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ABSTRACT

The purpose of this study is to identify the communicative
needs of the high schools in Addis Ababa with resvect to the
language skills and the language activities. The study requires
information about the importance of language skills and
language activities to the students, and the freguency rate
of performance of language activities by the students in the

course of their study.

To achieve this aim, questionnaires were distributed to
64 teachers and 150 students; and interviews were administered
to 10 teachers and 13 students.

The teacher questionnaire aimed at investigating the
important language skills and language activities. The

results indicated that:

- the macro-skills were important to the students in the
zourse of their study in the order Listening-Heading-
Writing and -Speaking;

~ the listcening activities were important in the order
listening to exnlanations-discussions-instructions- and
note making;

- participating in discussions, asking questions, and answering
questions were the important speaking activities in that
order;

~-of the reading activities, readings of textbooks, other

related materials, handouts, and assignments were important

in that sequence; and
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- note making, answering guestions in examinaticas and

writing assignments were the important writing activities.

The student questionnaire asked the students to rate

0]

their activity performance in the course of their study.
The findings indicated that what were considered the most
important activities by teachers were not, in most cases,

the most frequent activities students performed.

Interviewing teachers and students, it was found that
the orders of irsortance and frequency of performancc of the
language skills and the language activities revealed in the

questionnaires, 2xcept in few cases, were not the same.

Although the orders of importance and frcgquency of
performance varied between the two instruments, it was
concluded that the language skills and the language activities
are the common communicative neads of the high schools, And
attempts were macde to interpr=ste the language activities

into Munby's micro-skills as regultant skills.

On the basis of the study, it is mainly recommended
that the language ne=ads of learners (that is, content) should be
studied. This #~ " ~~~wzc the study is only a partial work to
develop 2 course. And it is recommended that texthooks should
include the important language skills to ennable the students to

perform the activities. Selection of the language skills should

e made by taking what the students have alrsady krown into
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CHAPTER CHE

INTRODUCTICH

1.1 Statement of the problem.

m e

In Ethiopia, Fnglish is taught as a subject from

grade 3 onwards and serves as a medium of ingstruction
from Junior High 3chools through Higher Institutions.
This being the case, past studies by Zeho= (1964) and
Jarvis (192692) indicate that high school students’
performance in Zthiopian Schools Leaving Certificate
Examination (ESLCE) hacd heen 'alarmingly low'. Recently,
Tesfaye Gashaw (1922) in his Measurement of the fnglish
Language Proficiency of High School Gracduates, a master's
thesis, has alsc reported that studcnts' performance is
low. Additionally, this fact has becn rcflected in the
English Language Curriculum (1879). The English Language
Curriculum Department of the Ministry of Ecducation

derstand

1=
£
|
=
,-+
@)
4

states that high school students
whatever little knowledge is transmitted to them in
inglish. This is supported by teachers' claim that

students do not understand what they learn in English.

For Z#thiopian high school students, lack of the
inglish language means a failure to learn other
subjects. 3Zut, as far as the language continues to be
a meaiun of instruction, the students' nroficiency level
must cope with the need for it. Then, what measures
should be taken to upgrade students' proficieney level?

Many factors are useful to consider. Studies and
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and evaluations on syllabus, materials, quality of

essential.

@

teachers, methodology, etc. ar
3 o

This stﬁdy attempts to contribute Fow the ungrading
of the students' level by studying high school students'
communicative needs. From experience, the writer has
observed certain limitations of the current English
language teaching materials, the English for New Ethiopia

(ENE) serices. The series focuses almost exclusively on
reading and grammar, and seems to give little or no
attention to the other language skills. Considering this

problem, the writer, in this study, aims at responding

~3

to (1) Which of the four language skills arc commonly
neaeded more by high school students in their subject
classes? (2) Which communicative activities are impor-

tant and fregquently performed by high school students?

(3) 1 and 2 in what order?

Importance of the Study.

Q

Since the shift of emphasis towards the learner in
Feoreign Language Teacﬁing, 'needs analysis' has been an
important proccdure for syllabus constructors and
materials writers. As can bc shown in 2.3 in detail,
the procedure helws specify content, select language
skills and larnguzge forms, revise program objectives
and /or seclect matoerinls. Therefore, this study on the
communicative nceds of the high school;with respect to
the order of importance of the four langunge skills

d the

';3

(Listening, Speaking, Reading, and VWriting) a
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language activities selected, and the freguency level
of each language activity performance can ba important
for fnglish Language Curriculum Department of the
¥inistry of Education. The Curriculum Department can
use the study 23 a necessary suide for revising the

curriculum and the existing material

6]

.

1

The study has nlso 2 motivating effect to the

learners in that students can be highly interested when

ot

hey learn on the basis of their needs. This is because

0
et

udents can sce clearly the effect of what they learn in
their English classes into other subject classes. In

other words, students can understand the relevance of

their language classes to other subjects. If they understand
the relevance of the language, they will learn better.
flence, their performance will be devaloped.

1.3 The scope of the studv.

Lgak)

This study attempts to investigate the communicative

needs of the high schools in Addis Ababa. The 'needs analysis'

"3

rocedure, as stated above, can be used for multiple purposes,
such as in order to specify content, to select language
skills, to sclect language forms, ctc. However, content
specification is beyond the scope of this study. It studies
the order oif importance of the four language skills and

the communicative activities students usually perform in
their Biology, Chemistry, Physics, History, Geography,

and Political Ecducation classes. It alsoc attempts to rate

students’' activity performance.



1.4 Definitions of Terms.

1.4.1 Target situation: The term 'situation' is used

herc as defined by Richterich (1973) and Van Ek
(1973) to refer to the 'extra-linguistic component'.
Van ®k defines it as "the sum cf those extra-
linguistic elements that are present in the minds
of speakers or in external physical reality at the

moment of communication and can be said to play a

i

sart in determining the form or the function of

by

the linguistic elements" (p.923).

=
12N
1)

Language {communicativz) activity: The term refers to

what actually onc cdoes with the language (such as

taking note).
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REVIEY CF RELATED LITERATURE.

In this chapter, thc literature on the conncept of
needs analysis, its historicnal perspective, its objec-
tives ancd the different models available will be reviewed.

In addition, a study made on communicative nceds in

Ethiopia will be discussed.

The Concept of Needs Analysis.

Heywood (1982) gives the global definition of 'needs'
as 'psychological forces that.organize action and other
cognitive proccsses toward its own satisfaction' (p.38).
Richterich (1983:2), however, ccomments that 'The very
concept of language nceds has never been clearly
defined and remains 2t best ambiguous'. Brindley (1939),
convinced by Richterich's comment, suggests the useful-
ness of borrowing scme insights from the conventional

definiticn of 'meeds' in adult cducation. In adult

©
Ly ]
®

education 'necds dgefined as 'the gan between what

is ancé what should be ' (

o)

.G35). Brindley emphasizes
on the view that 'oné has to decide what should be'
(ibid).

Brindley notes that there has been disagreement
over the mcaning of 'needs' in English Language Teaching
Circles. He says that this disagreement resulted in the
emergence of two orientations to Needs Analysis (p.83).
These are the 'product-oriented' interpretation of needs

and the 'nrocess-nriented’' one.
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2.1.1 The 'Product-oriented' Intcrprctation of

Needs (Language Neceds).

According to Littlewcod (1984: 57 & 97)
learning a language is 'a natural rcsponse to

communicative nceds'. Richterich (1973) defines

ct

hese needs in terms of language-centred (product-
oriented) approach and reclates them to target

situpticons. He writes:

The language needs...are the require-
ments which arise from the use of

that language in the multitude of
situatinons which may arise in the
social lives of individuals and
groups (p.32).

He says that 'needs' are imposed by the
reality of the language situation, and equates
knnwing a language to the ability cf responding
appropriately to the requirements of the reality
(itid). Hutchinson and waters (1287) alse define
'needs' similarly as 'the ability to comprehend
and/or prcduce the linguistic features of the
target situation' (p.54). McDonough (1984), quoting
Bowers (1980),terms these 2s the 'goal-oriented' or

'end-product' definition of nscds.

At the begianning, the needs analysis procedure
was concerned with language use, and analysts attem-
pted to respond to the question 'in what situations
will students want tc use the language'. (Johnson
and Morrow, 1981:7). Bloor (1984:15) also says that

the target-centred (product-criented) needs analysis



locks at the learncrs' future roles and attempts te
specify what language skills or linguistic knowledge
the learncr needs in order to perfeorm the roles
adequately (p.18).According tc McDonough (1934), and
Hutchinscn and Waters (1287), target needs analyses
are influenced by the demands of the lcearners
themselves, by their sponsors, the learning insti-
tution, and cven by political and governmental

considerations.

2.1.2 The 'Process-oricented' Interpretation of Needs

(Learning Needs).

Recently, however, writers argue that considerations
of 'learning needs' along with 'language needs' are
essantial. Among the proponents of the learning-centred
interpretation of needs, Hutchinscn and Waters (1987)
cefine 'learning neceds' as 'what the learner needs to
do in order to learn' (p.54). As cited by McDonough
(1984), Widdowson also defines the 'process-oricnted'
needs in the same way as 'what the learner needs to do
in order actually to acquire the language' (p.33).
MeDonough says that this definition relates to
'transiticnal behaviour, the means of learning' (ibid).
Whereas Hutchinsen and Waters, and Widdowson define
language needs and learning needs differently, Richterich
(1273) <defines both in terms of language situation and

language opecrations. (see 2.5.1 below).

