Arrenge for @ neichbour to held ycur key.

3. Dc ot drew your blinds & curteins. This acdvcrtises yeour
abscnce.
4. Sece that 21l your lecks end windew fastenings ere in good

conditicn ond before lecaving make sure that they sare

lecked and sccured properly.
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5. Lock 211 cuthouscs and put oway all garcden tcols,

6. Deposit valuable itcas at your bonk.

Txcrecise: A: TFill in the follrwing blenks., The first cnc

Bt e e et e Y o Yt

is dene for you.

1. There weuldn't be sc many burglerics, if people asked

their necighbours to keep an cye on their hemes while

thoy were away.

2. There wculdn't be s¢ mony burglarics, if pceple ... sSone

simple precautions.

3. There ... be sc meny burglaries, if pceple ... feor
neighbours tc held their keys.

4 » ThCI'G ° . . . 3 lf ‘DC."' ple . . . blinds

and curtains.

- TR . . « 4 if pecple . « .+ « 8nd . .

all their windew fastonings.

e w . all cuthcuses and

6. - L] ° . L] L] L] § L]

T all gsarden tcols.

et - ot o o

" If you were the only cirl in the werld
and I were the cnly btoy,
ilothing else would matter in the world teday,
We could fo on living in the same cld way.
If ycu were the cnly =irl in thc werld

and I were the cnly bey.

Nurscry thgg

If all the wcerld were paper,

and all thc seas were ink,

if all the treces wcre bread & checse
What wculd we have to drink ?
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Excrcise B: (1) Idcntify the type of conditionsl used in

o —

avsve texts.

(2D Give rcascns for your answer. Compare yours
with that of your partner,

Excrcise C: Below 2re cncrgy saving suggcstions. Change

B Lkl ]

4.

them to appropriante conditional type sentences,
You can nake use of the above exanples.

Seve around five gallons o day in the least by planning
your trips carefully.

Always savc =2 reasonable cncrgy, irrespective of the
distance; by finding thec best rcute - one with the
least sncunt of turns & stop lishts,

You 21so can save your cnergy by combining short trips -
i.c. by climinatine those that can bc handled by telephone
oy letter.

It is =21sc quite possible to save ycur encrgy by sharing
rides or forming 2 carpool.

Excrcise D: Write Truc or false aftcr the following (group work)

e et o Bt e i B 4 o S B

Give rcascns for your answers.

After "if" we use thc ‘skort past', not ‘would'.
There are no cxceptions toc the statement in (No. 1)
'‘Condition ITI* oxpresses a condition in the past.

'"Condition II' expresses an idea, not =2 fact.

Exercise E: Put a thick ( ) in the column of 'Fect! or

Fantasy' against cach of the following sentecnces.

One is done for you.



_Fact Fantasy

1., I am 1.7 meters hizh
2. I haven't got nmuch money.

3. But if I were rich, lifec weould be a bed
cf roscs.

4, The world depcnds on oil.

5. However, if there weren't any cil, we
could lead @ simple happy life.

6. There are 2bout 2,000 different
lancuages in the world.

7. If cverybody spoke the same language,
there would be nore cooperation & not

so nony wars,

Excrcise F. Think of five conditions that msy happcn in the
the future write them down usine 'if'. Then
comparc your writinscs and discuss the grammar.
Follow thec exanmplc,

Er. If I passs the ESLCE, I will -0 tc college.

Exercisc G: Think of @s meny conditions as you can that are

always truc. Write them cdewn using 'if'.

Sce the example. Compare your writings.

Ec. If you aix watcr and oil, the oil always floats above
thc watcr, becausc cil is lichter thon water.



Listening Cumprehensiggm(First indivicdually thcn in pairs)

Rcad the scntenccs below first. When the passage is read
twice to you, decide whether they 2are true cr felse according

to the passacsc and write true cr falsec o2fter cach scntence.

l. A nore colloquial style cof speech is less easy tc follow

than a nore form=l one.
2. It is as casy to identify words in speech 2s in print.

3, It is net difficult to rcpmember what has been s2id because

it can usually bc heard morc thasn once.

4., When students understand and remember =2ll the werds they

ususally be heard more than once.

5. The knowledgze of weak forms and stressed syllables do

not aid listcnings comprchensicn.

UNIT EIGHT

THE_ZHCCUNTER

Intrcduction (first individuslly then in groups)

Inagine that you are from the lower stratum of a society
and you are Beconversing with some respected personality fron
the hicher stretum. Viritc dewn some of the lancuacsc types
you might use during your cconversation. Compare your pcints
with that of ycur groupmates. Aind sce if they appear in the

passage., The onc with most peints is the winner.



Guest:

Heste

Gucst:

Host:

Guest:

Bost:

Gucst:

Host:
Guest:

Host:

Gucst:

Host:

Guest:

Host:

'You know who we are, ch?' beckoning the hest with

f—————

his finger.
*Hew could I

‘You nust censider yourself, lucky hoving us as yeur
cuests.'

'Should I? Oh, herc in cur parts, you see, we den't
ny wife moking business of 1%, I weouldn't hove

admitted you ?°

You've hecard of the naac Fitawrary Woldu.

I presume.’

1So nany Fitawraries nowadays ... hsard to catch up

with their nemes.'

'*The real Fitawraries I'm talking abrut-those of
Menclik not of the Itelians.’

'T was toc youns then to know anything about then.!

'1s if the precscnt day Fitawraries cescrve the titlc.'

ijetve twe of them in cur village; both of then left
with title snd nedallians cnly.

'Yeu've ¢ot me therce, you sec, yes - I was talking
sbout the rich Fitawraries, and the richest of thenm
all Weldu.

"I should have known such = name, I think. The
prcblem with ne, ycu sec, is thet I'n behind the
news-nct coing te the villagc market as cften as 1
should.’

‘T haven't madc myself clcar, it secms. Yecu know,
my type is nct yet on the merket ... you needn't
have bothered to gc¢ there ?°

'‘Right you are, I ncedn't: Tverything cXpensive as

it is - teff, millet, sorchum.’
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Gucst: 'Your language smells very much cf thc soil. Did you
not have by any chancec =2 master who cculd teach you

how tc telk to ycur supcricrs 2°

Host: '0Oh, lcts and lots of them. Why, anybedy with money
is my mestcr for that natter.

Guest: 'I mean men of bloced; ncn whe cculd teach ycu how te

cenduct yourself in decent sceiety.’

Host: 'How should@ I know abcut that ? Thcy scem s entlemen
enouch to me until thcey gct low in thc purse. After
that they cen't even bother te rent my bed.!

Scurce: ENE Grede 11
P 1015102

Ex. 8:1 Infcrence task (pair work)

1. What dces the passage imply abcut those Fitawraries appointed
by Itelians ?

2. What dces the villeze market suggest ?

3. Did you cbserve any communicaticon brecak-dcwn betweecn the
'cuest' ond the 'hest' in the pessasc ? If yes, what does

that sugses ?

Ex.8:2 Readinz for detoil (first indivicunlly then in group)

Choose the best answer according te the passage

T o et e MO BT B o &+ o o et et

1. Which onc of the followins is untrue abrut the passoce ?
a, Fitawrari Woldu bcleongs tc Menclik time.
b. PFitawrari Woldu was very nuch plcosed with the host.
¢c. The host seens a pcasant in ccuntry side.

d. Thec Fitawrari was accompanicd by othcrs.

2. Which onc of the fcllewing is true about the passage ?

a., The pucst was very kind to the host.
b. Thc host coffcred the suest the necessary respect he

descrved.
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¢c. The hcst knew no Fitawraries before Weldu.
d. Thc prcsent day Fitawraries are not the real nne.

3., Which one cf the follewing is truc ?

a, For the host cvcrybody was a gentlemsn as far as he
had cncusrh nrney te pay fer his bed.

b, It was very difficult tc stay with the host feor leng
because of his scil-likc stirky smcll.

c. I1f the host should have frequented the villege market,
it wculd have becen easicr for hin tc knew ce¢nough
about Fitawrari Weldu.

d. The hest scemed lcest interested in acney.

4, To which period of Ethiopia does the stcry belcng ?
a, Revclutionary b. Feudal C. Dcmocratic D. unknown

5. After having read the passage, how dc you describe it ?
e, histcrical b. serious c. critical a. factual

7. Whet arc the puints that the Fitawrari is beasting of in
the passare ?
a, wealth b. xtitle c. Dblood d. &1l

e e ot Tt R o e e

Vecabulary focus (group werk)

e S S

Try to cxplein the fellowing expressicns in the ccntext of

the passaze.

EY

. behind the ncws ...
Your lancungce smells very auch of the scil,

... fen of blood.

s N
.

.« 10w in the purse

I
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Exercise 8:4 (pp. '04, 105) IND - Grade eleven

Prgebulpuy fogus lepran weok)

et iy e Tt ot

IX. = Substitute the underlined werds cr phrosecs by werds

and phrases frcm the list zciven below.

Status think behave broke
OWE host pay for polite

1. She refused to EQEEE lcdgers because they can't afford to

rent hecr-well—-furnished rooms.

2. Young pcople have to conduct themselves in a decent way

in order to gain respect.
3. Our treasurcr is such an irresponsible perscn that he

> v e e s e

4. 1 presume that you are not low in the pursc. After all,
it is only a week that you £ot your salery.

Ex. - Find the words fron the pessagce which sive the
frllewing neanings (first indivicduelly then in groups)

1. to signal scmecne to come nearer (line 1)
2. person peyins for reoea in scnebedy's house (linc 7)

3. let in; to cnter (linc 19)

Sunuary practice (Exchsnce your writings and sce if ycu
cen imprcve) Sec how the hest in the passege is desceriboed below.

The Hest

PR e ————

The host is a marricd simplc ccuntry pcasant who 25pears
poorly informed abecut pelitics and formsl sccial affairs,
The guest's criticism cn his lancuage and bchaviour mekes
this clecar. He seecms rather nere interested in meoncy. His
nention of it twice and his ledging of gucsts confirms this

view. He also secems overinflucnced by his wife.



EX.
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8:5 DNow rcad the abtove ecxamplc and try tc write s sinilar

T e e T

EB.

deseripticn abeout the guest.

Makce use cf the fellowing peoints:

A Pitewrari cof Menelik timc — a nen of hizh blcod
rich - hypccrat
exacceratcs himself - distincuished

decrades his Itelian equals

Structure: ggggositions

D e e et e ————

Drow simple pictures to show thot you understand the
neanings of the following prepcsitions. Exchance ycour
pictures tc¢ see that everybedy understends., Discuss your
differenccs, if any.

out of threcugh over/abeve

under/below around between

What kinds of prcpesitions =re these ? of time, space.

(grcup work) Lock &t the pictures con the oppesite page
and try to describc then usins st lesst cne prepcsition
you know, Exchsnce your descripticn with that of the
neghibouring srecup and sec if ycou can impreve. Keep
yecur description short.

Picturc 2 1. The glcbe is betwcen the flower pet and the

S P et ) et ey

wardrobe and & bird is a bird is standing cn the top of it.

Picture 4. I sce a bedy jumpinz cver the hill,
Describing the classrrom (pairwcrk). Talk about the
positiocn of objects in the class-ruven to ycu. Ceorrect
your partner if he is wreng.

Ec. The blackboard is behind nme.

ot B e

The students are infront of ne. The decr is beside

o e v T

ne.,
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Role_play (pair work)

Talk about your daily rcutinc. Sucrest correcticn if

your pertncr is using the wrcene prepesiticn.

I cenerally £et up carly in the nerning usually et 6 a.m.
Then after 2 bit ~f joguing 1 toke cold shower., Text I
put on my clothes. Socn followes breakfast., The
followins job is checking on the ccntents of @y schoel bag,
I ¢cnerally lcave hoamc at 7 in the mornings. It is half

an hour's walk from hone to scheol. The remeining 30
ninvies pess sccn while anusing nyself with the crowd of
my school fricnds. Then fellows the day's touch task,

the lessons at cxactly 8 a.m.

Underline the prepositions in the abeve cxanplec.

(Pair work) Identify the prepositicns in the fellewing

scntences and write idicmatic cr ncn-idicmatic after cach

e et v s S et e e e B Bt

one of thern.

Why coes the tcacher always stond veferc the class ?

The window besides nc is half breken.

Our Enclish teacher scems fond of jokes. She always
tells us che.

Thourh I an intcrested in erts, I den't have a gceod taste

to languegc.

(Group werk) First identify the prepcsiticns that are
wrone'ly used in the follewing sctences. Then replace then

T .

by the correct foras.
I ferpot ny wristwatch in  the cressings table.
My fathcr werks at the Hilton Hetcl.

Look rver the window 2t that beautiful bird.,

o=

See yeu on the cvening
The FEthiopian swamer begins cn June

I was born in Kenya 2t 1056.
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4.
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Why wcre you absent in your office for long.
She is addicted by drinks.
I an afreaid iﬁr your dog.

Zverybody was amazed by her results.,

(First individually then in grcups) Write true cr_false
after cach cof the follewing statcncnts.

Prepcsitions arc gcnerally f+ 1lowed cither bty ncuns,
proncuns cor articles.

Scme words are always tied tc certain prepcsitinns
(idicmatic use).

The majority of prepcsiticns are ccntext dependent (z2on=-
idicnatic).

Prepusiticns are very difficult to naster.

The word *tc' is no more prepesiticn when it is fclliowed
by a verb,

Theougeh the najority of prepositicns are usced in rcletion
tc time and place, they are alsc used in refercnce to

=

other things.