Hutchinson and Waters criticize the 'target

ncecs' analysis for hiding a number of important
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tinctions, such as, ‘noecessities'’; 'lacks' and

'wants' of learncrs. They suggest considering 'lacks'

and
mis
aut

of

the

1)

(59
s

s
S~

Wat
The
lea

(19

'wants' because, they belicve, there can be a
match between what is thought of as 'needs' by
horities and the actual 'wants' and 'expectations'

learnecrs.

¥cDonough mentions four-feold situations as far as

learner is ccncerned:

that in which the learner 'wants' to learn more than

he 'necds' to learn;

that in which the student 'needs' to learn more

than he 'wants' to learn;

that in which the learner neither 'wants' nor

et
~

'neeads > learn at all; and

that in which the student's 'wants' and 'necds' are

o

clescly matched (p.35).

Thus, according to McDonough, and Hutchinson and
ers target nceds analysis is only a partial work.

y suggest that the various constraints in the
rning process ba consideres. Hutchinseon and Waters

87) write:

Analysis nf target situation needs is
c~rncerned with language use. But language
use is nnly part of the story. We alsc need
to know about language learning. Analysis
nf the target situation can t2l1ll us what
penpla do with the language. What we also
need to know is how people learn to do

what they do with the language. We nead,

in other words, a learning-centred

approach to needs analysis (p.53).
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A dichetomy of

subjective needs (by
in Richterich (1973)

refers t~ the use of

the né refers to

SQCO

(wants, c¢xpectations

o
ncads referred t» as objective and

extensinn 'needs analyses') is mentioned

and Brindley (1282). The first of these

longuage in real-life situaticons, and

)

the

[a

an

o
L)

o

ognitive ¢ affective factors

, 2ttitudes, cte.). This dichctomy of

nceds is analogous to what has already been discussed as
'target nceds' and 'learning needs'. Richterich, in fact,
has written on the unproedictability of the subjective

needs. However, many writers including SBrindley recommend

the analysis of the

objective needs

-

4

subjective nceds along with the

g

Recently, in spite of the emphasis practioners
put on the language needs, it is agreed that the needs

N
rlks

S

situatica t~ find out

and ultimately relat
realizations apvpropr

concent of nceds an

identification of th

needs, motivations,
cf the learner' (p.9
2.2 jiistorical Persp

uch as target-group

vlysis

b

nlysis procedurc comprise different elements of study

t

ype, target situation and learning
the relevant meanings for learners

¢ thnse meanings to the linguistic
iate. Yalden (1087) confirms this: 'the
has becon extended to include the
¢ commuinicative requirements, personal
relevant characteristics and resources

0).

actives

According to ¥
concept of needs ana

with the work

iddowson (1583), the inception of the

lysis gres back ton the early twenties

guotes Palmer (1964):



ot
[&2)
i

We cannot design a language course until we
know something about the students for whom
the course is intended, for a programme of
study depends on the aim or aims of the
students (p.14).

Although it has indirect reference to 'needs
analysis', the work of Palmer ackaowledges the
importance »f the identification of the aims of
learning a language. Likewise, later works by
Richterich (1973) and Munby (1978), as models for
the analyses of language neers, have indicated the
importance of the identification of learner-type
sez the discussinn under 'Mndels' belnw . His term
'aim' has also been us<¢ analogous to the term

'purpnse' in Widdowscn (1983). (See Wicddowson, p.6-7).

Although unjustified, similar indication has
been made by Robinson (1980). She relates the
emergence of the concept of needs analysis with the
works of Ralmer and West. Tiowatt (1984) confirms
that est had undertaken a nceds survey of the

3engali learning English. He writes:

In order to investigate his concept of
surrcencder value in more depth, West comp-
leted a needs-analysis survey (An analysis
~f thc Bengalis need of English') (p.245-6).

Howatt says that West had acknowledge? the
priority cf the teaching of reading. West's model

did not last.

¥any writers agree that the practichl application
nf needs annlvsis is relate? to E3P, and largely to
the works of the group of experts convened under the

auspices »f the Council of Europe in 1971. Morrow and



Johnson (19281), Richards and Rodgers (1880),

and Richards (1987) have written confirming this.

As Trim (1973) reported, the group members of the
Council of Zuropce were involved, among cther things,

e

in (1) increasing the motivations of adults learning
language and optimizing provisions in language learn-
ing to meet the diversmfied nseds of adult learnerc
(2) breaking dnwn the global concent of language

into units an¢ sub-units based @ an 2nalysis of
particular groups »f adult learrers in terms ~f the
communicative situations in which they arc¢ characteris-

tically involved (see p.9).

A

As a member of the group, L.A. Wilkins devoted
much »f his work to developing 2 system of categories
of meaning by means of which it would be possible to
speecify the communicative nceds o1 the adult learner.
Van Ek (1975, 1976) tried to put W.lkins' proposal

into practicc and provided the Thrashold Level as a

description of content for general commuanicative

purpnses. The other member Richterizh developed a

mocdel for the analysis of the needs of adult language

o)

1le

~

wrners in 1273, Since then, manymodels, either by
the group members or outside, for analyses were
developed, the most prominent one being Richterich
and Chancercl's (1280) and Hunbys (1278) models.

Researchaes were (are) also carr.ed on based on the

checklists of these works.
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Kennecdy and Bolitho (1384) write that the needs
analysis procedure has been widely used in 'nglish
Language Teaching (ELT) after there had been an
emphasis on the learncr-centred approaches in the

psychology of language teaching.

2.3 Aims of Heceds Analvsis.

Munby (1978) as cited by Richards 1937:6 says
that the aims of 'needs analysis' are to delermine the
types of situations in which learners will b: using
English, the tasks and activities they are e pected to
carry out or take part in English, and their existing
language skills or abilities with respect t~ those
tasks. Whereas Munby states the aims of 'needs analysis'
as identifications ~f the situatinns of language use,
roles »f participants and language lacks of learners,
Holec (1580 a) as quoted by Yalcden 1987: 102 clearly
phints the aims of 'ncerds analysis' as establishment

nf a link betwecn learners and the curricula;

Meeds analysis 1s by n~w the classical
procedure by whirli a close link can be
cstablished betreen learners and the
curricula....In learner-centred second
language instru.ticnal systems, the
seclecticn »f otjectives is based on the
varticular comrunicative needs of groups
of, or individual, learners. Such a
procedure makes it possible to set up
curricula per 2ctly adapted to particular

-
~ e
=TS ..

Richards and @nd ors (1935) alsc say that 'needs
analysis' is requir:d ‘nr curri-~ulum development
(p. 155). They say it .s concerned with identifying

gencral and specific 1l2ivuage nceds that can be

23 53
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utilized in developing grals, objectives and content
in language program (ibid). Further, the procedure is
used in selecting and revising program objectives
(p.157). It alsoc aims 2t investigating learners'
present proficiency level and their requirements
in target situaticns. Ashworth (1985) views it as a
ool for identifying a potential student populaticn
and indicating its linguistic needs (p.78). McDonough
(1984) agrecs that information cn 'language needs'
will help in drawing up a 'profile' to establish
ccherent cbjectives, and taks subscquent decisions
on ccurse conteant (p.29). Pubin and Olshtain (1987)
include that identification ~f necds help teachers

sclect appr-priate tecihniques and material for learners.

In sum, as the different writers have asserted,
the needs analysis procedure is vital in the develcop-
ment of syllabuses, in seleccting and revising programme
~bjectives, and in selecting technigues and materials
f~r teaching. It als~ provicdes information about the
present levels »f learners so that courses can be
developed on the basis ~f the information; that is,
the yap between what the learners have alreacdy known
andé the required target level can be identified by

the pracedure.

Needs Analysic in Enelish for Snecific Purposes (ESP)

anc General Purposes English (GPE).

=
By

Hriters »n RGP in general agree that 'needs

analysis' is esrential for ESP course development.
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McDonough (1984), for instance, says that it is

1ifficult to think ~f ESP without 'needs analysis'

"‘ﬁ

fowever, writers have ent views o
whether the procedurc is applicable to develop
GPE ccurses or not. Those who put strass on its

difficulty base their arguments on the frllowing

reasons.

(a2) learncrs of GPE have heterogeneous purposes

thus it will be difficult to identify their necds;

(b) learners, especially school children, may not be

Wilkins (1278), for cxampie, points that behaviosural
or functional prediction is difficult in secondary
schocls, which ~re typical ~f genzral education. Milne
(1981) has also written stating the unpredictability
nf the functional nceds in the general group cof
learners. Similarly, Brumfit (1881) states that
GPE laarners' needs are difficult to predict.

Brumfit (19884:91) citing Munby, 1978 argues also
saying: "The teaching of general English cannot be
directly derivabic from the prior identification of
the communicative needs of that particular partici-
pant or participant sterentype except when learners
have prostatablce or stable necds". These and many
other proponcnts of the unpredictability ~f GPE
learners' nseds suggest that GPR courses should not

be detached from the standard syllabus.