Find the story (Recrdering) (group work)

Here is a stery sbeut fether oand scn in scven frapments
(a=g). Part a is the beginnine. But the cthers (b=g)

are nct in the correet order. BRead rut parts b to o

in w!at you think is the cerrcet crcer.



(a)

(c)

(c)

(&)

0f crursc, now I can t)
understand it all nore

cleorly. Father and I
belonsed to widely
different generations,
hcld different expccta-
tions; a reveolution in

attitudes to

I realiscd; and neaybe a)
T could have cventually
forgziven hin. But

wculd he cover have forgiven

ne ?

cppor tunities that had been f)

denicd him.

A neighbcur sent ne
the anncuncement of his
dcath in the lccal paper.
The
the
the

funeral was tc be the
day =fter I reccived

news., I thoucht

Wemen had occurcd between his
cay and mine. But at the tinme,
all I could fcel was better
resentment, becausec he was not
proud of ne (as I thought he
should be), but decply

jealous that I had.

it weuld be hypoeritical

t¢ travel 300 ailes to
pretend te ncurn when I hed
nct even bothered tc sce
hiz fer four ycars, I

ciuld not crieve for hin
at all, Everything I hed
achieved, I told amysclf; I

had ¢é.ne in the

to please nyself cr to
spitc him; that in fact I
attained my ccademic goals
mainly because of his
cppositicn, Perhaps I

cwe hin nore than

face of his cppositicn, I
thoucht I ~wed him
absclutely ncthing, nct
even the ccurtesy cf
attendine his funeral.
Yow I scnetimes wender
whether ay determinaticn
tc succeced sprang from a

desirc.



Discussicn & rcle pley

Discuss cxectly what you think A & B would say tc cach cther
in the fcll-wing situaticn, Think of the 2ctual werds they

woeuld use.,

% A

You are werricd 2bcut your fricnd B whe has been rather
depressed lately & ncver gees out., Try to persuacde him/her
tc come te a small party ycu are givine.

.
You den't feel like mecting people or coing to peorties.
Think of srme ccod excuses fer not geine to your friend's
party.

Yeu arec 'B'. After 'a' hos finolly persuacded you tc ceome, you
rcalise ycu win't cven be in tewn the cvenin: cf A's party.
Write a short ncte eof apclocy tec 'A', expleining why you

can't comc after all.

*® I2nsuece points & writing skills

T ¢ St B e B B S B e Bt Bt

A friend cof ycurs has written tv ycu. Here is part of
the letter,

1. Complcte the lctter with the fcllewing werds & phrases.

(7) althouch (%) becausc (e) by the tine
(d) howcver (e) in the end (f) sco (2) then (h) this
(i) while

We decided te zive a party lost week. E! as you

can imaginc, I've been busy sending out invitaticns,
preparing feed cte, s & couple of cays before

the perty, my sister unexpectedly arrived to stay for a
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week. She really is the mest impractical pcrscn I khow !

She kept tryinc to help, and, __ 3 I becanc sc cross that
I secnt her round tc my neighbecur's 4 I finishcd the
party prepsrations __ 5 cur first sucsts arrived, I was
teginning t¢ recret the whele idea. But everythins went cff
wells _ 6 _ __ __ nost of the people alrcady knew cne ancther,
it aidn't toke lons for the party to cet ccinee T s
I'n not surc if Hirut, cnc of the girls frem work, cnjoyed it.
she is territly shy and _h§_______ scometimes makes her appear
rather unfriendly. 9 1'd like to help her, it's

@ifficult when pceple den't help themselves,; isn't it? 1
wender whet yeu've been deing latcly? Pleasc write sccn and

tell me 211 your nNCws.

Love to all the family

Beti

e e B S et e e e e ot T Yo B

How would you divide the text into three parasraphs ?

N
.

3. Write the first twe parsgrap!s cf yeur reply. In the 1lst
paragraph, thank Beti for her letter & ccmaent on hcr party.

In the 2nd paragcrap’ tell her abcut scacthing you're bcen

dein~. Don't forect to rut your adcress & the cate & your

T e et B e

signature in the correct place.

St s st e i

Hilk
procduccd
Celivered
weirhed
tcsted
crean
seperated
nasturised cooled bottled packed deliverced
0
heat 72 F heat bottles crates

How Milk is processed
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Scquecnhce 1) Milk is prnduced on diary farms
25 The milk is delivered to a faftory by ta-ker
_é) The nilk is weicshed

- e et e bt

end then 4) it is tested

Next, 5) the nilk is ¢ _crated from the cream

Liter this 6) thec milk is pastcurised at a tempraturc

of 72°F

Then 7) it is cooled

Next 8) it is bottled

After this, Q) the bettles are packed into crates

Fin=ally, 10) the milk is delivered to customers
Writing

T — ————

1. (Pair work) expanc thc fcllowing abbroviations =2nd then
comparc them with othcrs'., Remcmber that your writing

nust be ncaningful. Cgn you impreve them 7

1. AAT 2. IWA 3. ITA 4. GIR
4, WWOHB 5. WHO 6. POWU T. JWOW

§. How to prcpare 'Shirc Wot' (zroup work )

A. TList the food stuffs neceded to prepare 'Shirc wot!

B. Write cown the kitchen stuffs (ceocds) nccded te prepare

C. Outlinc thc process (precedure) of "shiro wot"
prenaration end write it down in th:o form of

instruction.

er. 1. Cher the onion/rerlic

2. Try the onion/rarlic fer abcut 10 minutes ... cte.

NB. You can nokc use of the text in the prececding pacgc.
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Parallel Writing Exercisc (for grade 11)

— T ——— T —— — D Do T e ot S G By W S

The following news was rcported in 'fhe Ethiopian Herald'
on January 3, 1992, Read thc story and do the exercises that

follow.

Johansburg - South African News Agency (SANA) reported
yesterday that thirty pcople were killed and twenty seriously
injured when a truck carryine explosives exploded after a
road accident engulfing a pessing bus in = ball of fire.

The truck driver along with three mcchanics escaped the
accident. Two trucks carrying barrels of petrol burnecd to
ash, All the swifting moves of the fire birgades from the
near by town. Chakuch, was useless - arriving twenty minutes

after the tragedy.

The accident, on the road linking Mocha to Agena,; on
Milet, 155 miles south of Johansburg, occured Friday when
a car travelling shcad of the bus smashed into thc oncoming
truck. The driver of the car died on the spot; and the bus
deriver and his conductor were agpong the seriously injured.
The bus was caught in the fire ball instantly with most
passangers burncd to death in their seats. Police rcported
thet all the passangcrs werc miners from Iul Gold Wine,
going back to Lul after the Christmass holiday. The cause
of the zccident is under investigation. Police reported
that the damazed property smounts 3 million dollsrs in the

least.
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Ex.1 Inagine that you were at the scene of the cccident,

A friend wants to lezarn about the details from you. Using

the newspaper report, try to answer his questions.

Q: I hear that fifty people were dcad. Is that true ?

Q: How many were injured ?
B e
Q: TLord ' Is there any hope of keeping them alive ?

— ——— —rv—

Can you tell me how it happened ?

i o o Bt i e B o Bl B e o e e St

Q
A
Q: Were you on the spot when you accident occured ?
A
Q

¢ It is impossible to imsgine any safe escape. Did

anyone escape safe 7

T o e s T T s B i i B Bt Y W B

Q: It had to bc a bitter experience for you, wasn't it ?

Q@: People say thet the passangcrs were tourists, weren't
they ?

P Bt B O T i e i By o St Bt

Ex.2 There had been another read accident in 'The
Ethiopisn Herald' on December 27, 1€51. Your friend
who has read the story is beilng asked the details by
another friend on the telephone. You hear what your
friend answers but do not heer the questions. The answers

arec given below. Try to supply the questions,

Q:

A: The bus crushed into 2 biz electric pole-~carrying

o gt P e

transformex.
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It was a tragedy; 21l but two miraculous old ladies

were decad.

T et o ot W e L

Fifty-eight amons the sixty of thenm.

D Tl et e B i et e e . S et B

On Sunday morning, 8:15

S —

The cese is under investigation, yet.

It wes on its way to Shashemene from Awassa and the
accident eccured exactly five kilometres from Shashemene.

Oh, yes. The bus wes completely burat to ash. The
transformer exploded snd set the bus on fire almost
instantly.

P B B B e S ot s B e B St T S S S e i o

Witnesses soy that the drivoer was deedly drunk the night
before and he was strongly suffering from the hangover,
A passancer who left the bus 2.5 kms from the death cite
said thet the driver was driving half-asleep.

I anm sorry, I forsot that, you know I =sm not keen =t
such things. But not much, I am sure. The passangers
pieces of lugcgage =2nd sonme pcrsonal veluables, I presume.

T B e B B B e I o M B o B o W e gt e

Exactly. He was one of the death viectims. May be the
first even.

e e —

But why, thcre is no firec birgade at Shashemene nor in
Awasseg,
Writine tasi

< i,;‘: .‘::J’-u .

Write a paragraph describine what heppened in the

T8O DUl e ] i sARa e e G (O]
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UNIT NIND
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TMOTIONS & THEIR EXPRTSSIONS
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Intreduction

o — T —— —— s S

1. It is renerally truc that feclincs vary from person to
perscn.  Somc are mecdcrate with almost all their feclings
whilc others show extremely hish or extrenmely low
expressions. Generally speaking, it secens difficult to
recall the way we express our particuler feelings in detail.
0f course, we remcmber a zcod mony of them, espccially
the familier ones. Now write down the reactions you nake
to your perticular feelings: say anccr, fear, hatred,
love, ctc. coampare your note with that of your neishbour

and scc if they are rasised in the passage.

Unfamilisr words

1. frustration - =2 feelins that prevents scaebody from
havings scmething. For example, durings oxanm
the fear of failure frustrotes nany
students, inspite cf their rccd preparations.

2., overt - physically visible

3. exageerote - magnify, or make sonething appear larccr
4, gripnace - usly or twistcd expression on the face.

5. dilate — Dbeccomne wider or larger.

4 perscn often directs his enoticnal cnergies against,
towards, away froa pecople, or inward agsinst hiamsclf. The
feclinss usually associcted with thesc four responscs are rag

love, fcar, and depression. In rage, one Noves against the

soufece of cne's frustration. In fear, onc meves away frem it.

In love, one moves tcwerds the scurce of plecasure. In
depression, cne stops nmaking overt resronses and turns the

enotion inward against cneself.



4 lump in the throat, buzzing in the cors, cocmpressing
the lips, wrinklin~ thec nose, fichting, flecine, lauching,
erying, cte. can rcveal the presence cf particular feelings
in a person. However, facial cxprcssicns are not altosether
dependsble as indicaters of ecnotion. The first reason is that
they can ke too easily suppressed or exagcerated, The second
reason is that adult facial cxpressicns sre largely ncdified
by learning. Thus, a person of one culture nay eXpress a
particular emotion with a grinmace that has a different meaning
in another culture. The last reascn is the clese resemblance
of certein expressions. Great joy is hard to tell from sreat
crief by facial expression alone. In fact we speak of one who

'lauchs so hard, the tears flcw'.

Durins strons emotion, many changes occur in the organs
of the body. The pupil cof the ecye dilates. The cyelid lifts
unusually wide, =2nd the eyeball protrudcs. The speed and
strencth of heartbeat incrcases. Bleod pressure incresases,
The volumne of bloed in the cxtremities alsc zces up, @s the
larze arterics cof the trunk contract drivinc bleced outward
towsr’s the skin. Thc resulting flush is cne of the surest
signs of cmotion. The hair tends te stond on end, causing

'rocse flesh'.

Other internal chances include the disturbance cof breath-
ins and secretion. Scnetines breathing speeds up; scmetimes
it slows Jdown. It mey slso bccome deeper or shallower.
Inhelstion is slower than normal and exhalaticn is quicker.
Mhe liver pours cut mcre succor for the muscles. The sweat
clands secrcte excessive asmcunts of perspiration - the well-
known 'cold sweat'. Unlikec the sweat glends, the salivary
rlends ere inhibited by camotion, The stoppace of saliva
produces the so called ‘dry mouth!’ feclins. The secrction
of pestric fluids is slsc inhibited by emotion. Enotion
steps the dicestive movements of the stemach and intenstines

ry withdrawing blcod from the intcrnal crgans of the bedy.
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Feclines becin and develop within nen's activity. They
refleet the balance netwecn man and his environnent and
cxpress his necds. The decvelopnent of constont ~nd effective
feclinss.is cf zreat procticsal igpertancc., The contents &¢I

foelinss aust be equal tc the 2ims cf szecicty.

Ex.9:1 Roadins for cist (first 1 BBy 165899y T thBR 1A Rt

Reod each paracraph quickly = 2 gsce which of the following
reprosents it best. Write the hucher of the paragraph
arainst the stetcment.

1. Cive cxsnprles how ecmeticns can affcet body organs— internol
I

& coxternel.
5. TDiscusses how cne respends te love, fear, rece and depressicn,.

3. Arcues why faciel expressions alonc can't be cchventionsl

signs of a particular emction.

Ex. 9:2 Sunuory writing (group werk)

(1) First icentify bely parts cr bedy mcovements effectel by

notionsg

(2) and then tell whother their activity is inhibited,

accelercted cor scmctimes acceleraicl or inhititcd as 1is

shown beclows

Em———————— Pl e Bl ek S ——— Rl et e S e e S e e et B

Activity

s Tt T o e S I —————— P PR LS R it P —— ]

The affccted bedy poart inhibitcd accelcrated Scne times

or bedy novement inhitited,some-
times acceleret-
cd

ec. vreathing

— T ot — ————————EE e Lo L Bt

. Ncw develop this into a piece of writing. De net look
tack at the passace. '



Ex. 9:3 - Text interpretation (First individually then in

croups )

1. Examine the picturcs on pazc 116 an? interpret the pictures
as hapny, sad, ctc. anc sec if your interprctation acrees

with that of your friends. Try te convince one ancther.

2. Try to describe cach cf the pictures. Sec if your
desceription agrees with those of your friends. Pul the
points you have acrced upch tecether (for each picture
separately). BExchance your £roup deseription with that
of the neishbouring croup ond see if you can improve your

description.

3. Dec you helieve that cesturc is port of ccmaunication

(lansuage) ? Give reascns.

4. Draw a diagram that shows scme kind of emcticn; cive it
to your neighbour te interpret it. Anc ask him tc describe
it to you why he interpreted it thot way.

Ex.9:4 Discourse Morkers (Pair werk)

Discourse markers c£ive 2 socd clue tc readcrs or listeners

about the passase. Sec the f(llcwins exanples:

1. However - (por. B — line 5) - shcws thet the idea that
fcllews cdees not fully

asree with the fcresoinge one.

5. The last (par. B - line 12) - hints the reader that the

[

reescns orc ecxhausted

3. UNany (per C - line 1) - =alcrts the reasder to lock for =

chain of points.

- low icdentify =11 thc discourse markers in the passaze
and explein their use there. Comparc your list with
those of others.
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0:5 Detail Readins (First indivicuelly then in group)
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2.

3.

(A) Fill in the blonk

Some of the expressions that shew the presence of perticular

feelings in a perscn are . . . (8 points)

How cdeoes a perscn often direct his emectional cnersics 7
-

(4 points)

(b) Choose the best answer, accordingc tc the passace ?

Which one of the follewing is untrue =ccordinc to the
pessoge 7?7
a. Scnc emotions can't be distinguishec; from one ancther
b, Facial expressions cre not always depcndable encuch

to conventionally icdentify a particular eaoction.
c. EBmnotional expressicns are alsc culture teund
d. A 'lump in thc throat' is =2 sign of rage.

Which onc of the fcllowins can't be the theme of zcnereal

o

nessagze of the passagce ¢

Fmoticns neced to be ccntrclled as they cen adverscly affect
the working systems of the body.

It is essential for scmecne tc know os exprcessions cof
particuler cmotions vory frcm¥person tc perscn and fren

culture tc culture.

Supressing one's emcticns is a sign of naturity.

At a certain locelity, cne should adjust his expressicns

of porticular emoticns with the ccnventicns cof the socciety.

?

Which cne cf thc follcwinz is true abcut the passage

It seems lorgely based on scientific ctservation
It is mainly cultural in content
It treats the individuel in isclation from the society

1t sccms morce relevant to historians.,
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Tx.9:6 Vocabulary Focus (group werk)

Based on your Qgrsggal expcrience, try tc croup the
fellowing inte cne of the coluans belew. Moerc thon onc answer
may be pessitle. When you finish, ccaprc your answers with

the neighbouring group.

Encticns

Expressions love fear depression  rage

o e P et o W

A lump in the throat
buzzins in the ears

w N
. .

ccmpressing the 1lips

~
o

wrinklings the ncse

-
L]

fichting

fleeing

laughing

crying - egf.

Ary mouth feeling

cold sweotd

E B w oo o w

. poar dizestion
12. shivering
13. opening eycs wider

4ddins tc the list (group werk)

Try to remenber cother nen-verbel expressicns of fcelings,

cnotions & attitudes. The group with the larscst list

is the winner.

c.f. The eyc rub - @ sicn cf lie cr aisle=ad.



£x.9:7 Bxplenation (first indivicduelly then in creups)

P e a o e o P et B 3

1. A lump in thc throat 2. Luzzins in the ears
cecmpressing the 1lips 4. wrinklings the ncse.

- e

Ex.9:8 Internal clucs by identifyine the rcot_word (first

work individually, then in srcups)

The followings words arc all taken frem the passage. Tirst
Cecide to what pert of speech (i.e. ncun, verb, aijective,
cte.) cach word belonss as it appears ncw, Seccndly icdentify
any additicns (i.c. prefix or suffix) that are made %o the
word. TFinally decide to what pasrts of speech the werd

(root word) belengs without its additicns. One is Geme fer

you. Take care of ycur spelling.

Stcp 1 Step 2 Step 3 __

e~ B o St S B e B

frustration

L

dcpression

compressing

facial

cXpressions

resemblance

-1 O U w2
.

un{prefix) uwsual(roct) usuml (223)
ly (suffix)

)
T
<
o
=
o

wusually eo.

8. cxtremitics
9, resulting
10. disturbance

11. sccretion
12. eoxhalaticn
13. salivary
14. stoppege

15 secreticn
16. digestive
17. develcpnent
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Ex.9:9_ Synonyns Practice (crcup work)

o e St

Like in Amharic =and meny other loncuaccs, synonyms or
similar words are very commen in Enclish. The fellowing
exanple shows this. Sec if ycu can do the samc with
others. The ~roup with the lergest list is the winrear,

[xample - Anger Houns
I; anscen 4, race
2, irritation 5. wrath
3. annoyance 6. fury )

Now try with - fear, lcvc, depressicn Cr others.,

Ex. 9:10 Expressicns of Feclings & Bmoticns (#rcup work)

P v et Y e W

In Enclish, there is a let of lancuace that is cspecially
uscd tc express feelings enmctions and attitudes. Below
are ~iven scpe expressions. Decide to which of the
sroups below dces cach one ge. There ni~ht be more than

pne alternetive,

e e s s Yt e B e e B - o — —— P

otm B S eXpres exXpresses eXjrcSs eXpresscs CXprescs eXpresses
SXpre es recret love pleasure dicplea sadness
fear sure cr prief

b e o S w— B B Tt P

e e . e S i B P ey BT

ex.
1, I am sorrowful
about his failure

2, I an scrry I did
it.

3. Berhe is mad about
frotbhall

4, Genet scems glad
o be with us

5. The tcacher 1is
always cissatis-
fied with my weork

6. He is in panic abcut
his exam results

7. Horror films make
ny bleod run cold.

8. She is in mourning
for hinm,

vt e

ot o e S Sz S — —— e e

FE—— B L S -




Ex.0:11 (exchanse your work books & comparc your langunge
with those of cthers)

Now think of the lansusze thet expresses: obligation,

T e e it Y e

ccrtainity, determination, cenfidenec, apelogising, "promising,

et ¢ e T Tt it e e v ¢ Tt g b i et ot s e 2t Tt

scckin:, civing & rcfusing permission, expressing, prohibition,

[ ——

complaining, £iving praisc, ackine sugcestions, sivinc advice.

S T < ot St g bt

§}ructure: Sotencgg

Ex - Pirst individuclly then in groujs.
4. Write the function ezainst cach of the fellowing cxpressions.

£ 1. You nmust kecp quiet whilc I am lecturine ! Command

B oy e Bt e

2, MWcy I lecve the class, sir ? Kequest
3. I 2m terribly sorry for beins absent yesterday !
. Excuse nme, what timc is it ?

. Take a pill a day from this.

4
5
€. Danccrous ! Kcep it away fron children.
7. ZLcave the class soon !

8. Good norning Mada:.

a

. I wonder if she c¢2n ever recover !

B. New share the functions you know among yourselves and then
each of you write twe scntences for cach functicn.

Exchanse your writings ond sce if ceverybody is mcorrect,

C. (pz2ir work) Tell the structure and the function of cach
of the follcwing scntecnces.

T¢e 1. I 2n an Enclish teacher . -~ simple; statencnt
2, Bole S.S5.S. is onc of the many sccondary schools in 4ddis
3. How terrikle ? The esrth is losing more than 30,000

infents evcry day !

4. Our gehcration may be the most immoral of =2ll thc
cenerations in the pest.



5.
6-
7.

- L =

I wonder if you can help mc answer this question.

I bet you kcep quict and nothing more.

hmazine ' the man whom I introduced yeu to yesterday
won the pcece prize of the naticen.

Stop !

Group work. Write true or falsc aftcr each of the

following items. Give rcason for your answer.

Punctuntion marks always mark the function of a sentence.
One punctuation mark may serve aore than onc function.

A simplc sentence is always short and can't have more than
one subjects of verbs.

The presence of =@ ccordinatine conjunction in a sentcnee
autcnatically marks that the scntence 1is ccmpound.,

Complex sentences arc of ten more difficult to understand
than siaple or compound sentenccs.

Usuelly the knowledge of the function of o sentence is
nore useful to the learner than the knowledge of its

structure.

Pair work. Write =2 scntence fron cach of the structures

B il

and functions and see if everybody is correct by
exchangine your writines. Impyove the incorrcct sentences

torether.

Functicn: Premission & Rcqucosts

Supply the table with the apprepriate response(s). See
if you can identify betwecn the formel and the informal

varitics. (zroup=work)
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A. Askins for permission Granting permission Refusing
e i it e e e permission
Dr. 1. Woulk it be possible for or

me to leave the cless 7 That's all ripht That is impossi
Lle

o Could T ask one s#ere
question

3, Is th:ore any cbjection
if I disagree with you
on this_point, sir ?

et e e T Tt A e o s B R Yt et i Bt W Y 4 St e e g BT W1 T A s bt -

B. Making a request Grantins a request Refu81nL a
request

o B e g e B = e e e — e e S B S

I am afraid not

1. Sorry to troublie you but By all means
could I know what time
it &8 %

2. Pleasc lend me your
Cictionary for today.

3. You couldn't lend me
your wrist watch for
tomorrow ? Could you ?

A P— e . 5 . i Vel o P = et S Bt et Bt S BB Bt e g B B B o g T T L T et e R

Discussicn

N e . B S Bt . T

In thrces, discuss what you would 7o in the following

situantions. Try to he as honcst as yow can.

bt St By T

Situction One

T mra— e 7 B b

You ore stayine in the house of a friend who is away in =2
busincss tour for a few days. You pley scme records
which this fricnd has and is very ford of. They are very
expensive rceords, alnosi impossible to replace. By
accident, you scratch cnc of thesc rccords very tadly.
Yvour friend comcs back the next day.

Sithation two

vou arec in Tana super markct @t Merkate. There is no cne
thet knows you arounG. You tuy £roceries anC other thinges
costing 40 birr. You cive the cashicr a 50 birr note.

But the cashier gives you changce for 100 birr.



Writine (dictcsloss) croup work

e r—

Listen te the following readins., It will bc read to you

three times in 2 normal readingx speed,

E;ocedures to follow

Tt T Pt et —y e e m——

Do not take any notes durins the first rcading.

Teke short notes during the 2nd and 3rd rcading.

Pool your notes togcether so as to procducc a text similar

to the oricinal text which was read to you.

Finally exchance your procuction with those of other groups
anC see 1f ycu can improve. The text most cleosc to the

ocrisrinal one is the winner.

Deseribing the class rcon (oroup werk)
. ﬂ.,___ s i . 3

Describe the classrocm in the way you fcel. Exchance
your writins with other groups and see if you can improve.

Pay attention to content, lsncuasc and crcanization. You pay

o e i 8-

consider the followinge points (in =27ition to yours) in your

writines

- the number of windows & their condition

— the door & its direction

— the blacktosrd, its size & stote

— thc size of the class rooa

- the hcicht of the roof

- the conCition of the floor

— the number of seats & their condition

- the location of your classroon

- the number of stulents - boys & girls

- the typical characteristic of thc class as a whole.
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3. a. car 2. bus c. nplane d. train
4. a. fox 2. hyena c. lion d. tiger

S¥e:s it hec & 1ct of shops ard stores. It is the nost crowded

part of Ld7ie baba. It is calm ir the evening; less noisy
than ever Zole. [erhaps the dirtiest section of our cityy

etc. irms: ler*ato

Z. Group work (debate)

2]

Two greouos £ & 3 are formed. Group '’' claims that corner shops

around the villaze are more advantageous. Group '3' claims that

supernarkets are nore advantageous. Group members outline the points

and share parts tec present among themselves. The group with a better

argument hbecores the winner.

the following ~“oints may be useful:

Cheap, expensive; hygienic; convenient; available at all times, has

a wider range cf joods; gives better service; is pleasanter to shap at.

riting Iractice (Temprature Conditions for some selected towns)

Annual i“ottest month Coldest month Annual
Station sltitude Lverage 0C oC rain
(=) in °C fall
SR in ma.
Jehre-Tabor eL45 16.5 hay (18.8) Get. (15.1) 240
Jilla 1300 18. G Jap. & lar+h ‘fug. (17.3)
91.5
Ambo 218¢ 17.4  karch (20.0) ray (14.4)
Jorji 1582 2.2  Jure {(23.2) N¥ov. & Dec.
(18.6)

Jsing the irforwation giver in the table write a paragraph

similar to the one ycu: had about the school boys.
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Eﬂ; Start by sayirnz: Debre Tabor is a mountainous town with an
altitude of 2645 metres which is the highest in the group. Its
hottest moxnt, zay seems to offer warm temperature measuring
shont 190 s

-

L¥ercise #

Pair Uork (ilole ®lay)

Tamene taxes 'role ore' and his neighbour, loges, takes 'role
two' and tal' to each other by using the points in the role card.