Kenncdy and Bolith: (1284:2), however, say that
recently the move towards learner-centred approach in
BELT has influenced the need for the 'needs analysis
procedure in deciding course content. Yalden (1987) stro-
nily copposes the view that 'needs' are unpredictable
in general Znglish. Regarding the importance of 'needs

analysis' in GPE cours~es, she writes:

In carrying ~ut nceds analysis, the most clearly
iﬂscrlb >d and most accessible work has been
dore for courses responding to occupational
requiroments. But needs analysis can be
considered cqually well in two other broad
ereas: in general education and in preparing
the general 1ntbre t or 'survival' course
(p.91).
Similarly, Littlewonod (1981) and Van Els et a/
(1984) regard the needs analysis' procedure as an
essential tool in GPE course design. Hutchinson and
Waters (1987:53) regard the view that sunports the
unspecifinbility »f the needs of GPE learncrs to nwe
more to instituvtional inortia and the weight ¢f tradition
than any reality. They maintain the view that it is
always possiblc to gpecify needs. According to them,
what distinguishas ESP from GPE is not the existence
of 2 need but rather an awarcness of the need. For the
roblzm of the uanawarencss of nceds by the learners,

they have suggested a solution (which can alsc be a

solution for reason b above):

IZ learners, Sponsors and teachers know why the
learners nesd sBnglish, that awareness will be
acceptable as runsonablc content in the language
cwursc, anc, on the positive, what potential can
bt.; ]. e \1 [ibld)o
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Regarding the communicative neads of schocl
children, Yalden (1987) relates them to the play and
instruction the target lancuage is usced for. She says
language functions and topics can be derived from the
nlay and instruction. She alss relates chilcéren's
necds to other subjects they learn. According to her,
at the scheol level topics can be drawn from history,
geography, social studics and sO on,as well as from
general culture and literature. Extending this vicw
one can conceive of the ccurses in a cellege or
university setting (p.91). Richards (1987:7) adds that
in & setting where GPE dominates, the focus of 'needs
analysis' may depend on the language skills that

empleyers expact gracduates teo have mastered,

Afolayan et al (19880:2) suggest a technique for
the analwvsis »Z the nceds »f schonl children especially
those in the primary standard. They say ons should
consider how children need to use the language skills
in learning school subjccts, and look at each subject in
relation to the listening, speaking, reading and writing
skills. According to them, this technique halps asscss
in which subjects one necids to listen, speak, read and/

or write most.

According to the writers' views, recently, then,
regarcless of its difficulty, the importance of 'needs

nalysis' in GPE is well recognized,

.5 hModels for the Analyses of HNeeds.

As has been stated above, the group of experts in

the €cuncil of Europe aimed at developing a unit/credit



system of learning a foreign language for acdults. To
achicve fhis aim, they broke cdown the global concept

of langusge into units and sub-units. The group members

had macde their own contributions to the unit/credit system.
¥or example, Richterich provided a mocdel for the analysis
nf language needs for adults, and Van Ek devoted his work
to enntent analysis as learning objectives. Additionally,
Richterich and Chancerel (1977) contributed a model for

the analysis of language needs. Although he was not a group

member in the Council of Europe, lunby (1978) has also

3

'oveted his Communicative Syllabus Design tco the analysis

of language neads.

‘This part ~»f the paner discusses these medels., The
purpose of discussing the models is to nrovide information.
But the tontal analytic comnonents of any ~»f the medels

may not be relevant to this study.

2.5.1 Richterich's (1973) Modgl.

As defined in scction 2.1 above, Richterich
relates language nceds with the situaticns one

invnlves himself in; that is, 'needs' are regarded

situations. According to Richterich the analysis
of needs is a prerequisite to the definition of
2ims which will be translated into language acts

anc¢ learning acts.

Richterich in his model for the Definition
cf Language Needs of Adults says that language needs

can be defined by analysing two components: the
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language situation and the language operations.
These components will further be broken down into

categories and sub-categories.

Iy 0 3 *
The 'language situation' comprises the agents'
(i.e. the persons involved in the cormmunicaticn
process), 'the time' (i.e. when the act of communi-

cation takes place), and 'the place' (i.e. where

ct

he act ~f communication takes

3

lace). These

categories further break cdown intc smaller elements.

For examplce, 'the agents’ will be a2nalysed by taking
int» account information about the learner's 'identity',
"number’', and 'reoles'. The 'time' category comprises
information about time of day (whether in the morning,
in the afternnron, cetc), duration, frequency, and events.

3 !

ne

e
>

place' includes information about geographical
location, place (cutdoors, indeors), and surroundings.

The 'language operations' comprises 'the functions'
(which the act of communication has to fulfil), 'the

abjescts' (to which that act will relate), and 'the

£

means' (used to produce that act). The modcl seeks
also information about the same componcnts, categories,

s ]

ant sub-categories in order to define learning needs.

Acconrding to the model, then, analysing 'language
situation' and 'language operations' enables us to
define both lapguage needs and learning needs of
n..dults+ which will be translated intc language acts

1

and learning acts.,

+
The model wns meant for the analysis of language needs
of adults.
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Van Ek's (1975/1976) M¥odel.

Van Ek's model was sot out in 1975 as the
lowsast language learning objective in a unit/credit
system. Van Ek's 1975 model is an upcdated version
~f his pronosal for the Definition of a Threshold

Level (1373). Van Ek (1973) defines the Thresheld

t-i

evel as "the lowest learning objective in the
framcwork of a unit/credit system,... the level
below whichnO further levels can be usefully

distinguished " (Trim et a/ 1973:13).

Richards (1987:34) views Van Ek's model as the

5

irst model of description to make Wilkins'
'Hoticnal Syllabuses' practical in the unit/credit

system:

In trying tg put such (¥ilkins' Notiocnal
Svllabuses) 2 propesal into practice,
the Council of Eurcpe claborated a now
wecll-known version of such a syllabus,

the Thresheld Level which was aimed at
describing the content of English to be
taught for general communicative purposes.

+

The inclusion in the brackets is the rescarcher's.



- 40 -

Van Ek's model defines the language learning
cbjectives in operaticnal terms; that is, it
attempts t~ state what the learners will have to
do in a foreign languaze (see Van Ek et af 1977:3).
The model seeks information on the various factors
which hc labellced as 'determining factors'. His

'determining factors' include:

- the selection of a target group;

certain target growp they will engage in;

- the language activities they will engage in;

-« the settings in which they will use the

foreign language;

- the roles (social aid psychological) they will
play;

- the topics they v:11 deal with; and

- what theoy will 12 exXpected to do with regard

tn each topic (bid. 4) [

As the mrdel was practical, specifications were
macde about the determining inctors. fhe target group'§ere
adult general deginners wh: would be temporary visitors
to a foreign country or thesse who would have temporary
contacts with forcigners i1 their own country. And
their contacts vith foreigm language speakers would be
2. superficial, 10a-professiconal type. The most important
langunge activity assums( was carrying on eonversation.
Since the targ:t group were general learners, the

specificatior ©f what th v will have to learn was not
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geared to any special setting. This implics that the
learners were cexpected to use their foreign language
ability in 2 variety of settings. The principal roles the
learners ware expected to play were divided into social

and psychclogical roles. The former comprise such roles

2

P
s stranger/stranger ancd friend/ frieand; and the latter,
neutrality, equality, sympathy ancd antipathy. Van Ek's
selection of topics was assumed to correspond to most
teachers' views on what genersl learners need most.

(Sce Van Ek et al 1977:7).

Van Ek (197€) has introcuced an updated version
of the 1975 mocdel cf the Threshold Level to schnol
children. As in the first version of the model, the
construction of an objective involves making o number
of cheices which have to be made with regard to target
groun, language activities, settings, roles, topics,
language functions, general notions, specific notions,
and exponents (p.9-12). In the application of this
versicn of the model, only two basic differenccs were
made from the previous nne:

(1) the target group werce the sreat majcrity of pupils
in compulsory education; and
(2) since school children take general cducaticn, their

need for writing was alsc recegnized.

Van Bk (1976:23: Sec alsc Van Ek et a/ 1977:5)
says that the general foreign kanguage ability of
2dults nnd schocl children depends con the 'common core',
and their specific ability derives from topics. His

'commen core' includes both 'language functions' and



'general notions' as shown in Fig.1-111. Johnson and
Morrow (1981) give an example of the common core as
'functions relevant to scecretary as much as engineer,

doctor as much as mechanic' (p.7).

1. 1
1  Language .
I o Notions l
! Functinns
!
Language | General Specific
I1 . . y
Functicns | Notions ‘ MNotions
!
Common core - Specific
IT1 Language General
. . Notions
Functions DNotinns

Fig.1- Common Core (As taken from van Ek et al 1977, -p.5).

Van Ek's Threshcld Level is criticized for not
it

S

being real thresheld level, For this,Van Ek et al (1977)
suggestaed a ncn-terminal objoctive referred to as
Vaystage. They regard this objective as an articulation
point for th2 thresheld level. Aceording to them, this
stage dnesn't have the status of ~hjoctive 'in terms Ef

its own right' (n.?2).

Other writers recommend the use ~f the model in

]

*hocls. Littlswood (1981), Brumfit (21981), and van Eid@
et al (1984) say that V¥an Ek's m~del specially the
version fnr sechnol children can be apnlied to the

analysis of GPR learners' nceds. They especially put



a heavy weight on the 'ecommon cors' conczpt. Some
practitinnars, however, have roported that it is not
2 tailer-made mofal for use. ¥or example, J.3. Heaton
(1983) has renorted that he has encountered problems
when he aprlicd the inventories of the functions and
notinns in Van Ek(1976) dircctly in developing C eate
and Communicate, four series materials, for Singaporiap
secondary school students. Hc writes:
Any inventory of functions and notions
based whclly on work carried out for the
Council »f Eurnpe was clearly inappropriate
for Bingapore learners....no similar inve-
ntory of the language requirecd for establi-
shing and maintaining interpersonal
relationships in Singapore had been drawn up
(n.148).

His report includes that he has attempted to
incorporate the teaching of functicns and nntions in
Create and Communicate selecting from Van Ek on the
vasis of sheer nccessity.

2.5.3. Richterich and Chancerel's (1977/80) Mocdel.

Richterich ans Chancerel's (1977) model has come out
in their work known as Identifying the Needs of Acults
Learning a Foreign Language. It is a contribution to the
Council of Europe project which concernecd itself with
language learning by adults. The model criticizes pre-
supposing analysis and identification of needs to
program objectives. It seecks continuous information
about the learners' neecds. Richterich and Chancerel

write:



...the ientification »f needs ought not to be

a nreliminary step in the construction of systems
since it ought to be nossible for it to take place
at any time, at different levels and with variable
degrees of precision and clearness (p.6).