They can add cther points to those already given in the role card.

tole Cne

During the coming holiday you want to go on a week's visit
to Lwassa but your friend, Pores, wants to visit Zmbo. You know
both towns and you want him to go to iwasa. Try to change your

friend's mind by telling him about the advantages of going to

swasa. The following points may hint you how to start:
beautiful tovn warm weather

cheap trargporation friendly peonle

easy drive abundant fishing and swimming

ole Two
“uring the coming vacation You want to go on a week%'s
visit to Lmhao Lut your friend, Tamene, wanrts to visit awasa.

) 1

7ou know %otk tcins and You want him go to ‘mho. ry to change
your frierd's minl bty telling him about the advantages of going

to ~mbo. The following points may hirt you what to talk about:

town - clear and beautiful sxcellent and cheap service
a short cguicx drive warma weather
cheap transporatijion a big swimming pool

a very attractive scenery
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HIDES & SKIIS
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Introduction

e S e b Bt 5 St e

1. Skins and hides, srec thcy cifferent ?
2. TList down leather made srticles thet you know.

3. Do you know anthing atout lcather processing ? Writc a few

points.

Hides and skins are the raw materials of the leathcr
nanufacturer or tanncr. When man first used animal skins is
not known. Skins, even when preserved by tanning, do not last
as lon~ as stone, pottery, metals and bone, and our knowledce
of the use of carly skins is vague. However, the numerous
flint scrapers and bone or ivory sewinc ncedles in our
nuseums show that tens of thousands of yeers ago, in the early
Stone Age, skins wecre prepared and used lone before textiles.

Nowadays, hides and skins are essential raw naterials and

important articles of comnerce.

Any animal skin cen be made into leather, but the skins
chiefly used cone from cattle, sheep, coats, pics and horses,
To a lesse? extent the skins from dogs, deer, kangaroos,

= B e it et B B B B B e

reptiles and marine animnls are also used. Snakes, allicators,

crocodiles, lizards, seals, whales, sharks and ostriches all

contribute to lcather menufacturec.

'Hide' is the trade word for the skins of the larger
animals such as full ~rcwn cattle and horses; and ‘'skin' for
the smaller animels, and imnsture large animals such as

ponies and calves. Some skins arc mace into leather af ter

o e B o T T o

the hair or wool has bcen removecd, but the skins of the fur-
bearins animals and sometimes of sheep, laabs.and ponies are
processed, or 'dressed', with the hair or wool still in place.

T - e et
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Most cattle hides come from South America, the U.S.i. and
from Australisa, with smellcr quantities frem Tast and West
sfrica, Central imerica and the Sudan. Sheep skins come from
pustrelis and New Zealand, anc the best so2t skins from India,

Pakisten, Ethiopie,; irabia and Nicerie.

Tt e e e et T s e it B o L

of the skin from the snimal end putting it into the tannery

for proccssin:, If the flayed skins were left wet, they would
#o btad, just like meat, and they must thereforc be preserved

in some way. Thc commonest method is saltinz., This involves
sprinklin: the skins with salt on their innerside; or immersing

the skins in strons salt solution, after which they are drained
and sprinkled with solid salt.

Another method of dryinc is to stretch the skins out on
the zcround, or on frames and to dry thcm in the sun, or cven
better in the shade. Becetles and other insects eat skins and
nust be kept away Ly the use of some chemicals such as white
arsenic, napthalene or D.D.T. The dried skins are called
crust leather and are sent in this form to the tanneries

o e

for the very complicated process of tanuinz. After tanning,

only the 'corium' or middle layer of the skin is left to provide

leather 2s we know it. It is to the closely interwoven and
interknit fibre structure of the corium that leather owes 1its
virtues of flexibility, strength and clasticity; its

resistance to abrasio and its unique powcr of sllowing watcr

vapour and air to pass throuch it while resisting penetration
by a liquiqd,

ENT Grede 11 pp. 127-12€

Ex. 10:1 Readine for cist (pair work)

B

Read each paressraph quickly snd decide which of the points
below Lest represcnts it, Wetch the letter of the
parasraph acainst the numter of the point.

B



1. If skins are not wcll preserved soon after beins flayed,
they would. o bad just like meat.

2., Tells about the major sources of hides & skins.

3. 4 distinetion between Hide and Skin.

4. History of skins,

5, Any animal skin can potentially te made into leather,
thoush leather chiefly ccaes fron tfhiec skins of domestic

animals. B

Ex.10:2 Text Interpretation (First individually, then in szroups)

e e Vet e T Bt By Bt e S Bt

On the basis of the informstion siven in the psssage, match
source countries in column '.:' against percentiles in column
'Bls

A -
1. South imerica a. 3¢
2. USA b. 7%
3. Australis c. 40%
4. Fast Africa d., 2o
5. West Africa e. 25%
6. Central America f. 20%
7. The SuGan 0. 1%

Fx.10:3 Referchnce Exercise

e et e e B B S By Wt s e B e B~ A e ey

Find out what the followins words stand for in the passace?

1. our (par. 4, line 8)
2, it (par E - line 3)
3. them (per. F - line 3)

Discoursc markers (pair work)

In the previous lessons you have learncd how to identify
and explain discourse markers. DNow explein the
followins & find some more examples from the passage.

1. such as (par C - line 2) 2, but (par. C - line 6)
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©x,10:4 Word attack skill —_words related by 'or' (pair work)

What do you say about the following words fron the passage ?
Can you 2ac¢ to the list ? Do they show similerity or

difference ?

manufacturer of tanncr (par. 4 — line 2)

. tone or ivory (par. 4 - line 7)
processed or dressed ‘(par. C - line 8)

flavine or stripping (per. E - line 1)
corrium or middle layer (par. F — line 10)

. hair or wool (par C - line 5)

S B N
°

Ex.10:5 Comprchension exercise (first individually then in

groups)

The followings words from the passage are about procedures
in skin processing. Try to put them in order of appearance
(first to last). You cen refer the passagc.

1. tanning 2., fleying 3, salting
4, dressing 5. drying

25.1026 Sunmary writing (¢roup work)

T TR T o B T R

Write g_;gg;h sunmary of skin processing using the above

Tt T Bt T

clue. Exchange your paper with those of the neighbouring

sroups =2nd see if you can improve.

Ex.10:7 Detail reading (first individually then in zroups)

W et e

Rcad the psssace cerefully hkefore you attemp;t the following
questions. Then chocse the best response for cach question.
1. Which one of the followins is true about parazragh 'A°'?
@. If wcll preserved, skins last longer than pottery.
b. Besides ivory scwing needles, some pieces of skins now
found in the museums witness their use by humanbeings

starting from time indefinite.



4,

c. Textiles are far youncer than skins.
d., Stone are must be the time when men first used animal

skins,

Which of jhe followings is true about pepacraph VBt 2

. Birds' skin can't Le made into lecather.

4]

b, Crocodilcs' skin makcs the best lecather.
c. iAny animel contributes to leather work, yet Coamestic
animals are the chiefest sources,

o

Which of the followinc does not belonc to paragraph 'C?' %

a., Hide and skin are simply alternative names for the
same 1iten.,

b. The skin of fur-bcaring animals is often processed
without removing the fur.

¢. Lerbs belons to the skin category.

Onc of the following is not true of paragsraph 'E', which

one <

a, There is a long oap bctween flayine and tannery.

b. Wet skin is resembled to meat.

c. The process of sprinkling the skins with salt on their
outer side is known as salting.

d. Immersing is another name for salting.

Paragraph 'F' holds all but one of the following points,

(]

which one %

2, Drying skins in the shade is better than drying them
in the sun.

F. D.D.T. and other similar insectcides should be kept
away from skins as they can eat thenm.

c. Corium is not cnly hicrhly flexible and elastic but
also it doesn't lesk water.

d. Tennin- is a very sophisticated process.
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Tx. 10:8 (pp. 133-135) Home work

s T P e o

Fur ther cXercise

o — - e T g S e

\

1. Usins world map find out the major hide and skin producing
countries refcred in the passare. Tell to which continent

each belonss and look for climatic similarities.

2. What other exports is Ethiopia known for ? ¥Write a piece
of account about this. Ex hange your paper with your

neighbour and see if you can improve,

Tx.10:11 Understanding CcmpleX Scntences (eroup work)

B o B st M

See if you can rcwrite sentence five in paragraph 'F’.

Compare your version with those of the neishbouring ones.

See if yvou can improve it in some way.

Ex, 10:12 Vocabulary focus (first individuslly then in groups)

e P S i

The followins words all appear in the passa-e in at least one

of the forms. See if you can fill in thc blanks hbclow.

Be ware of your spelling.

e - e v T
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tanner
scrappy
prepere
boned
contritution
preservative
dry

rcsistance

penetration

P —— g ¢
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Did you like the atove task ? Do you think these kinds of

exercises hclp to develop your vocabulary ?



Fx.10:13 (pp. 131-133)

T

Note: There are many words in Fnclish that are used in more
than one way without changing their form. For example;
*show' cen bc a noun in - There is a lot of snow on the

cround $.

or a verb in -~ Jo you think it will snow today ?

Group wg£§

et - e T ¥

The followin. words can be used in at lcast two ways:
See if you can make sentences with them. Can you think

of any other words that can Le used in two or more ways 7
The croup with the larcest list is the winner.

onen light l=and enpty past
look walk rain play cold

Fx.10:14 (croup work) Discuss the meanings of the following
words as thoy are used in the pessagce. Sone times you
may cive the meanings in Amharic, The sroup which has got

more corrcct answers will be the winner.

— e o pe e b - b - Tt S B Yt B B B B Y 1 5 W R By s B Y e — T e Sr—

Words

Parts of speech neanings

e — o s e B e et

o

1. calf noun Young of cow, elephant, deer.

2. unique

3. elastic
Ly Hide
5. pony

6. tanning

et B e i e —

7. marine

. P N s o —

8, textiles

o e et e e e T
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mx. - (first individually then in croups)

Below are words taken from the passaze. Complete the

followins sentences by choosing a suitable word from

the list.
vazue flexibility processed
immersing stripping sprinkling

1. He has been to school long ago and only for a few years.

Thus he has a very __  idea a@bout schooling.
2. As onc get older, the of ones muscles decrcases.
3. Skin is highly __ before it bLecomes fine leather.
4, The surzeon is his instruments in toiling water

S e e bt S bt B

in order to sterilize them.

5. Be-keepers in Ethiopia are often seen water on

T P e Bt e ——

the bees to prevent thomn from flyins away,

Structurgi_ Wish

1. Regrets & hopes

P e . —
— P ¥ —— Tt Yt e B 5 e — s

I was (were) touch in English, talkins of the present.

I wish 1 pad been touzh in Enclish,  talking of the pest
__Eguglge a cood English talkins of the futurec.

I would like to have had a cood Enclish talkinz of the past.

s e B o g o e

2. Future in the past

I wish 1 had known that I was ~oing to rcach this esre.
I would like to hsve would

nown

S e A T+ ¢ T -+ o Baf s W | S s e g et e e et P . R S ot e et e o ot 4R Ny . T 7 SR M o s ey



BExercise A

B e e e o B

Fill in the gaps with the spproprizte words from the list

below: hed, hed had, shoutins, murmur, chattering, knecw, had

known, to see, %to havc sech.

Hovin~ @ oreat holiday — just wish we _ __ enouch

e e o Y S i

moncy to stay loncer. Yestorday, we went tc = football
metch - very noisy with everyone _ to support their

team. This ®mafternoon we had a disastorous visit to the

museun ' You know how one is almost afraid to in

et e P E e Yo

those places ? Well Betty started and couldn't

s B e W B

stop, so we had to come out. I wish I that she

T e S s o s o et

was zoins to do that -~ we could have saved the ten birr
entry feel. There was a traditional ballet at National
Theatre yesterday I would have liked

R ey it b o M ——

it but we didn't find out about it until it was all over.

Extracted from Eggrth Qimensiog by Robtert O'Neill page 71.

(pair work)

Tell whether the following statements with wish refeor to

present, pest or future time and indicate the structure

o e o S - — et et ot e Bt

that coused the ﬂlffcrence in tense.

I wish the dcctor could have curcd her from her illness
last yesr.

I wish all “iscases, poverty and death would disappesar

from the face of the ecrth in the near futurc.

I wish I wufe brave and intcllicent now.

I wish =all the world lesders were honest and kind.
I wish my swectheart had been happy yesterday.

I wish all schools would have hirhly traincd teachers
in the future.
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(pair work)

C. Write true or false acainst each of the followine.

Time words like yesterday, now, etc., must be used along

alons with wish.
Wish can be used to express interest or desire.

Wish as a veorb is always accomparied by the past forms of
the verbs in question regardlcess of the time it is referring

1D

D. Write down two sentences in each of thc tenses
(present, past & future) using wish. Exchange

your writings and see if you cen improve.

Writine (first individually then in groups)
The following story is atout a brother and a sister who
had remaincd so intimate until they finishcd their studies
and married. The story is just begun to be finished by
yous Imagine how would the story continue, add bits of
story to it and finish it. Iater compare your piece with
that of your croup-metcs and sec the difference. Finally
re-write the story in sroup by putting your bits tosether.

The story shouldn't excced hundred words.

The Story

In the suburb of Addis once lived a little girl naamed
Mimi and her brother, Wanush. They were very funny
children, always tellinz jokes and doins silly thinrs. One
dey while they were walking home from school, Mimi saw
somethins qlitterins in the sun, Unbelievable. It was cold

weighing about half a kilo. You can imszine . . .



Tesribing people.
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parasraph.

- s

Develop the following into a piece of

Ixchanse your writings among yourselves.

Finally write it in sroup.

Neme
Job
;"if: e

Appearance

Manner

Selary
Famnily
Possessions

Address

Place of work

Lyalew, Ato
6 ycars experience, Enclish teacher

30

dark Dbrown, short kindy hair, 1.70 meter high,
stout build, TCkgs.

Calm voice, outsoing, mien of command and

reassurance

7,200 Birr pcr year

single

a fcw books, some simple soods

Amist Kilo hostel, opposite Technology School

room ne. 30

Addis Ababa, Ninistry of Education
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APPENDIX B

re - Test
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Mame:

Section:

s o — S e S P S T e W W S o

Times 70 minutes

Read the following vassage cerefully anr ~wrame

questions that follow

Effective Headigg

When a teacher or a lecturer recommends a studznt to
read a book it's usuelly for s particular purpose. The bock
may contain useful inforamstion about the topic being studiecl

or it may be invaluable for the ideas or views that it puts

forward, and so on. In most cases, the teacher doesn't
suggest that the whole book should be rz2d, un.ess, of
course it is a fiction. In fect he may just refer to a few
pages which have 2 direct bearing on the matter being
discussed.

“nfortunately. wher wmeny students pick up @ book to
read they tend to have no particular purpcse irn mind other
than siucly fo 'rred zhe beok'. “ften they open the book
and start reading, psge by page, line by line, word by
word: in other words slowly and in great detail. The
result is ihat students frequecatly don't have an
oversll view of what they =rc reading; 2lso, they tend to
forget fairly soon what they've been readirg.

Peading can be made essier by g@ggﬁ}gé the following
reading strategies. Firstly decide preeisely why you are
reading the book: %hether it is to find sone information,
to snswer @ question, to understend a difficult idea, etc.
Secondly know exactly whai you sre coing to read: 1It's
seldom necessez® to read the whole book. A good starting
point is the Contents page, at the frornt of the book;

a quick look st the chapter hesdings may help to irdicate
what should be reesd. The Index, at the back of the bool,
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is often extremely useful in helping to pinpoint the exact
pages that need to be consulted for pasticular pieces of

information.

After having decided what to read say a cheptar nf 2
book, it'~ nelpful to get sn overview of the contents cefoicl
starting to read. This can be done by reading the first
and last paragraphs of the chapter, which is usually the
introduction & conclusion of the chapter respectively.
Skimming or reading very quickly some sections in order to
get the zeneral idea of @ chapter is certainly a good reading
technique.

Finez1lly, readers should ask themselves a specific
question connected with the main part of their reading. Thoy
notes as they reed. This will help them to focus on the
reading as well ss providing a summary which can be re-read
later. This is, perhaps, the most effective elemert in the
readirg strategy. If 2 student puts into practice everything
that has been suggested so far, he is most likely to become
an effective reader.
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A. Choose the best answer among the following
alternatives and circle the letter or your choice,

Which one of the following is true about the first
paragraph ?

A, A tescher generally wants his students to read all
recomnended books from cover to cover.

B. PFictions need not be read whelly

C. Lefturers, unlike teachers, usuelly recommend books
to be read without sny specifie purpose in mind.

D. Teachers rarely suggest that the whole book should
be read with the exception of fietions of course.

Which of the following is true about the passage ?
A, Many students are purposeful readers.

B. TWeny students seem to lack the general view of
what they read.

C. It is always wigse to read all sorts of books slowly
and in great detail.

D. A detail reeding of all kinds ©of books does not
seem tc guarantee ® good and long lasting memory.

Whieh onc of the following is untrue about paragraph
three 7

A. One's reading skill can®t be improved by gdopting
useful reading techniques.

B. A book may be read just to answer a quesiion or
questions,

C. It is unwise to start readirg before checking

1))

whethey oy not the henlk iz usefu’ bo waar
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D. The index guides to the source of specific
information in the book.

A

I e T e e e P Wi S

accordlng to the passage ?

A. A qulck look at the chapter headlngs.

i.-. }.1 B =

B. Consulting the contents' page.

Cs Not botherlng to choose what to read” &

D. Beadlng the first and last paragraphs 6f a chapter

before reading the whole of it. e IN
, . ) bl
Whlch two of the follow;ng do not contribute to effective
reading, according to the passage ?
B. Write true if the statement is true’and false if
the statement is false against each of the following

sentences according to the passage.

It is - always wrorg to read word by word.

Mary students sare unfortunate to pick up @& good book
to read.

Kn. wing the purvose of one's rcading is one of thc
strategies leading to effective reading.

Tt is usually good to consult the contents' psac af ter
on: has already finished rcadirng.

No;e—taking while reading scems the least important ot

th. reading strategies.
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0. Match the words in column 'A' with their correspording

meanings in column 'B' es they are used in the passage.

_Colume A
11, recommend (line 1)
12. invaluable (line 4)
13, LESHihg ( " 8)
14, adopting ( " 18)
15, precisely ( ™ 19)
16. seldom ( % 23}
17. overall ( "16)
18. strategies ( " 19)
16. endeavour ( ™ 39)
20. focus ( ™ 40)

21,
22.
23.

11

Ex.

A.
B,
c.
D.
L.
F.
G.
H
I.
Joe
k.
L.

Column B

malking use of
relation
attempt
concentrate

of high value
general, total
the whole bits of facts
techniques
exactly

not often
advise, suggest

valueless

D. Write what each of the following words stands for

in thc passage.

they (line 12)
it (line 22)
This (line 40)

—

Tach of the sentences below contains at least one

grammar mistake.

(1)

sentence that is wrong and then

underline the part of thé

(ii) re-write the

whole sentence correctly under it. The first one is

done for you.

He was happily to hear about his promotion.

(Answer: He was happy to hecar about his promotion,



I8¢

24. One of you was very lat. yesterday.

Answer:

T v

25. What does this mcans ? He doc - not know.

Answer:

26. He applied to study chemistry, no physics.

Answer:

—— -y~ T . 0 e T W

27. The student have learned a lot from her lectures.

Answer:

pa— —

28. The informstion he received was wrong.

Answer:

B. Join the following sentcnces without changing the
mcaning using any appropriate link-word. TFollow the
eXample given.

Ex. WMamo is absent todav, His fricnd is absent todav.
(not both)

Answer: (Either) llamo or his friend is absent today.

28. TFvery year a lot of students sit for the TSLCE. Only

a few pass,

Answer:

wr— S v -

30. All my brothers sre coclaple. They are intelligent.

Answer:

— ——

3". He is not educated. FHe is not wealthy.

AnSwer:

32. She didn't come to schoel. She is sick.

Answer:




33.

34.

35.

36-

37

3:.

18%

it .

7ill in the following blanks by choosing the best
from among the given alternatives., Circle the letter
of your choicc.

She has becn away for weeks, ?

A. was she E. haven't she C. hasn't she

D. wasn't she

Hello. Ixcuse me. What is your name %

A. T am Ayalew B. My name is Ayalew
C. Ayalew . all arc correct
It just worries me pcoplc are so cragzy

monty these days,

A. VWhy/about B. Whose/for C. What/about
D. ______ [for
A thousand birr a month rather a high rent to

T P 005 e e e o

pay for a house.

A, arc E. have been Cs I8 D. A and B are
correct

My friend, Worku, is very poor. He has st
trousers without a change.

o e e e e - N S e

A, one B, a pair of C. ‘thrce D. no

The number of students sitting for the ESLCE cvery

year very large.

=

A. 1is BE., have been C. arec TI'. werc



40.

47,

42.

43.

44.

45.

188

My are gentle as well as wise,.

A. brother-in-law B. Dbrothcr-in-law's

B. brother-in-laws D. brothers-in-law,

The rich always @ luxurious life.

A. 1lcad R. are C. 1lid D, leading

It e Dux friconds that =2re shouting outside.

A. can B, is C. have been D. are being
It is impossible to wealk. It ___ very heasvily,.
A, is fallirng B. may reining

C. is about to begin D. is raining

You all _ _ studying English since grade three.
A. were B. have been C. had been D. are
Is _ ready ?

A. 2all of you B. ecvery body C. some of you

D, we

If you the above questions carefully, you

can answer them casily.

A, had read B. read C. <could have read
D. will have read,



Appendix - C Post-Ta

Neme of studentx: - Rol. No: e Secs _

I. Read the following passage and answer the questions below it.

Note-taking is a complex activity which requires a high level
of ability in many separatc skills. A

Firstly, the student has to understand what the lecturer
says as he says it. The student cannot stop the leeture in
order to look up a new word or check an unfamiliar sentence
pattern. This puts the non-native speaker of English under =
particularly severe strein. Often - he may not be able to B
recognize words in speech which he understands straightaway in
print. He'll also meet words in a lecture which are
completely new to him, While he should, of course, try fto
develop the ability to infer their meaning from the context,
he won't always be able to do this successfully. He must
not allow failure of this kind to discourage him however.

It's often possible to understand much of a lecture by
concentrating solely on those points which are most important,
But how does the student decide what's important ? This is

in itself another skill he must try to develop. It is, in

fact, the second of the four skills I want to talk about to- day.

Probably the most important piece of information in a
lecture is the title itsalf. If this is printed (or referred
to) beforehand the student should study it carefully and make
sure he's in no doubt about its meaning. Whatever happens he
should make sure that he writes it down accurately and ¢
completely. 4 title often implies many of the major points
that will later be covered in the lccture itself, It should
help the student therefore tec decide what the msin point of

the lecture will be.

A rood lecturer, of course, often signals what's important
or unimportant. He may cive direct signals or indirect signals,
Many lecturers, for example, explicitly tell their sudience D
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15

50

29

£0

I 7~

that a p01nt is importent snd that the student should write it
down. Unfortunately, the lecturer who's tryine to establish

a friendly relationship with his audience is likely on these
occasions to employ @ colloquial style. He ni~ht say such
things as ‘This is, of course, the crunch!' or 'Perhaps you'd
like to ¢et it down'. Althouch this will help the student who's
a native Enclish-speaker, it may vcry well cause difficulty

for the non-native Enclish speaker., He'll therefore have to
make @ bir effort to sct used to the various styles of his
lecturers.

It's worth remembering that mcst lccturers also give
indirect sirnals to indic=te what's important. They either
pause or speak slowly or speak loudly or use a creater range
of intonation, or they empleoy a combination of these cevices, E
when they say something important, Conversely, their sentences
are delivered quickly, softly, within a narrow rance of
intonation and with short or infrequent pauses when they are
sayine somcthine which is incidentel, It is, of course,
helpful for the student to be aware of this and for him to
focus his attcntion accordingly.

Havine sortcd out the mzin points, however, the student
still has to writc them down. And he hes to do this quickly
and clearly. This is, in fact, the third basic skill the
must learn to develop. In order to write at speed most
students find it helps to abbrevieste. They also iry to select
only thosc words which sive maXimum information. These are
usually nouns, butl sometimes verbs or adjectives, Writing 14
only one point on each line also helps the student to
understend his notes when he only one point on cach line also
helps the student to understand his notes when he comes to
read them latcr. An important éifficulty is, of course, finding
time to write the rotes. If thc student chooses the wrone
noment to write he may miss a point of greater imporftance.
Connecting words or connectives may guide him to 2 correc¥t
choice jere. Those conncctives which indicote that the
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erguncnt is proceeding in the seme dircction also tell the
Yéstener that it's a safe time to write, "Moreover!t,
'furthermore’, 'also', etc., are examples of this. Connectives

such ag 'however', 'on the other hand' or *nevertheless’

usually mean that ncw and nerhaps unexpected information is
roins to follow. Therefore, it nay, on thesc occasions, be
nore appropriate to listen.

The fourth skill that the student must develop is one
that is frequently Eg;;ggigg. He must lecarn to show the
connections between the various points he's noted. This G
can often be done more effectively by & visual presentation
than by & lenscthy statement in words, Thus the use of
spacins, of underlining, and of conventional symbols plays
an important part in efficient note—takinz, Points should
be numbcred, too, wherever possible. In this way the
student can see at a glance the framework of the lectures =%

Adapted from - Listening_Comprehensggg
And Note - Taking Course

e }

by K. James et.al (pp. ©1-92)

A, Wetch the words or phrases in column A with their possible
meanings in column B as they arc used in thc passage,

Column A Column B

_____ L. complex (line ) a. £uess
2. lcok up (line ) b. only

3. recocnize () ¢, hearly
__m_4.hﬁﬂ ( ) d. know
— 5 solely ( ) e, vrcfer
______ 6. beforehand ( ) f. watch
. T. Accurately ( ) g. in advance; garlier
Y. implics ( ) h. ignored
e 9o signals () i. Jose

10, explieitly ( ) jo rezeyded



11.
12.
____ 13
14.
15.

A
£
P

employ ( )
worth ( )
maximum ()
miss ( )
neelected ()

B

e

succests

hints or clues
disguises

great

impor tant

use; apply
clearly; openly
exactly; pricisely
difficult

simple

C. Choose the begt answer according to the passace and

indicate your answer by circling the letter of your choice,

16. Which one of the following could be the title of the

above passage ?