They also write saying;: "the outcome of the identification
of needs will...be the nroduct nf a certain amount of
information collected at different levels and times"

(P.8).

Information regarding the lcarner will be cnllected
before and during the course. This comprises identifica-
tion by the learner of his needs in relation to his
resources (such as time, available cash, personality,
etc.), his objectives, methods of assessment and the
curricula. The teaching establishment and the user-
institutior also provide information in rclation to
resources, cbjectives, methods of assessment, syllabuses,
and (the user-institution suprlies information about)
programmes. It is assumed that the information gathered
about these will z2nable researchers to definc the

lansuage needs of learners.

The general characteristics of this model can be

summarized as follows:

(1) the learner occupies the central position in the
system;

(2) needs are considered as variable, multiform anc
intangible;

(3) neers deve 5p and change; therefore, identifying
them must be an O6ngoing nrocess;

(4) to identify learners' needs, information is sought
from three separate bodies: the learner himself, the

teaching establishment, and the user-institution.
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The model nrovides eleven different toonls for
the analyses cf needs. These are: surveys, smaple
surveys, questionnaires,intervicws, attitude scales,
intelligence tests, languare tests, job analysis,

content analysis, statistical analysis, and fixing of

cbjectives.

Collections in Richterich (1983) indicate that
researches have been made applying this model. For
example, Lois Porcher did a practical experiment on
the language necds of the miprant workers learning
French in France. And P.H.Garcner and J.D., Winslow
studied, granting three surveys, whether the model
could be apprepriate in the context of public sector

higher educatinn in Britain.

Robinscn (1980:29) criticizes the model that it
rays little attention toc the different dimensinns of
language use needed by the learner. Others like Richterich
(1983:134) suggest that the model can be acdapted to the

schonl cenvironment.

2.5.4 Munby's (1978) ilodel.

Munby's (1278) model has come out in Communicative
Syllabus Desicn. It represents 'a sociolinguistic mocdel
for defining the ceontent of nurpose-specific »nrogrammes'
The model aims at giving a specification of the target .°

..}
level communicative competence Nf a student.

Munby's model assumes the prior ideatification
of the communicative needs »f learners to syllabus
specification. The 'heart of the model' 1in Medonough's

(1934) terms is known as the Communication Needs Processor
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(CNP). In the CNP, Munby organizes the variables that
affect communication needs as paramctcers. He classifies
these parameters into those that provide the data in

the first place and into those that process non-linguistic
data, that is, inte @ priori and a posteriori parameters. The
former include purposive demain (that specifies the type
of ESP, i.e. whether occurational or educational), setting
(i.e. physical and psychosocial setting), interaction
(roles of the participant with the interlccutors), and
instrumentality (that refers to the information about
medium, mocde and channel); and the latter, dialect
(variety »r varieties »f language), target level
(proficiency level), communicative event (what the

learner will have to ¢d~ in the language), and communi-

cative key (refers to the manner ~f communication).

In addition to these, Munby (p.32) says information
about the participant ~f his identity and language, which
contributes a base-line cdata for the analysis is needed.
Information about the parameters form the 'profile of
learners' needs' which can be interpreted to actual
language forms by selecting the language skills and

the language functions. Munby writes:

In the model...,the systematic processing
of the profile »f communicative necds for
the participant innut is prerequisite t»

the syllabus specification output (p.213).

Taking the micro-skill concept of skills, Munby
classifies them intc a taxonomy of 260 micro-skills in
54 groups. ( See Apprendix A). He has also given an
inventocry of micro-functions the selections of which
ancd the micro-skills are claimed to be 'enabling factors'.

¥
H
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Researchers have been vsing Munby's modcl fer
the analyses of language needs. For example, kodger
Hawkey (see Richterich 1983) studied the Baglish
language needs of lesrners for vocational purposes
in Venezuela, Hewkey reports that a fairly radical
departure was made from the orthodox Munby's Syllabus
specification, The departure was that in the cor text

of the project in Venezuels a procedure for rc¢leting

$

' Participant J

v

! Communication
needs
\ processor
f
Profile |
of
needs
S . 4 Y,
Languege '  Meaning
skill processor
se¢lector l. S— :
i
? Linguistic
| encoder
1 1
i Communicative |
' competence
specification |

Fig 2 - Model for specifying communicative compctence
( as taken from Munby, 1978 P.31 )
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prcdicted target syllabus and the teaching /learning
processes was included, while Munby's mndel excludes

this.

Munby's mocdzel has heen criticized for not providing
the instruments for the anclysis of communicaticn needs.
Besides, and it is considored as ths maionr one, it
assumes thea prior identificatinon of needs, and fails to
cope with the growing needs of learncrs. In addition,
¥eDonough (1984:33) criticizes Munby's procadure as
'purist and icealized 5hecause it presupprses that
the investigator has beth time and access te the
target situation.

Accorcding to Brumfit (»on the backscript of Munby,
1278), Munby's model can be adaptable for use in the

analysis »f nceds of learners of general education.

Which model is, then, suitable for the present

3

research? Actually, none 0f the mndels reviewed above
have relevance in their total analytic components. This

is becaus2, 2s has hoen stated in 1.1, the frcus ~f
the study is on tho identifications »nf the degree

af importance »f the four macrn-skills, the most
important language activities in order, and the most
frequant language activities performed hy the students

when they study different subjects. Since the activities

]

should be realisaed by micro-skills, the writer has

¢

found the 'taxonomy of language skills' of Munby

significant, however.



(gart

It is advisable to provide some insight about the term

bt

'activity' 1

o)

are. In Munby (19278) the term 'activity' refers
to 'the unit of communication that results from analysing

an event into comnonent parts that facilitate sociosemantic
processing or skills selecticn' (P.37). In an academic setting,
communicative activity includes discoursal activities, such
as 'note-taking from lectures', cor ‘'writing up an experiment’'.
from which specific language skills derive and for which such
skills are required (p.33). Munby distinguishes betwean the
realisations of activities in academic and occupaticnal
seetings. Activities in an academic setting will be realised
by the language skills; and those in an occupatinnal setting,
by language functions. Since this study is related to an

academic setting, the 'activities' are meant to comprise lan-

(93]

guage skills. (See 3.2 and 4.4.)

2.6 A Research kMacde on Communicativc Heeds in Bthiopia.

It is certain that the English language has been opted
as the international language need of Ethinpia by Policy
makers. And the language has an extensive use in schools,
and limited importance in government offices. The Znglish
panel of the Curriculum Zepartment of the Ministry of
Bducation specifies the kind of Znglish to be taught in
Ethiopian Junior and Senior Secondary Schools as: "... The
kind of Hnglish we should use is determined partly by the
type of ideology we cherish and partly by the various
disciplines we wish to teach " (kiazengia et al 1979:4).
Mazengis and his co- workers state that

morc emphasis is given to ideonlogical or



political contents. Thay have statecd the required

~

tariet level of stucdents in learning other subjects
as to help students "think and do in optimal, precise,

simple and objective terms " (p.5).

The language contents were intiutively selected.
No research was macde by the Curriculum Department
regarcding thce language nceds of learncrs in the high
schools. The English Language Communicative Needs of
Acdis Ababa University (A.A.U.) students, however, was
studied by Barbara Morris in 19382 for her master's
thesis at A.A.U. Barbara identified the most relevant
lanpuage skills and languags activities in the 8

faculties she studied.

To mect her aim, Barbara distributed two types of
questionnaires for faculty ianstructors and students.
She sampled 175 faculty instructors and 2420 faculty
students. In her analvsis ef ths faculty guestionnaire,

she found the following results:

for most instructors 'listoening' and 'reading!

(the receptive skills) were mest important;

- except for Law and Medicine, 'writing' ranked ahead
of 'speaking';

- from the reading activities, reading textbooks and
handouts were most important;

- writing essay answers and reports were the most

important writing activities;

- of the speaking activities, participating in class

discussions ancd answering teacher's questions were
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most important; and
- comprchending and taking notes on lectures and
listening to instructions were most important

listening activities.

Sarbara reported that the most frequent activities
involved in by the studcnts were the receptive skills.
She also reported that the only fraquent activities
for the majority of the students in the productive
skills were 'answering and asking guestions in class'

and 'writing exam answers'.

Barbara studied the communicative needs of the
university students, while this study focuses on the
communicative needs of the high schools. 8imilar to
Barbara's, the study attempts to investigate the order
of importance of the language skills, and the most
important and frecquent langsuage activities in the

6 subjects studied empleying complemantary tools

(methor's). See chapter 3 for the tools.



CEAPTER THREE

PROCEDURE

In this descriptive studly, the writer's purnose is to
investigate the communicative needs of the high schools with
respact to the four lancuage skills (Listening, Spoaking,
Reading, and Writing)., In addition, the researcher attempts
to find out the order of importance of the communicative
activities, and also the frequency rate of performance of the
communicative activities by the students. This section of the

aper deals with sampling procedurces, and the description

of the rescarch tools employed.

3.1 Sampling Schools, Teacher and Student population.

From the Z4 rovernment academic senior high schools
in Adcis Ababa, four were selected by lot. These schools are:
Abyot Kirs High Schocl, Bole High School, Yekatit 12

Comprehensive Hich School, and Mechane Alem Comprehensive

High Schocl (See Table 1 for detail).