How to listen to lectures

How to organise notes from books
How to take notes from lectures

How to be attentive during lectures.,

17. Which one of the followinz is_not amon the &ost

important points in the passage 2

Q.
b.
C.
d.

uwnderatandine the lecture

Not worrying to connget the notes one has telkes
Decidin~ which point is most impertant
Developine 2 quick and clear note taking skill.

38. Which one of the following is untrue abeut the pessaze,

8,

Thourh note taking is & complex skill, 1t doesn't
involve other skills i.e. other than the agllity te
write,
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Any audience can stop the lecturer when he fails to
understand the idea of the speaker.

Usins abbreviations is one of the useful techniques
in note—taking.

Pronouns arc believed to provide msximum information.

19. Which one of the following points does not belong to

paragraph B in the passage.

a,

b.

It is easicer to know or guess the meanings of words
from @ lecture than from writing.

It is casier for native speakers to follow a specch
than the non-native ones

Guessing the meanings of unkﬂ%wn words while
listeningz to a speech is advantageous.

One can understand much of a speech by just focusing
on the most important points.

D. Write true or false after each of the following statements
according to the informetion given in the passage.

20.

21.

22

23.

24.

Most speakers do not indicate the important points
in their speech.

The title of a speech or a lecturc is least important
to the listener.

It is often easy to find out the style of a lecturer.
Shortage of time is one of the problems in the

task of teking-notes from a lecture,

Connectives are very helpful in guiding the listener
towards the direction or flow of the speech.
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E. Pill in the following blanks with points from the passafe,.

25, What are the indirect signs that a speaker nay give to
show the important point(s) ? (three points)

1 2 3

el = e e B T b ) T P e

26. What ere the threc tyyes of words (parts of speech)
that usually carry much information ?

1. 2 3

S T P g P T

27. Write down three worcds which show that the talk is
continuing.
1 2 3

e e S Bt b b T e T YT AT — T

28. What do words like ’however®, 'ncvertheless' anC so on
indicate in a speech. (In not more than ten words)

—— - — —r S o T B

29, What are some of the disrcgarded or unused note taking
skills that the rassace mentions ? (three points)

£

1. 2 3

T 8 Pt o SR i e B B T e v e ey S S e

F, Indicate what cach of the followin: words stands for in the
passage,

%0. he (line )

34, this ( *# )
32, They ( & )
33. These ( * )

G. Choose and circle the lctter of the sentence that expresses
the pain idea of the paragraphs frem the passage.

o

3¢. =a. If you want to understand a lecture well try %o guess
the mcaning of every word spoken.
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b. Netive speakers listen far better than the non-native

ones.

c. Try to undcrstand what a speaker or a lecturer says
from the context.

d. In order to understand a lecture fully try to look
up the meaninss of all the new words that you come
across in the specch.

Egraggﬂhh D

- m—— e

A non-native listencr conrot make use of colloquisal

“
[

sisrnals,

b. A 2ood speaker usually signals what is importent and
what is not important.

c. Non-notive listeners have to meke a bis effort to
master the various styles of their lecturers.

d., Expliecit or direct signals are more helpful than
indirect signals.

Sentence Comprehension

Read the following sentences carefully and then choose
the 2lternative which comes nearest to the meaning of

the oririnal sentencce,

When you chew 'chat' except for the twenty minutes or
so, you will lose your usual self,

a, Durins ‘chat' chewer should 2lways have it in order
to keep his usual self.

b. A 'chat' chewer should always heve it in order te
keep his usual self.

c. Other thon for the first twenty or se minutes, a change
occurs in the 'chet' chewer's behaviour,



d,

r

1f you want a chence in your character, chew 'chat’
just for about twcnty minutes.

After the execitcment caused by the ‘ecuat' is over, you feel

worn ond (depresseéd.

'Chat? overexcites its victims

The af ter—effect of chot is weoriness ond depression
You fecel old after the chewing is over.

You fecel exeited long after the chewing is over,

The latest studies show that thousands of Ethiopians turn

to chat cvery year.

8,

b.

The number of Ychat?® chewcrs is yearly increasing in
Ethiopi=a. o
vChat® chewins is very hclpful for study.

Tvery year thousands of Ethiopians abondon the habit
of iChat’ chewing.

N-w chat farms arc established by thousands of Ethiopians

every year.

Hichly invaluable. It descrves crect care.

It is of little value

Thourh it is invalid, it needs careful hendling,

It is of hich value seo that it requires sreat coare.

It is veluecless so thet there is no need of looking ®ftar
it.,

Xassu, Zcberze and Goitom's shop is growins prospcrous.

Qe

b.

Kassu's, Zebcrea®s and Goiltom's shops @are becoaing
profitable

Kassu, Zeberga and Goitom's shep §s zrowinc prosperous
trees.



w3
v

The shop that is jointly owned by Zeberra, Goitom
and Kassu is becomine profiteble,

Kassu and Zcberrsa are becomins rich and so is Geltom's
o ne

shop.

'Toye, you ouzht to wear & thick coet' implies

a,
b.
Ce

d.

Taye doesn't like coots unless they are thick
Taye is becoming thin
It is 2 sunny day.

It is 2 cold day,



3elect the best word to fill in each

&ta

blank among the given alternatives.

If you ar: ~bout to launch a search for a job, the suggestions

offered here can =2l you, whether or not you have any diploma or
certificate, whether you are just starting out or charging yecur job.

3efore you try to 1 a job orening, ycu 2 to answer

the hardest 3 of your working life: 4 do I want

to 5 T Zeore is a good way. & down on a piece 7

paper and don't get8 till you've listed all g things

accomplished. Your list might 11

raising campaign, or acting 13

important role in the serior play.

you're preud t> 10

being head cf a 12

. ~.find S apply C. ask
2. 4He must Ze should C. have
3. 4. thing T. guestion C. statement
4. 4. when Ze what C. vhy
5. 4o do S. mnke C. haé
6. 5. start 2, write T« 8i%
7. Lo clean 3, of C. white
C. Lo finished 3. 2one C. up
9. 4. the Z. many C. sopme
10 -« {-e be 3. have C. had
11 . . be B. has C. include
12°. 4. charity Ze. fund C. cash
13 . . the S. this C. an



V. #ill in ti:> £ollowing blanks with the appropriate words or

phrases givzn in the list

look u», through, bring up, while, up

l. Xeep your hard work yocu are looking for a job.

2, If you are Ssiven an interview, everything in your

educaticn and experience that may be related to the job.

3. Tollow _ with suggestions people give you for “inding

a job.

4. Go to thrc library and information about your

field of interest.

Name School age height grade rank subject average
Goitom 32333 16 1.50 10 4th 75%
adane L 18 1.60 10 3rd 70%
Tenkir " i4 1.55 9 5th 75%
Gadissa 2 15 1.70 8 2nd 80%

Tinish tho following sentences using the information given in

the tabiz. Use the items given in the brackets. iake the

necessary molification.

* 2. Gadissa 1.70 metres (measure)
6. Adane is of the four beys (old) while Tenkir is
_ (young)
7. Goitom is than 4Zdane (intelligent)

8. If they eep on working as shown above it is likely that

they all to the next grades (will nromote)

C. idane and Goitom are grade students (seniority).
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T, Choose the correct word form to fit inte each

sentence. Use arpropriate verb tenses, singular

or plural forms.

administration, administrator, to administery administrative,

administratively.

1. . to Llemu iz the top in the hear by state farm.
2. e all aspects of the farm's finances.
3- t=2 farm is divided into three units.
4. the officers all work on the second floor of

the fara's building.

VII. In each of tae following, complete sentence 3 to make it as

similar as pscsible in meaning to sentence ..

Ixamnle

e e e
Y+ Shegaw vent to schnol. [ger alsc went to school.
3., DBoth

Yeur write: Icih Shegaw and fger went to schesl.

(8]

l. #. If you Zon't stop talking, I'11 pupish you !




2o/

4. 4. I had never been abroad hefcre.
3. it vas
5. l.. inriza ic both sweet and intelligent

B. Het caly

VIII

In the f-llcying dialogue between 'S' and 'Y' supply the

unfinished sentences with the most appropriate response by choosing

from the given alternatives.

1. T: It is very hot inside.
S: Yes, »ut what can I do ?
T: Ch baby ! You the windown

L. had to open B. have to open C. need not open

. shruld nave to cpen

2, T: sve you finished your homework ?

S: Hc. lot yet.

T: You by now.
... were fipnished B. should finish C. must have finished
D. hed %o finish

me: docs this note-hook cost?

R U]
]
L]
Y]
O
£
3

{nly two birr.

[}
L
(443
]
~
[
[ 2
(=]
L]
Ou
&
W
o |
L]

3
(%]
O

[

Qe
-1
ct+

only fifty cents a year ago.

Lie geé to cost 3. costed C. had costed J. has cost

that guy cver there riding a sheep !

o
L]
rd
L]
(4]
=
1¢]
W
w
b

tn
Cr
=
.
e
I

8]

is ruite funny.

rJ

t
t “Jhet furny ! It is rather idict him te behave
2

sc fcolishly at this age.

L+ to z. for C. a2hnut D. of
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The following sentences zre incoplete. Decide which df tlee

choi is ¥ hes pleti
i0lces 18 the best way of completing the sentence or sentences

"l. ister, which pen do you want: the red one or the blue cne ?
L. None 3, Neither C. inyone J. Nor one
2. Iy home is about twe nmiles from here.
e 3. off c. farther 9, wide

! 3. When she %012 us the joke, we all sut laughing.

™

L. breke 3. burst C. got 3. sect
A4« Because it rzained very hecavily all day we had to
the mecting until the following Saturday.

Le Ppre—arrange 3. postpone C. shifting 3., decide

5. Hello. Is that 2C O0C 50 ? Flease put me to the director.

e ACCCHES Ze up C. over D. through
s 1'd like t- live in /[ddis. ! don't want tc leave
my presernt J3oDb.
L. Cn tke caz hand B. Inspite of
C. ©€n thzs 2ther hand 2. ©Cn ore hand

7. It is a pity. I always suffer headaches in hot weather.

Le by B. with c. cof D. from
O . What does ghe dc for a living 7 She a small
private bLusiness.
L. runs 3. lead C. makes N. collects
G. This isn't coffee what it says on the label.
L. althoupgh 3, inspite of C. even o, opposite of
10 Taye swins very well and does his wife

i. also Z. even C. so J. too



Appendix -0

‘mesticnnaire for Inrlish language teachers

Cection 1

Please £ill in the following (Mos. 1-9)

— o - o m— e e emm G e

— o mem —— —

3. Natiorality

— e e e o e e e o w—

4. The nare of college or university you went to:

(college) (uriversity)

— e — e — w— — e o e e smm mme e e o

— e o - =

Tlease s-acify

8. Teaching experisnce (years)

9. Numbsr ¢ years you have taught in each grade

[/ (grage ) /7 ten [ 7 eleven [ 7 twelve

~

3ection -
Tlease put 2 tiek (v”) in the hox (¥os. 10 - 41)

10. Do all the >nglish scores of a student (100%) in your

school cons from exams 7

1 2

Lo

]
w
©

S SE——




(o))

11.

12.

13.

204

If your argwer to Lo. 10 is "no" how much percenrt of English

=

scores of 2 siudent in your school come from exams

i 2 3 4 S5 6

f
less than EC¥ 51-59% | 50-69% ! 7C-79% 80-89% 90-99% |
]

—

Zow many Znclish tests (including the final exam) do you

give in 2 semester's time ?

1 2 3 4 5 - 6

Cne two three four five if more, please mention

g i | I§ottars_flense specity

.

If your answer to No. 12 is "three or less" what is are the -

major reason(s) for your #administration of fewer tests ?

Pedagogically, occasional testing is better than frequent testinec.
I don't sce the advantage of *any tests.

rthe poor facility of the school such as shortage of stationery
and lac of typing and duplicating services discourage
frecuent itcsting.

The larze number of students make the task of frequent
testing burdensome.

I am alrcacdy overloaded; I don't want to add any more.
I am demotivated to worry about any cuality teaching.

All except [and 2 ebrive




W N e

o N a »

oy . i

14. If your answer to No. 12 is "five or more" what is/are

the

Oth

major rea

son(s) for your frequent testing ?

It is mor= reliable

It sives = beiter opportunity to see the ahility of cach
individual student

It helns to chec progress in learning

It motivztes learning

ers. Fease mention

15. +“hat are the other sources (other than exams) of your score

2

3

4 5

2

1 6 7
; ' th
Class Hpne | (Grodp Iattendance effort ‘combiﬁation‘

i activity work work | of all l others
| _ ! these ,
1
5 |
| ] |

Ylease specify

16, ¥rlea

sc show your first four assessment preferences from the

following list of activity types. rite "1" if the activity

type

i

¢cr Loar

ring marifestation is your first choice; "2" if

it is ycur second choice, etc. in the box provided against

zach

Att

T'ro
0% i if
Att

il

itez,

gc zctivi

Group wor:

er.darce
ject
ort

itude

ty

Yome assigrnent

Handling of work bhooks
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17. ““hat is/. are the reason(s) for your preferences ?

They cap =irror the student's ability more clzaarly

They arzs cazsy to ~hserve

They arc more useful to the learner

D A W e

L

They ercourzze learping more than others

+ “

At He cbre

Cthers, TFlease specify

18. Do you believe your preferences generally agree with those
of your students' ?

1 2 g’
No ! IM‘M*}N’Q

gYes
i

——g ]

!