~
-

Teachers and students of grade 11 were selected. Grade
11 was selected because the researcher believes that students
at this level are mature enough to provide accurnte infor-
ation. Besides, the students sclect zither the Social
Science or thc Natural Science stream. Hence, the rasearcher
belicves, adequate information can be gathered about the
communicative activities in ceach stream. Grade 11 teachers
were selected because parallel consideraticns were needed.,
As stated in the previous portion of the paper, schcol children
may not provide accurate information as expected. Thus, it

was suggested that gatherincs information from eother authorities
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is also esscntiel, Considering this, this study gathers
informstion both from grade 11 students and thir teachers,
Gradc 12 studcnts, in spite of their maturity, were not
selocted bicause their class lessons end in Hebriery. It
could be very difficult to find them at any Uime when they
were needed, Additionally, it was believed that they would
be besy at prepering themselves for the sSthiopien Schools
Leaving Certificete txamination (ESICE).

8ix classroom subjects were selected., Thesc ere: Biology,
Chemistry, Physics, Geogrephy, History and Political Education,
Of these subgects, Biology =nd Political iducation were commonly
studiec in both the streams.

Since rcscarches on needs analysis arc complex , the
raescarcher has se¢lected to employ two instruments in order
for the rescarch to be more reliable. Hutchinson and Weters
(1987) rccommend the use of more than a method seying:"in
view of the complexity of needs, it is desirable to use more
than one of theset methods..."(p.59),0f the many research tools
for nceds annlyses, questionnaires and intervicws were employed
in this study 2s complementary tools, Differcnt semple size,
however, was made for the tools, For the questiornaire, from the
6851 grede 11 students lesrning in the four schecls (8ee table
2), 150 (male and female) were selected on the besis of a
simple rendom sempling method(see Table3), Ary et al's(1985:
4%3-4) randon table was used for selection, 150 subjects were
szlccted because, congidering the extent of the beterogeneity of
the target populstion, the researcher belicved thet this sample

+ : :

Shce has mentioned 5 different methods of roscarch., The 5
methods are inclusive in Richterich and Chencerel's (1977)
elecven methods.,
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size is reasonable and statistically valicd., Additionally,
all the 64 teachers who teach Binlogy, Chemistry, Physics,
Geography, History, and Political Educaticn in the four

schocls in grade 11 were studiced. (see Table 4).

All the sample teachers have been teaching from 5-25
years. The majority served between 7-13 years. From the
teachers studied, 58 were Ethiopians. Among the 6 foreigners,
a Liberian teaches History at Bole High school. Others arc

Indians.

Geography and 1 physics teachers at Abyot Kirs;

b4

1 Physics teacher at Yckatit 12;
1 Physics teacher at Medhane Alem; and
1 Chemistry teacher 2t Bole High Schenl. (sce Table 5 for

teachers' qualifications)



Table 1- Names of the 24 Government Hdigh Schools in

A.A. by Student and Teacher Populations, Scx

anc¢ Awraja.

Student popu-

lation enrﬁ%led Teacher
ir e 89/ nopulatic , :
Hame of school ;gaggmiigsiégo {Iggéigégn AWEL )&

* 1. Mechane Alem Comp. 6058 6804 164 28 Gulcle

2. Addis Ketema comp. 3244 2540 100 g Kolfe

3. Kefitegna 7 3013 3032 i2 11 Kolfe

4. KEolfe comp. 3332 3004 97 14 Kolfe

5. Ethiopia Tikdem no.l 1589 1703 56 S Ketchene

6. Akaki comp. 1415 903 35 i1 Akaki

7. Nefas Silk comp. 3003 <4085 164 23 Nefas Silk
* 8. Aby~t Kirs 3452 3067 111 11 Kirkos

8. Shimelis Habte 2177 2532 389 9 Kirkos

10. Xefitegna 23(S.0.8.) 1479 158 6% 6 Liceta

ii. Ayer Tena 2121 1883 2 12 Lideta

5. Kefitegna & 538 708 2l 7 Tekle Haymanot
13. Sendafa High Schnnol 314 159 14 4 Bereh

14. Sebeta comp. 934 511 55 9 Alem Gena
15. Entotocompn. 2795 3180 102 5 Enteoto

16. Kenilik II 4022 4432 141 18 Entoto

17. Kefitegna 12 2128 20424 113 21 Entoto
*18. Yekatit 12 3333 2890 134 23 Entcto

19. Tikur Anbesa 1483 993 47 2 Arada

20. W-ndirad 1042 1017 51 9  EKotebe r
21. Bole 4106 3637 133 33 Bole

22. Rckebc Tsibah 2567 2842 103 2 Yeka

23. Misrak comp. 2507 3023 112 31 Yecka

24. Yekatit 25/67 989 487 30 1 Wolmers

Total 52,461 57,108 2,139 324

* Schenl selected for this study.

Comp. = Comprehensive High Scheol
Scurce: Addis Ababa Schools Office
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Table 2- Number of Grade 11 Students who Enrclled in
the 1989/90 Academic Year in the Four Schools
by Stream and Sex.

Schnol Stream

Sccial Science Natural Science Total

B E i E
Abynt Kirs 116 55 3329 545 1,545
Bole 3148 60 822 496 1,497
Mechane Alem 177 114 361 999 2251l
Yekatit 12 76 31 829 572 1,558
Total 438 310 3,441 2,615 6,851

Table 3- Number of Sslccted Students

Jtrean and Sox.

for this 3tudy by

Social Hatural

Total
Science Scigcnce
¥ F ¥ E i F  Iotal
Abyot Kirs (A.X.) 5 1 20 i 2502 37
Bole (BG.) 2 2 i6 0 18 11 29
Medhane Alem(M.A.) 3 2 28 2 3 22 o3
Yekatit 12 (Yek.) 3 1 2C 7 23 8 31
Total i3 6 84 47 97 53 150




Table 4- Number

€9

1ers by Schonl & Subjects

kb
e

Subject

Biology (Bio.)
Chemistry (Ch.)
Physics (Phy.)
Geography (Geo.)
History (His.)
Political Ecducation

(Pol.cd.)

S

HS

}ﬂA

17

Total

17

16

(o))
[T

Table 5- Number of

Gualificgtions

M.A/8.C.
B.A./S.C.
5+3
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Since intervicws are time-consuming, only]m;4z%that is
15 students, »of the students who responded to the questionnaire,
andl9e6Th of the teacher population, that is 12 toachers, were
sampled. Student interviewecs were selected using 2 random

table, whiles teachers were selected by let.

3.2 Construction and Distribution of the Questionnaires.

Two differcont types of closed fopm questiconnaires
werc prepared for teachers aad students. The questionnaire
for teachers has 23 items under five heacdings. The first
four items werc ranking of the four macro-skills. And
the rest refer to the ranking of the communicative
activities. The communicative activities were categorised
under Listening, Speaking, Reading, and Writing activities.

- Phe Listening activities were deemed to comprise
groups 1, 3, 5, 7,911, 13, 15, 19, 20, 22, 24, 26, 28,

30, 32, 34, 35, 37, 39, 40, 43, 52, and 53;

- bhe Speaking activities selected were deemed to
comprise eroups 2,4,6,8,10,12, 14, 16,21,23, 25,
27,29,31,33,36,38,47,48,49,51,53 and 54;

- the Reading activities would comprise groups 17,18,20,22,

<

:,26,28,30,3%,34,35,37,38,39,40,41,42,44,45,46, and 51
’ y 3 3 y 5 ’ ’ 3 ’ 5

~ e

and
-~ the Writing activities would comprise grecups 18,21,23,25,27,
29,31,33,36,40,4%2,43,44,50,and 54 of the taxoncmy

of the micrc-skills »f Munby as resultant skills.
The teachers were asked to rank the variables (the

micro-skills and the communicative activities) according

to importance with five scales which range from 'has first
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importance' to 'has no impnortance at all'. (See AppendiX
B for Teacher Questicnnaire.)

he student questicnnaire, however, contained 14 items
uncder four headings writtea in Amharic. Information about
the macro-skills was not needed, for the macro-skills
could be too general for the students. The qucstionnﬁire
has been set in Amharic to help the students understand
the items thoroughly sc that they could provide accurate
information. The questionnaire was prepared in order that the
students could nrevide responses using four rating scales
(Hever, Seldom, Cccasionally, Often) about their performance
of the languéje activities. (8ce Appcencdix C for Student
uestionnaire). Rating performances was preferred here

to ranking activity impocrtance because

1) the researcher helieves that the respondents' attitudes to-

wards the activities in their lessons may affect their

~

2) it will be desirable to obtain information from different
types of scales as a cross-checking for the reliability

of the study.

The questionnaires prepared were given out beforehand

for 6 teachers (each teachin:; a2 different subject) and 4
students (2 from the Social Science and Z from the Natural
Science streams) at Abyot Kirs to prove il they were under-
standable and wecrkable for the desiraed goal. Responses were
satisfactory, and few necessary changes were made. Then the
questicnnaires were distributed to the :50 students and the

64 teachers. Teachers and students were glven a two-wecek



Dreperation and Administration of the Interviewees

As a complementary tocl to the questionnaires, ncon-
directive, mother-tongue intervicws, cexcept in the cases
of foreigners, werec conducted by the researcher himself.
Two types of questions, five initiating guestions in
each type, for 15 student and 12 teacher interviewees
were prepared. The questions genceralize the language
skills and the languoge activities which were included
in the questionnaires and attempt to find out few variables
which were not observed. (Sce Appencdices D anc E for Teacher

s

and Stucdent Interview Questions respectively.)

The questions werce set so that the intarviewees could
provide free responses within 5-10 minutes. Student
interviews were conducted during class time. Teachers,
however, werc interviewed during their free pericds.
Both- the teacher and the student interviews were taped

on five cassettes.



FINDINGS AID DISCUSSIOHNS.

As stated in Chapter 3, questionnaires were distributed
and interviews were conducted to investigate the communicative
needs of the high schools in A.A. with regard to the language
skills and language activities. In this section, the writer
attempts to present the findings, and also attempts to discuss
the findings on the language activities in terms of lunby's

taxonomy of language skills.