19. If your answer to (No. 18) is "no" do you think you should

revise your prefecrences ?

1 2

1 '

| Yes | No !
At ————

2C. Jo you iecp ary record (other than for the tests) that

descrizes your student's individual performances ?

[
N

Yo

]
lq:
n




21.

N

20f

L

If your angwer to (Mo. 20) is "yes" how

o

use a2 separate file for this purpose
I “een them in my hecad
I write marks on my stucdent's work books

if any other, nlease mention

—
1]
f
e
1
—
1
|
—
|
i
D ——

Do you give home work 7

R S

If your answer to (lo. 22) is "yes" how often do you give 2

1 ] 3 4
i sfter every | iwice i Cnce only o cionall
; lesson ! a weak 5 a week ! Y occas ally

I

Do you correct the home-work °

2




i

o
“de

26.1.

20¥

1f your ancwer to (lio. '24) is '"yes" how do you gererally

correct them

If sim=ly teil the correct answvers

ma%e mv siudents exchange their exercise books and correct
m 2 »nasis of my amnswers.

discuss the assignment thoroughly and correct

I make the clas
o) rc on the basis of the best answers.

his/har own o

N

I go arcund the class and simply put marks of attempt or
some generall comments on each student's work book.

I carcfully examine only a few of *he assignments
{according to my schedule) make specific comments and
finally tell the correct form to the class as a whole.

I1f any other, please mention

vhan you offer tests, do you give hack the corrected papers

hed
.

to your students

If your answer to (Ko. 26) is "p<s™ how soon do you

generally return them ?

Buring the pext lesson
As soon as I finished correctirg

Lny time I like

Jher you gorrcet the test papers, how do you usually react

to the wrong answers °

I simnly put a big "X" and pass to the next number.

I put "i" and then indieate the correct form beside the
WI'ORE ANswer,

I jump the wrong amswers puttirg a tick ( ) against the
right oneo,

1 put a cuestion wark () dgainst the wrong answer.
I carcel out the wropg respomnses.

74 b Ty oomay gtuog

- e e T T R i a T R S R e e R
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°5.3. 3uppose you mate mistahe(s) during your correction or
settirng {7z test items, 7o you allow your students to

o

neg- “iate

27. If your answer to (ho. 26) is '"no" do you tell your students

the corrzct angwers 7

1 2

' Yes ! lio .

28, If your 2nswer to (I'e. 27) is "yes" how soon ?

1 ; { Scor after the test, whenever there is amy spare tine.
2 i i Juring the next lesson
3 E ¢ Apny time I like.
20, Are your studerts' performances in class (informal assessment)

generaliy cornsisternt with their scores in exams 7

1 2 3
. Zom nef |
Yes . Mo ! sure

3¢, If your angwzr to (FMo. 2€) is "no" which one do you think is mora

deperndale,

1 : | Th2 scores from various class activities and quizzes

2 : i ke scoros from final exams



2/0

31. Suppese your bright student (in class =zetivities) scores
very lcw wmar“s in the school exam, do you upgrade his

score by raicing his mar%s in the cortinuous assessment part ?

1 2

Yes ' No

| |

— e — —

32. If your answer to (No.31) is "yes'" do you think the school
princi=al 2nd yocur professional colleagu=s person-1lly support
such practice (though the law of the Pinistry of Zducation

forbicds) °

33. If your answer to (Mo. 32) is '"yes" do you thirk this
indicates that English larguage testing should give amnle

room for informal continuous class assessment %

[y
oo

3

"3
2]
Q

Mo I have no idea

34. 2id ycu tzale any testing related course(s) during your

course ol siudy 2t cellege or university ?

Yes ! Mo




See
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If goso answer o (Bo.38) i "pues®, how 4id geu treat the
vreastisais)

I Sorsed them €0 lcaram os It wad part of e

o s currlenlons '
. § toled to change Gy Sesdaiyse of prossulele

r. toa for thal particnlsd Boaass.

3 sshed the sludusts why Chey full Chal way
1:| sed Slupacsed the pooblem togotheds

 § that pard & te the =onb
m Sumpod passed

portions
o

§ effsrsd emothap altovontive Bash Inslsads

ummmwaummd
faglish language Sestiag ta Sokfoplen Bigh Jchosle,
sm&ummmm“m
sud ssaticn the hind{e) of ssssssweat you vish So b
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Appendix - E
Questionnaire for students

e b e+

Directive: Put a tieck ( ) in the box against the number

Nt D bt B W

of your choice.

1. Rank the followins sctivity types in your order of preference
i.e. write '1¢ arainst the activity type that you like
nost end '2' asainst the one which is your 2nd choice, etc.

| .

L i Home work =nd assignments

L"‘”J question-answer type activity
]

L___J Group work end/or pair work

2, Why did you answer like that ?

Tp dj It is more teaching
T
F_“_J It is less difficult to deal with

It is enjoyable
_,_“4 X

A11 the sbove.

o P

o v

If others, plcese specify

L

i

- e v —— e g B S 7 B .t S e e b

3. Which one do you prefer ?

N
| Smell tests or quizzes offered at the end of a2 chapter

‘ ] or unit
]

1 . . .
LH_____J Bis tests given at the end of the semester.
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4. Why did you answer like that ?

1 ‘ E Frequent tests stimulate me to study.
\ Tt is easy to answer small tests even without
2 | studyine
i | small tests mcke me study =lways and I don't like
3 lm_w_é to study continuously
i I .
; | Spmall tests cive me many chances to test and show
4 *'_‘__ | ny lancuece ability but big tests don't
i
i
! ; small tests do not frichten me but big tests do
2 8 i
{ Bir tests discourage regular study rather they mmke
6 - | me study too much 2 round the exam week
7 A1l except numbers two and three
8 |} Number two & threc
!
i

\0

I1f any other, please state

e — o T T WO B

5, Which of the following learninge activities do you think
do more clearly show your Tnzlish language ability.

- ————

l ]
1 | ! (lass activities and homework
—
1 ;
2 L_____J tests and final exams
3 ﬁ | class activities =2nd homework re2sonably combined
Ll with results from tests & finsl exams.

6. Why did you snswer like that

i
!
1

I study seriously for tests and exams but I don't
renerelly bother about class and/or home activities
because they have little or no value

T think the more varied the assessment is the
mnore fair it will be

Cless activities & homework carefully observed
throushout the semester can best show my ceneral
Tneslish language ability.

|

=
N
S
15 15 I N S

] 1

g o R ; - — i
T nthervs . nleasc suate
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7. Would you agree if your English teacher assesses
you secretly through your differeat hopme and
class activities throughout the semester?

1 2

e il

[ [ =

@¢ If your answer to the above question is 'Ro', why?

1 den't trust my teacher.

}—] 1t is tiresome and painful

‘71 This kind of subjective assessment
— | cduld be highly erraneous.

. All the above

If others, please state

n » W PN -

9¢ Did you like the mew method (continuous assessment)
which you have just beem practising?

]m l '“l

10€ Why did you ansver like that?

It was more teaching
—i It keeps me Dusy”
Group work is interesting and fum.

I want to learn from my teacher who knows
much not from my peers who are as ignorant
as myseif.
since my colleagues are not helpful, group
work is a waste of time.
' one and three above
four and five above
If others, please mention




!"‘II'|:"j_l_-.v‘u,1A e ;
Self-Asgessment Questionaire for Studenté

Direction: Please put a tick ( ) inside the box against
the number of your choice,

1. Do you feel that you know your strengths and weaknesses
in English language?

Tes No

2. If your answer to (No.l) is "Yes", do you think you
can help yoﬁr English teacher by assessing yourself?

3 4
Yes No

3, Do you believe your English teacher has a good
¥nowledge sbout your English lengunge ability?

Lo 2.
| Yes . No

4, If your answer to (No. 3) is "yes", do you often
agree with your English teacher's ratings in olass
aetivity and assignment

p 2
Yes No

5, To which of the following ability levels do you think
does your English skill belong? Indieatec by putting
a tick against the adjective of your choice.Ex, If
you feel that your writing is excellent, put a tick
in the box under excellent-against "writing".

P Lt

Exeellent EBBX Good Fair | Poor

[PUDP . P

_——-R—qg-d'—i'—nﬁ-—ﬂ-ﬂ-—-ﬂ i L-- - wes. o s o]

enin B |

___Speaking __ — —

Writin { =
A ¢ T T 4 AT T HTD S T e e pemu SUMAC et © " B s e - L
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6o, Are you satisfied with the marks you have received
in the subjective assessment section?

Yes No
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APPENDIX G

Crmoutation of Mean and Standard Deviation
of *he Pra-Test €-r +ha Control - Group

il

74

$Db= B8,.6

29.4

! Cevia frequency
l i of N times Sq
1 YVigd- ! Point | Sg.davia | deviation
T v B £ £ bl g v tien fx2
x mean 2
i ¥ -%
16-18 17 2 119 12.4 152.76 1076 .
19-21 20 i1 | 220 a3 82. 26 271
22-23 23 = 141 By 10,95 236
=oromen)
R 26 | 2§ 2kE 5.4 11.55% 53
- S
28-20 i 29 O RS e.4 .16 o
1 t
31-32 32 | WO 3E2 I = 5.6 | £.74 1% .
; - e ' 4
34=36 35 & L a@ s 58 31,36 188 ;
1
i
37-39 3e s 20 2. 56 3 |
1
49-42 s 2 11 €7 ¢
32-45 3 176 | - 312,14 E
-
4c-43 47 3 ] s ;
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APPENDIX H

Computation of HMean and Standard Deviation of

the Post-Test for the Control - Group
e T S §
H ! Devia-
ii l tion
i ' | ofHMi1d- | Sguared
1
H Mid- £ { fnl Pont deviat- fx2
I ol Point ! From 10n
21 ‘ Hean Z2
‘ ¥ - X
19-21 2@ = i pRLES 13 169 845
22-24 23 7 161 10 100 300
25-27 26 11 28¢ 7 49 539
| 28-30 29 2 174 4 16 96
H
31-33 32 19 320 1 1 10 i
i
34-36 35 7 245 -2 4 28 ‘
37-39 38 7 266 -5 25 175
40-42 41 12 ; £33 -8 64 g32
43-45 44 3 132 -11 121 363
46-48 47 5 235 -14 196 9RO
T R 4568
N =74
¥ = 33.93
SD = 7.86
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S L e S5

Compution of Hean and Standard Deviation

M

w

wn

-
1

of Pre-Test for the Study - Group
Devia- Frequency
fid - ] tion times Sq.
R O Point £ fu of Mid deviation
X1 FPoint Squar- fx? :
‘from ed {
; Hean devia- 5
i ¥-x tion ?
i
18-20 19 6 114 13 169 1914
| 21-24 22 11 242 10 100 1100 %
i 3
24-27 25 4 |10 7 45 196
[ iy T 28 7 196 3 16 112
30-32 33 B 155 1 1 5
i
33-35 34 11 374 -2 4 a4 |
i 36-28 37 1 37 -5 25 25 ﬁ
| z9-4:1 40 7 220 -8 64 417 i
[— 4 S
ar~4 i 5 3 Rl 3% 121 ¥ f
45-47 46 5 230 -14 1956 98O i
i
48-59 49 4 1356 -17 289 1186
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PPENDIX J

Computation of Mean & Standard Deviation
of the Post-Test for the Study Group

== T

!\ Devalu- Squa- fx2

!% Mid ation of red {fregu.

i Point Mid Poin | deval- | times

i c.I. b4 £ £x from uation Sqg.Dev.

Hean X2

\ X - X

‘ 24-26 25 11 275 12 144 1584

|
27-29 28 4 112 9 g1 324
30-32 31 5 1855 & 36 180
33=35 34 5 I 170 3 9 45

i 26=38 45 1@ 3170 ° ) o
39-41 49 7 28¢ - 3 9 63
42-44 43 g 344 - 6 36 288
45-47 46 5 276 - 9 B1 486

L, 48-50 49 8 392 -12 144 1152

2274 4122



APPENDIX - K
The Comparison of Two-rests Control Group
Student Pre-Test Post-Test
R 17 21 Student Pre-Test Post-Test Student Pre-Test Post-Test Student Difference Deviation mm-aof
) i 55 i - " 72 32 33 D=x-x, d=0-5 d
73 37 41 31 0 -3.04 9.24
3 a3 a6 37 30 34 78 24 25 o ; s 56
4 21 27 e 15 47 Total 2176 2452 33 0 -3.04 9.24
34 1 -2.04 4.1
5 22 26 39 35 39 Mean 29.4 331.13 = e a o
6 26 A3 40 33 30 ww -2 |m.ma 25.4
i 0 = 3.04 3 4 0.9 0.92
7 39 4.4 4t 17 3 38 2 -1.04 1.08
8 24 26 42 21 21 W & 74 39 4 0.96 0.92
) . i 40 -4 -6.04 36.5
9 a 4 L 35 37 (xy-xp) = 225 a1 14 10.96 120.12
10 i 20 an 33 30 7T I a2 0 -3.04 9. 24
‘ 43 2 -1.04 1.08
1 ac az A% 36 L = 3.04 44 o -6.04 36.0:
4 33 24 ae 28 35 __ 45 6 2.96 8.76
., ; 46 7 3.96 15.7
1 2. Z ‘ i 80 giudant Difference Ocvistion Sa.Dev. 47 - 4.04 16,32
14 20 26 25 25 D = X =Xy d: D-5 d 48 0 -3.04 9.24
) o i i o 49 1 -2.04 4.16
1o Z) s 1 4 0.96 0.92 50 7 3.96 15.7
6 a0 n 50 14 41 2 6 2.96 8.76 51 3 -0.04 0.0016
. . n 3 2 1.04 1.08 52 1 -2.04 4.16
17 25 2n 51 2 23 3 4 0.96 0.92 53 1 -2.04 4.16
18 13 40 52 34 35 5 8 0.96 0.92 54 6 2.96 8.76
_ . 6 7 3.96 15.7 55 10 6.96 an. aa
10 1) 20 53 29 27 7 5 3.96 15.7 56 8 4.96 24.6
20 3 42 54 18 27 8 2 1.0 1.08 57 2 -1.04 1.08
. ) 9 3 -0.04 0.0016 58 5 .96 3.84
21 29 30 55 ! LN 3 -0.04 0.0016 59 3 0.04 0.0016
22 49 a7 56 16 24 1 0 -3.04 9.24 ~ 60 4 0.96 0.92
. . 12 -4 -7.04 49.56 61 5 1.96 3.04
23 36 39 37 43 SUE 0 ~3.04 9.20 62 3 096 0.92
o 23 24 58 32 37 14 6 2.96 8.76 63 4 0.96 0.92
. 15 9 5.96 35.5 64 5 1.96 3.84
25 27 28 5a 23 23 45 5 1.96 3.80 65 6 2.96 8.75
26 27 26 6V 13 22 17 3 0.04 0.0016 66 2 21.04 1.08
, : 18 2 1.04 1.08 &7 9 5.96 35.52
27 38 19 61 &l 25 19 1 2.04 4.16 68 8 4.96 24.6
28 22 19 62 - Z7 31 20 - 4 0.96 0.92 69 1 -2.04 4.16
. 21 9 5.96 35.52 70 1 -2.04 a.15
29 28 39 63 37 41 22 X 14.04 16.32 71 4 0.96 0.92
30 o 42 64 16 21 23 3 0.04 0.0016 72 1 -2.04 4.16
o . 65 30 36 24 1 -2.04 4.16 73 4 0.96 0.92
33 65 4 46 25 1 -2.04 416 74 1 .2.04 4.16
32 21 25 67 21 30 25 -1 -4.04 8.2 T e - e
{ -J 36
64 " 27 27 2 #1408 1.08 Moan 0=3.04 £0:836=1115

608 36.5

277 19 . cc P 20 2
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Pre-Test

46
31
35
29
30
45
49
41
30
34
33
47
43
38
34
39
22
a1
Z8
21
a6

~- -t -

APPENDIX - L

Post-Test

48
3a
39
36
37
48
49
44
37
38
38
48
44
490
41
13

34

Pt
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The Comparison cf Twc - Tésts - Study Group

Student Pre-Test Post-Test
53 21 26
54 23 30
55 49 48
56 25 33
57 27 35
58 23 30
59 44 47
60 21 24
61 20 24
62 48 48
63 27 36
64 48 48
Total 20572 2368
Fean 3207 17

64
Axd,xmv = 301=4.0/
N (2

student Difference Deviation 5g.

o-xd-xm d= D-5
1 2 -2.07
2 4 2.93
3 4 -0.07
4 7 2.93
5 7 2.93
6 3 -0.7
7 0 -4.07
8 3 -1.07
9 7 2.93
10 4 -0.07
11 5 0.93
12 1 -3.07
13 1 -3.07
14 2 -2.07
15 7 293
16 4 -0.07
17 7 293
18 4 -0.07
1 6 1.93
20 6 1,493
21 1 !
22 2
723 7 2,093
24 6 1.9
2h 5 0.93
206 3 -1.07
2/ 7 203
28 -2 -6.07
29 9 4.93
30 4 -0.07
31 4 -0.07
32 5 0.93
33 3 -1.07
34 5 0.43
35 10 5.93
36 9 4.93
37 2 -2.07
38 7 2.93
39 2 -2.07
40 7 2.93
41 7 2.93
42 6 1:93
43 = 6 1.93
44 2 -2.07
45 8 3.93
46 5 0.93
47 6 1.93
48 6 1.93
49 7 2.93

deviation
2

53

54
55
50
57
58
59
60
61
62
63
6

“oooogw
E=1
o

N~ Dhocowssboon .
aE B

ToeowoOoO—=——O0O@OoODH

=
(o=

% e il
=

=L

=

6

6
5
7
7
3
4
8
7
7
6

W We ;B L Lo

~ w

OO & WWS Do

wan  4.07

Devi.
d=
D-D

0.93

2.93
-5.07
3.93
3.93
2.93
-1.07
-1.07
0.07
-4.07
4.493
-4.07

el T AT 774

Sq.0e.

1t




Srudent Scores from CA Rank

A uencix - M Correlavl:an Tatle
2
Scores from the Post-test Rank D
1 92 7 94 2 25
2 65 31 76 30 1
3 64 34 78 26 54
4 51 47 71 38 81
5 55 41 74 33 6
6 54 47 96 2 1600
7 92 7 98 1 36
8 90 e 87 16 49
9 50 34 74 33 16
10 72 2¢ 76 30 16
1 72 26 77 29 9
12 98 1 96 2 1
13 10 88 15 25
14 13 80 24 121
15 28 82 23 25
16 24 86 17 49
17 21 58 49  7¢4
18 10 90 13 Yy
19 42 68 40 4
20 48 54 , 52 16
21 13 | 36 4R4
22 2 pis 7 25
23 5 6% 44 146
24 30 7 26 1o
25 Z8 /s 35 A
26 L " 56 G 2
2 a4 11 92 11 4
28 A / 5i) 56 81
249 b p: By 19 24+
30 /i g3 PAL 20 9
31 24 b2 an 59 16
32 30 61 a8 60 1
333 a0 16 g9n 13 9
34 86 n2 74 25 169
35 43 b 66 42 1ol
36 52 Ao 68 40 36
37 43 b2 40 60 064
38 75 21 84 , 20 1
39 61 36 62 45 81
40 58 37 50 56 361
41 77 19 92 11 64
42 54 42 56 . 50 2
43 28 62 52 53 3
44 96 3 94 9 36
45 65 31 62 45 196
46 43 52 ag 60 64
47 40 55 &2 53 4
48 3 60 75 32 784
49 77 19 84 20 i
50 15 6 50 56 64
51 79 17 86 17 ]
52 73 24 83 2c 4
53 6S 31 52 53 484

228

2
Student Scores from CA Rank Scores from the Post-test Rank D
54 45 50 60 47 9
55 94 4 96 2 4
£n 44 51 66 42 81
57 46 8 " 38 100
58 39 56 60 47 16
59 78 18 94 9 81
60 39 56 48 60 16
61 33 59 7 64 25
62 93 5 9% 2 9
63 56 39 72 37 4
64 93 5 a5 7 4
7189
1 - mmum L=V
Ezm-:
“a-
uu-
_.:.
>ﬁaﬁ=-‘"ma-ahmu
vzu.ou.nﬂ_»un
xmwunp-nq:
o -am<
< -ncw
aﬁ-amu
ﬁ -ﬁ-n

t -1 xn -1

6x7 149 = 0.83
BETIZ=1) -
43134 1 - 0.9 x 63-1 =79
1645 = 0.83 = 1.5 x 7.4
t = 11.8Y

The corrclation 1s pusitive
and very stroeng

tinuous Assessimcnt

tation

relation

ree of freedom .
alculated



Appendiyn - N

Student Row Scores int he Continu I L
cut-of 10 15 e W o 40
Student Quiz one Quiz two Quiz three Assessment 1o L Vi RS
1 9 14 12 8 . 10 9
2 6 8 9 5 7 0 il
3 8 7 9 4 6 h i
4 7 7 - 8 - 7 . 22
5 5 8 9 4 / 0 ed
6 6 6 11 3 6 1 29 |
7 10 13 15 8 | 9
s 8 7 13 12 10 9 10 5
9 6 . 9 5 6 7 .
10 5 8 11 7 8 ] 25
11 - 10 12 6 8 4 27
12 10 15 14 10 9 10 30
13 8 13 12 9 8 ) 28 i
14 9 11 14 8 9 9 25 22 !
15 7 8 12 6 8 7
16 4 9 7 10 9 9 25
17 7 8 8 5 4 5 18 /
18 8 13 13 9 7 10 27 23 ;
19 5 7 10 6 7 6 T
20 4 8 7 5 = 1
21 8 11 14 8 10 9 25 n
22 9 15 14 9 10 10 30 _
23 - 9 6 - 5 1 12
24 4 7 9 7 7 H 25 ! {
25 5 8 10 8 7 ) 24 _ /
26 6 7 7 5 6 a 18 o
7 8 13 14 6 9 E 27 ‘ ,,
28 5 - 9 - : 6 b 22 ) ;
_ 29 7 7 10 4 7 6 A 23 i
30 6 9 1 8 7 # 25
34 3 6 = - 4 5 G ‘
32 3 6 5 3 - 4 1 (
33 - 12 14 - 10 i 25
2 10 13 13 9 8 10 o5
35 8 5 7 - 5 1 !
36 4 7 9 6 - 6 2a
37 - - 9 5 = 5 i , /
: 6 9 10 7 7 # 27
39 7 6 9 7 8 8 23
40 - 8 7 5 b 6 2?7
41 4 10 12 7 7 8 27
42 8 7 . 6 7 6 22 :
43 6 - q - 5 5 G
44 3 14 15 9 10 9
45 10 8 9 6 & 7 29 23 ,
46 6 7 5 - 4 4 4
a7 4 - 8 4 ; = :
48 5 6 2 - 4 5
49 4 1 12 7 7 ) 25
1 50 7 - . - 4 - 6
- "N 7
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cut-off 10 15 15 10 10 10 30

Student quiz- quiz- quiz- Assign- Assign- Assign- General-impression
one  two  three ment-1 ment-2 ment-3 Ex(28-30) va(25-27) Good(2)-24) Poor(#g & below Aggregai::

54 b 7 = 5 4 6 18 45
55 9 15 13 10 9 2 29 94
56 4 7 6 - 4 5 18 a4 X
B 3 6 - 4 - a 18 46 1
58 4 ] 7 5 - 4 12 39 6
69 9 13 15 8 7 9 o/ 78 15
60 b - 7 4 - 4 18 39 6
61 B 7 - 4 5 = 12 33
62 10 12 14 8 9 10 30 22 93
63 5 - 9 7 6 / 30 56 38

64 8 14 14 9 10 9 29 93 8
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Name of Student Name of Student I
or Behaviours to be observed over - all er Behaviour to be observed |
Roll No. Reading| Listen- Home | Class |Effort & Imp| Imp| Imp Roll No. Reading Cmgwmma. Home | CIassy Effcr &
aloud | ing bpeech|Work |Activity [Motivation 1 2 3 aloud ing fctivity | Mctivation Jﬁ
1 10 10 10 50 6 - - _
2 8 8 8 51 10 7 10 _
3 6 8 8 52 7 8 10 ,
4 10 6 6 53 8 7 9
5 8 6 8 54 10 % 8
6 8 - 10 55 9 10 10
7 9 10 9 56 & m 6
g8 - 10 9 10 57 10 -
9 8 7 8 53 6 - 6
10 8 8 9 59 10 7 10
1 9 10 7 €0 M 6 m
12 10 10 10 y -
13 8 10 10 mm 10 10 10
14 8 9 9 63 10 6 6
15 8 6 8 61 9 10 10
16 9 8 8
17 10 - 8
14 9 9 9
19 10 b 7
2 10 - 8 Lovel Norm
21 8 i 9 Zae
z 10 10 10 frcellent = 10 Key: Imp - lapressien
& 6 - 6 Vory Good = 9
3z 9 49 8 Good = B8
N.,L ._O m mw ‘ *u,..:.. = M
2% 10 - 8 Poor = 6
27 9 9 9
28 6 6 10
29 10 7 6
0 9 8 8
3 6 - -
% 6 6 -
3 9 8 8
A 8 8 9
35 8 - 10 '
37 8 6 10 .
38 10 8 -
K 9 9 9 ,
40 7 6 10
a1 10 6 6
42 9 9 9
a3 6 6 10
44 6 - - .
45 9 10 10
143 10 7 6
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The »urnose of this guestionnaire is to gather data
for a stuady leading to an }i degree in leaching

Inglish as a Toreign Language (TEFL).

This study is meant to survey the assessment practices
and preferences of the Wthiopian high school English

language teachers.

’he researcher hopes that the result of this study will
help above all to review and suggest ways to improve
the Inglish lanpuage testing bractices in Ethiopian

secondary schools.

ite information you provide through this questionnaire
1
will reaain confidential throughout and will only be
used for this purely academic purpose. Therefore, please

be honest and feel free to provide genuine information.

Your cofi#li*bution to the success of this study is

highly appreéfiated.

Thark you !

Sincerely yours,

Bogalz fessera
5chool of Graduate Studies

Addis ababa Unitersity
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Appendix Q:

Student Observation Sheet

Who has done best today?

Date-

Lesson/ Activity Type

the Name(s) of the best

2.

doer(s)

in the group 1.

3.

Approved by:




Observation:

st
Ard
Remark: Eg.
Kev: Ex. = Excellent
VG. = Very Good
G. = Good
F. = Fine
P. = Poor
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Appendix R:

2nd

VG. G.
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