4.1 Teacher Guestionnaire.

4.1.1. Breakdown of teacher guestionnaire returns,

Cf the ©4 subjects studied, 61 (95.3%) responded to
the guestionnaire. 3(4.7%) questionnaires were not returned:
twe from Bole High School and one from Yekatit 12 Comprehnsive

High School. (See Table 6 for the breakdown of returns)

Table 6~ Lreakdown of Teacher Cuestionnaire Returns by

Subjects and Schools.

School Subject

Zio.!Zh. |Phy.!Geo.lHis. {Pol. Total
A.X. 4 4 a 1 1 2 15
Bo. 3 3 2 1 1 2 12
H.A. 5 4 4 1 1 P 17
Yek. 5 5 4 1 1 1 17
Tot. 17 186 13 4 4 7 61

4.1.2 Analyses of Responses.

As noted in Chapter 2, a four-point ranking scale with

a fifth category 'Hot Important at All' was Provided for teachers



so that they could assign ranks for thce macro-skills =znd
the language activities in order of imnortance. For analysis,
the data obtained were reduced to the weighted means+.
Thus, the weighted mean of the raw data of each variable
was reckoned. (See Appcndix ¥ for the raw data.) Additionally,
the standard deviation of each variable was computecd to
indicatce the variability. The index of the variability
(the standard deviation) is given only to help readers see
the locations of the variables from the means. For the
purpose of putting the macro-skills and the language
activities in order of importance however, rclative ranks
were provided on the basis of the weighted means.

In order to compute the weighted means, value was

provided for cach of the ranking scales.

rank waight assigned
2 :
2 2

[&¥]
W

(I'1 = Hot important)

H1 S

Computations of the weightcd means of the variables
indicate that the less thc weightad mean the higher the
importance. This is becausc¢ the highest ranking
variable was given value 'l'. Thus, the variable whose
weighted mean had proximity to 'l' was ranked first
in importance. Conversely, if the weighted mean of
a variable went farther away from '1', the variable

was considered the least in importance. When the

weighted means = means.
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weighted means concentrated in the same range (such as

<4

all 2.(x) ), relative ranks were Provided.

4.,1.2.1 Macro- Gkills.

4,1.2.1.1. Analysis of macro-skills by subjects.

Teachers were agked to rank the four macro-skills

(Listening, Speaking, Reading, and %riting) in order of

-

by

importance. The finding reveals that the receptive skills
(Listening and Reading) outrankod the Productive skilis
(Speaking and YWriting) in every case. 'Listening' and
'Reading' were consistently ranked first and second
respectively. Of the productive skills, the majority of the
respondents favoured 'Writing' over 'Speaking’. In History,
however, 'Opeaking' was deemed to be egually important with
'Listening'. ¥For Geography teachers, ‘Headiag' and 'Writing'
were equally second in importance.

Irrespective of the individual subjects, the macrec-
skills were important for the subjiects studied in the order
"Listening-Reading-¥riting~- and Speaking'. This oracr of
importance was uniform to the majority of individual cases

3

observed. (See Table 7 for the wecighted means, standard

)

deviations, and relative ranks of the macro-skills by

subjects. ) .

4.1.2.1.2. Analysis of liacro-8kills by streams.

The nmacro-skills were also analysed by strecams
(Fatural Science and Social Scicence Strcams). As has been

observed in the majority of individual cases, teachers of

the Natural 3ciences stream also favoured the receptive

represents numbers '0' to 'gY.,
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Y.

skills over the productive skills. Cf the receptive skills,

'Listening' outranked 'Reading'. And'¥riting' was given

more importance than 'Speaking’.

Teachers of the Social Sciences ranked 'Listening'
uniformly as teachers of the Matural Sciences. However, they
differed notably from the Natural Sciences teachers in
assigning to the ~ther macro-skills sccond to fourth ranks.
For the Social Sciences, '@peaking', 'Reading', and 'Writing'
were important in that order. 'Speaking' was the second
favourcd skill because the nature of the subject matter
calls for 'discussions'. (S2¢ Table & for the weighted
means, standard ceviations, and relative ranks of the macro-

skills by streams.)

4.1.2.2. Listening Activities.

4,1.2.2.1 Listening Activities by Subjects.

Subjects were asked to rank five selected Listening
Activities (listening to explanations, listening to
instructions, note-maxing from listening, listening to
and writing dietations, and listening to discussions) using
the ranking scales. Of the Listening Activities 'Listening
to Explanaticns' was ranked first invariably. considerable

variations were observed in assigning ranks for the other

o)

variables. For instance, 'Listening to Instructions' was
second in importance in 3iclogy, Physics, History, and

2olitical Hducation. For Chemistry and Geogrphy, however,
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'Listening to Discussiocns' was the scceond important activity.
This activity was comnsidered third in importance for Biolcgy,
Physics, History and Political Education. 'Listening to
instructicns' and 'note—making'+ were ranked third by
Ceography and Chenmistry teachers respectively. 'Note-making'
was bclieved to be fourth in importance by the majority of
cascs except in the case of History. In History, this
activity was categerised under 'HNot Important'.'Eictation'
was not important in all cases except that it was given

the fourth importance in History.

When the ranks wers

()
¢
O
=
6]
-
2
K
o
P.a
[
=
H
©
0
K®]
)
Q
r’
[N
<
2
=
[WH
=
o
[
<
[N
jo N
(=1
)
i

cases, the fnllowing results were obhained. The Listening
Activities were important in the order "Explanatiwuns-
Discussions-Instructions~ and Note making". "Dictation"
was not given importance. {(8ee Table 9 for the weightad

means, standard deviations, and relative ranks of the

+ s 2 . : ; .
Used instead of the whole phrase 'note-making from listening'
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T o . a . . Y Fo) = +
Listening aActivities by Subjects.)

4.1.2.2.2. Listening Activitics by Streams.

The order of importance of the Listening Activities
was also studied with regard to the NHatural Sciences and

the Social Scicneces. Differences werzs chtained in the

ranks assigned for the Listening Activities by the respondents.

"Zxplanation" cutranked the other activities in both the
streams. For the Matural Sciences, 'Discussions', Instru-
ctions', and 'Hote-making' were important in that sequence.
The order between "Instructions" and "Discussions'", however,
was reversad by the Social Sciznces teachers. (Zee Table

10 for the weighted means, standard deviations, and

relative ranks of the Listening Activities by Streams).

4.1.2.3. Speaking Activitics.

4,1.2.2.1 Speaking Activities by Subpects.

[l

Subjects were asked to assign ranks for three Cpeaking
Activities (Asking cquestions, Answering questions, and
Participating in Discussions). When individual cases were
considered, diffcrent results were obtained. For Biology,
Chemistry, History, and Pclitical Ecducation "Participating in
Discussicns" was the most important activity, while we find
"Asking questions” the most important cne in Physics and
Geography. HMore importantz was given to "Asking questions"
than "Answering questicns"in Binlogy, Chenistry, History,

anc Political Zcducation. "Answering questions" was found

to be more important than "Participating in Discussions"

in Physics, and the reverse was truc in Geography.

+ Reascons for sclecting the order of importance are included
the interviews.



When the Speaking Activities were obsgrved rogarcless
of individual subjects, "Participating in Discussions

was the most important actixity feollowed by "Asking
questiocns". (sce Teble 11 for the weighted means, standard
deviations, and relative ranks of the Speaking Activities by

Subjects.).

4.1.2.3.2, Speaking

)

Activities by Streams.

.

Subjects’ responses were also analysed by streams.
Uniform order of importance of the Speaking Activities was
found in both the streams. Findings indicate that
"Participating in Discussions' was a much favoured activity.
"Asking qguesticns' was given priority to 'Answering guestions'.
These results were & milarly indicated when the majority of
individual cases were considered. Differcnt results were
found, as discusses above, in Physics and Gzosraphy in which
'Asking questions' was regarded as the most impertant
activity.

Although we say the Tpeaking Activities werc favouréd
in the order 'Discussions', 'Asking questions', and

'Answering questions' by tcachers o

by

the two streams,
equivalent values were nct provicded. For example,
computations of the weighted means of 'Discussions' reveal
1.80 and 1.67 in the Natural Sciences and in the Socizal

Scicences respectivel ‘owever, relative considerations

)
94

with the other variables in each stream designate that the
activity was given priority. This fact of relativity occurs
through the cther activities cenlt with in thie paper. (See
Table 12 for the weichted means, standard deviations, and

relative ranks of the Speaking Activities by Streams.)



48

Table 7 -~ Yeighted YMeans, Ztandard Deviations, and the Relative Ranks of the Macro-Skills by Subjects.

g . _EBeiii=z Subiect Relative ranks
Z2io. Ch. Phy., Geo. Pis., DPol.ed. Tot. Pio. Ch. Phy. Geo. His. Pol.ed Tot
Listenirng T.M, 1.18 1.1 1.31 1.00 1.75 .96 1.30 1 1 1 1 1 1 1
. v.D, 0.38 0.33 0.72 0.0 0.83 0.99 0.67
Gpeaizang T, 3.06 3,31 3,77 2.50 1.75 2.57 3.10 4 4 4 3 1 4 4
2 Sl 0.C1 1.04 0.58 0.87 1.00 1.138 1.08
Beadiag W, N, 2.80 2.5 2,23 3.256 0,75 2.12 2.97
8.3, .82 0.7¢ 0.70 0.43 1.09 0.64 0.76 A 2 2 5 i 2 3
ie iy .04 3.00 .69 3.78 8.7H 2.43 3.0¢ 3 3 L z 3 3 3
- N ey 1.909 Q.71 0,72 0.83 ©.43 0.90 0.87

aviations, and the Relative Ranks of the lacro-3kills by Otreams.

s
Listening Sveaking Reading Writing Tdistening Opeaking Heading Yriting
- satumpal 1,90 3.25 5,57 2.89 1 4 2 3
4
. Seils 0.49 C.98 9.7 0.24
=
P soecial | WU, 1.60 2.33 ;.60 3.47
1 2 g 4
Ceisnee 0 0.88 1.01 0.89 0.8%1

L B T
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Table 11 - Weighted Means, Otandard Deviations and Eelative Ranks of the Speaking

Activities by Subjects.

__Jeighted lowa g 8.D. Relative Rank.
Letivity Subject
Bio. Ch. Phy. Geo. His. Pol. Tot. Bio. Ch. 2hy. Geo. His. Pol. Tot.
Askk questions V.. 1.82 2.06 1.69 1.25 1.75 2.14 1.8&
2 2 1 2L 2 2 2
238 0.78 0.59 0.91 0.25 0.43 0.64 0.79
W, 2.41 2.50 2.15 2.75 2.75 2.43 2.3¢9
. , 3 3 2 3 3 3 3
faswer guestious §.D. 9.69 ¢ i an € 0.57 0.43 0.43 1.32 0.8638
¥.M. 1.76 1.43 2.31 2.00 1.50 1.4 1.75
g " i ﬂ 1 L 3 o
iscussiocns 5., 0.80 0.6 0.82 6.71 0.37 8.71 0.68 1 1 1
Taple 12 - ¥Yeighted Means, Standard Deviations anc Relative Ranks of the Spcaking
Letivities by Streams.
Weighted liean & $5.D. Eelative Rank
Stream Activity Activity
Ask guestions Answer quoestions UJiscussionsjisk questions Answer cuestions Discussions
Nateral W.ni. 1.37 2.3 1.80 2 3 1

2
J
H
D o
(&}
(ao]
o o
W W
o
€
b

Jciences 3.,.3.

Jocial oil. 1.8 2.60 1.7 -
2 3 1
Sciences T.D: 0.65 0.71 0.530
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“Yable 15 - Weighted Means, Standard Deviations and Eelative Ranks of the Uriting Activities

by Oubjects.

Weighted Mean & S.D. Relative Rank.
Activity Subject
Bio. Ch. Phy. Geo. His. Pol. Tot. Bio nChy Phy. Geo. His. Pol. Pot.

liote laking 7., 1.41 1.63 2.00 1.50 1.50 1.71 1.48 1 1 5 1 1 1 1

3.0, 0.54 1.,1¢ 1.11 ©.87 0.18 0.88 0.72

7 2B 2] on o o 5 a0 (2] 7
,"}S,lr{ C’:&? :‘: o 4lo 1-1-09 &4.19 l.rﬂ,, £ o blvs 1-00 l-v.JC i o ~ 2; 2 _1__ 2 1 2 2

5.D. 1.9% 0.38 06.76 0.83 0.16 0.99 .93

rJi, 2.70 2.63 2.38 2.25 3.00 2.957 2.52
. _ A . - - ~ - 3 3 3 2 2 3 3
Assignuents 3.5, 0.39 0.71 0.84 0.43 0.0 0.49 0.78

M. 3.28 .83 3.85 - - - 4,00
. U S . ~ - A an sty 4 Pl — — = 4
Labreport s.E. 1.23 0.70 0.66 0.94 i
Table 15 - Jeightscd Means, Standard Deviations, and Lkelative Ranks of the riting Activities
by Streams.
Foizhted ican & §.D. Helative Rank

. Stream Activity Activity

flcte Moking Ans.in Exam. Assignments Labr.|iNote Making Ans.in Zxam. Assignment _ Labr,
Hatursa MR, 1.€5 2.26 2.59 3.87 1 2 3 4
Selsnces S.D. 1.03 0.99 0.76 0.43
o ,
i23cial A 1.66 1.87 2.60 -~ 1 o 3 _
dciences @ 8.D. e, S 0.78 0.49
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4.1]2.4. Rjadg.}?g ACthiti("So
U4o1e2eltel., Reading Activities by Subjccts

As cen be seen in Appendix B, seven diffcrent Reading
Activities were Provided to be ranked in order ¢f importence.
Subjects varied in assigning reanks to the communicative
activities:' Keraing textbook' was invariably the first
ranking activity in all cases, 'Resding handouts' was
found tc be the second most important activity fcr Chemistry,
Physics, and Political kducation., For the rest ¢f the
subjects, 'Reading other relsted materials'! was the
gecond renking sctivity. Biology teachers coasiderad
'Reading handouts' as » third igportant activity, while
for Chemistry, Physics, and Political Education *Reading
other related meterisls' was considered the third in
importance., Noteble exceptions were observed in Geography
and History where we find ‘Reading handouts', which
was considered as second or third in importance in most
cases, was the least considered ~ctivity in Histcery , and

was labelled as 'Not importent' in Ueography.

‘When the crder of importance of th: reading activities
was observad irrespective of the individual cases, reading
'textbcok', 'otlers, 'handouts', and ‘assignmcnts' were
impcrtent in vthat order(See Teble 13 for the Weighted
means, standard devietions, and relative ranks of the Reading
Activities by Subjects.)
4,1,2e46e2s Reauing Activities by Streams.

The importence of the Reading Activitics was also> obscerved
by streems. Both the Natural Sciences' and thc Sccial Bciences'
teachers ranked reading 'textbooks' and 'handouts'!

first eand seconc respectively, However



they differec in assigning thircd and fourth ranks to

the other reading activities. For the Hatural Ociences,

ot

reading 'others' was more important than reading
'assignments', while reading 'questions' was more important

than reading 'others' for the Social Cciences. (See Table 14)

4.1.2.5. Writing Activitics.

4.1.2.5.1. Writing Activities by Subjects.

S Subjects were asked to rank four selectéd Writing
Activities (iiote-making, Answering questicns in examinations,
Assignments, and Lab Report) in order of importance. iAll

the respondents were not cxpected to rank 2ll the activities,
because ‘'Lab report' cdoes not concern the 3Social Sciences

for the obvious reason.

Cf all the ¥riting Activities, 'iMlote-making' was
the most favcourced activity in all cases except in the case
of Physics which rendered the maximum weight to 'Answering
guestions in examinations'. For Physics, .hat was most impo-
rtant in all cases was regarded as second in importance.
For others, 'Answerinr questions in examinaticns' was
sccondé to 'Note-making'., It was found, however, that
these two activities were equally important in History.
What was commonly found as the third was reading 'Assignments',
but this activity was cqually seconl with 'Answering questions

in examinations' in Geography.

for the latural Sciences writing 'Lab report' was
relegated to a fourth position. Superficially, Consideration
of the standarcd deviation revealSthat writing 'Lab report'’

could be in the 'Not important' category. However, a relative
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rank has been provided for it as the fourth important

writing activity.

Findings indicate that 'Note-making', 'Answering
questions in examinations', and writing 'Assignments'
were important for all the subjects in that order. And

J
as the last in the order for the

0
€

writing 'Lab report
Natural Sciences. (See Table 15 for the weirhted means,
stancdard deviations, and relative ranks of the Writing

Activities by Subjects.)

[1AN

Yoot

.2.5.2 Writing Activities by Strecams.

The order of importance of the Yriting Activities
was alsco studied by streams. Similar results werce found
in both the Natural anad the Social Sciences. The Writing
Activitics werce favoured in the order 'Note-making', 'Answer-
ing questions in e¢xaminations', and writing 'Assignments'.
Writing 'Lab report' was the fourth ranking activity for

the Natural Scicnces. (See Table 15.)
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4.2 8tudent Questionnaire.

fa BN

4.2.1 Breakdown ~f Student fuestionnairs Returns,

Of the total 150 subjects selected, 144(96%) returned the
questicnnaire. Cut »f the 144, 2(1.4% of the returned) were

filled incorrectly. Thus, 142 (34.7% of the total) responses

-3

were analysed. (8ee Table 17 for the breakdown of student
questionnaire returns.) 123 subjccts (£6.52%) learn the
Natural Sciences, and 19 (13.38%) study the 8ncial Sciences.

Biology and P¢litical Education are given for all the

subjects in common.

Table 17- Breakdiown of Student Cuestionnaire

(o

Returns by Schocl, Stream, and Sex.

School Streain Sex .
Matural Social
M 7 Total
Sciznce Science
Lbyct Eirs 31 6 24 13 37
Bole 24 4 17 ii 28
Kecdhane Alem 2 5 29 12 49
Yekatit 12 26 4 22 3 3C
Total 123 i9 92 50 142

4.2.2 Analyses of Responses.

F.’

for the reasons stated in Chapter 3, students were

asked to rate the language activities given in four sections

o)
0]
s

deading, Writing, Listenins;, and Speaking Activities.
The rating scales included frequency of ncrformance as

'Never,' 'Seldom', 'Occasionally', ancd 'Gften'. For analytic



simplicity, values wore provicded for thesc scales. In
order to make the students' questicnnaire analysis parallel
with the teachers', lesser valucs were given for highly

freguent activities. Thus:

Rating Scale Velue
Mever 4
Seldom 3
Ccecasionally 2
Qiten i

Lesser averages (Yeighted means) in this case

i

incdicate the most frequent activities.

.2.2.1. Listening Activities.

Three sclected Listening Activitices (Listcening te
Explanations, Questions, and Discussions) were provided
so that students cculd rate their performance using the
given scales. The weizhted means of the raw data (Sce Appendix G
for the raw data) in each activity arc shown in Table 18.
Students' responses indicate that 'Listenings to Explanations'
was the most frequent activity. Listening to 'Juesticns'
was the most frequent activity next to 'Explanations' in
four of the subjects students study. In Physics and
Gecgraphy, however, listening to 'questicons' was less
frecquent than listening to 'discussions'. In Binlogy,
Chemistry, idistory and Political Educaticn, listening

to ‘'discussions' was the least frequent.
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2. Speaking activitics.

45}

Py

Students were asked how often they UﬁrvICIU vted

in 'Biscussicons', 'isking gquestions'!, and 'Answering

(6]

[
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b
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subjects. Table 1
designate the findings in a summary. The findings indicate
that students most frequently speak to provide answers

to questions in the subjects they study excert in the

case of Geography. In Gengraphy, 'Asking questions' has

been the most fregquent activity.

Stucents more freguently discuss than ask questions
in Biclegy and Chemistry, and the rcoverse has been true in
Physics, Histcry and Political Educatisn. In their Geography
classes, students morc cften answer questions than participate

in discussions.

4.2.2.3. Reading Activities

—~

From the Heading Activitics (See Appendix C for the
Reading Activities) reading 'Choice examinations' and reading
'Instructions' were the most frequent activities. In all

the subjects, students read 'Choice ezaminations' more

often than 'Instructions', but the reverse was true in
Chemistry. 'Textbooks' were seldom read in Zinlogy, History,
anc Political Education; and 'Hancdouts' in Chemistry, Physics,

v

anc. Geography.

4.2.2.4. Writing Activities.

#Writing 'Hotes', 'Short answers', and 'Lab report'
were the activities inclucded in the cuestionnaire. Jf these
three, it was found that shudents ~ftcen 'make notes' from

their readings. They write 'shcrt answers' occasionally .
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ard Deviaticns and Relative Frequenties »f

the Language Activities.

A~iphned Mean & 3.D. Relative Frequency
Acrivities Subject Subject
Bio. Ch. 2hy. Geo. His. Pol., Bios, Ch. Phy., Geo. His. Pol.
> ~ > - o - o o -~ 7 [ o
dasening pkxpianationt Sk Den g mg 1087 doaz ®iae | 1oa0 1 1 1 1 1 1
c.D. 0,70 0.68 0.76 0.65 .65 .74
Lotivities! Questinns w.,ii., 1,80 1.85 1.7¢ 1.95 1.82 1.87 = = 3 2 o 2
c.D. 0.98 1.00 G.95 1.15 0.98 1.01
Discussions ¥.¥., 2.58 2.54 2.43 221 2.32 8 ra 3 3 g a9 3 3
==z========1==============.:g&2&=;:‘.gg==.'1=ég§==;égg:==jﬁé22===;—'é9§===;é;g==================================
w.hM, 2.13 2.23 2.31%1 2o Z.05 2k 2 2] 3 3 3 3
3D 1ne Discugsions J.D. 1.06 0,27 1.04 1.06 1.10 1.08
setivitics M 20 Ag 225 9 1.58 1.68 e i
—~ - 3 3 e 1 2 =
questions 5.D. 0.92 0,89 0.2 J.88 0.92 0.96 '
.M, 1.94 1.95 1.96 1.868 3.53 5 1 1 1 n 1 1
Answers s.0. 06.26 0.28 0.83 0.2¢ 0.82 0.97




Table 18 (contd.)
Weishted Means & QeDe - Relative Frequency
Activities e . Subject , s . . Subject
% Hj.So
e Py, Geo. ™™ Pol, pio, Ch, Phy, Geo, _ Hise __ Pol,
Reading Textbook WaM, 2612 2,83 2,80 2,47 2,21 2,41 3 W s 3
S.D 0.98 1.17 1‘21 1004 1'10 0095
Others WoMe 2645 2450 241 2458 2,37  2.34
S'D.' 0085 0092 0092 oc59 00711- 1000 - Lo -
Handoubts W.Me 2428 2,31 2,40 2,21 2,42 2.68
S«D, 0,97 0,95 1,01 1,15 1,37 1,12 3 3 3
“Choice By WM. 1.59  1.72  1.74 1.15 1.32 1,58 T
SeDa 0,81 0483 0,89 0,49 0,30 0,75 1 2 1 1 1
TInstruction T '_" _ "”j - ‘ T T
WM 1,61 1,59 1,75 1,37 1,47 1,68
S.De 0,90 1,03 1,08 0,48 O, ’75 1,03 2 it 2 2 2
P — -~ e st e _:::’“-::'—::::-—-2 -..._""“ B T T e e e T T oo D S s e re e
WM 1,60 1,57 1,86 1,7 1,47 2401
Writing Note meking '
Activities |__ SeD __0s78 0,82 0,91 ..0,8 075 1,08 1 1 1. 31 .1 51
Short WM 2408 2,15 2,17 1,34 1,79 2,10
Answers  S,D 0,94 1,04 0,91 0,87 0,89 1,01 2 2 2 2 2 2
- T T UM 5,28 3,20 3.2k <~ ¢ = T
Lab report
B o i B 4




Ctudents of the Natural Scicnces write 'Lab reports' less
frequently. Social Science students aetually rated only

the first two activitics, bceause laboratary work is not

availablec.

4.3 Comparisons between teacher and student

guestionnaire returns.

3 3

Ls stated above, the guestionnaires asked teachers and

students to respond using < ifferent scales. The teacher
questionnaire"%ﬁ% preparsd with ranking scales, and the
student queétfﬁnnaire witz rating scales. Although they
mploeyed differcent -scales, attempts were madée to compare

the findings. Actually, the macro-skills were not included

in the student questionnaire; moreover, the variables
included might not be éntirely the same in the two questicnn-

aires.

Listening to 'Explanations® and listening to 'Discussions’
were the two listening activities inclucded in b»nth the teacher
and the student questionnaires. Of these twn, the felt need
by teachers (that is, explanations) was found the most

frequent activity by the students.

The Speaking Activities were sufficiently comparable
because in both the questionnaires, the variables inclucded
were the same. The results incdicate that the felt necd by

teachers “*n-° Sl - )\ was not the most



frequent activity by ths students. What was considercd the

A wao rather the

third in importance (answeri:
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most frequent activity.

0f the Beading Activities, reading 'textbooks' and
'other related matorials' outranked the other activities
in the teacher gquestionnaire respones. Mowever, these
activities werc not the most frequent nctivities by the

students. Eaading 'Choice examinations' and treading

'instructions' were rather the most frequent activities

2a

by the students. And thoese twe activities were categorise

undar 'Not important' by teachers.

Obsorvations of the Yriting Activities revealed
that the felt need by teachoers and the most fregquent
activities by the students were in harmony. Yriting 'Notes',
'Short answers', and 'Lab rceport' which werc favoured by
teachers in that order were recurrcntly performed bw

the students in that same order.



4.4 Interviecvs.

4.4.1, analyses »f Teacher Interviews.

From the 12 teachers selected, 10(83.3%) were
interviewed. 2 teachers (16.7%), one Physics ans one
Geography teachars at Yekatit 12 and Mechane Alem High
Schonls respectively, were not interviewerd. The findings

were categorised under the macro-skills ana the four

language activities.

4.4.1.1. The Macro-skills.

Teachers were aske? t» rank the macro-skills in
orcer of importance for the subjects they teach. All
teachers responcded that 'Listening' was of paramount
importance, becausc 'Explanations' occupied much of each
class time. Since they believed that 'Note making' from
Listening was imnortant, G0% of the respondents favoured
'"iriting' next to 'Listening'. The other 40% felt that the
students need to ask questions for clarificaticn; hence,
they put more weight on the imnortance of 'Speaking' tharn

on 'H¥riting'. Consiceration of the third important skill

R

revealed that 40% of the respondents favoured 'Reacdine';
30% Yriting; anc 30% Speaking. Realins was the last ranking
by 60%; Speaking by 30%; and Writing by 10% of the

responcents.

As has heen descrihed in 4,1,2.1., the receptive skills
outweighted the preoductive skills, ‘Listening' being at
the head of the rank. The findkngs in the interviews dic
not bear ceomparison with bhe questionnaire. The findincs

in both the instruments werec precisely similar only in
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that "Listening’ outranked the other skills. The intervicwees
believed that 'Writing® follows ‘Listening’, while this was
considered the third in importance by the respondents of the
questionnaire. ‘Speaking’ which occupied the last position in
the questionnaire was now taken as the third important skill;
and ‘Reading’ which was second, was regarded as the last ranking.

4.4.1.2. Listening Activities.

Since much of the time of each class lesson for each subject
was occupied by teacher's explanations, teacher interviewees
emphasized the students’ need of 'listening to explanations'.
Mentioning the deficiencies of the students® listening ability
in English, the interviecwecs suggested that the studentsf

listening ability be develop on 2 par with the need for it.

One of the interviewees, however, argued that the students’
listening ability was high. Hence, he put stress on the need to
make notes. 80% of the respondents, however, favoured 'Note-making’
(from listening) in the second position. Two reasons were provided.
First, the interviewees believed that 'note-making’ would minimize
the problem of covering the large textbooks. Second, they believed
that it would be a vital base for further education. The respon-
dents said that the students lack the ability’to make notess; and
they recommended that it ought to be encouraged.

Different views were promoted by Political Education
teachers. According to them, ‘listening to discussions®
was important ahead of 'note making' becausc the nature of
the subject matter itself calls for discussions. For this

subject, the importance of "note making' was relegated to



a thirc ponsitien. 'Listening to discussions' was recorimonded
as third by 60% of thc interviewces. Respondents who did not
favour 'listening to discussions' cave two reasons: One
group, which comprises 20% of the samples, said that the
leng;th of the textlooks could he a constraint for discussions
to e held. The other 20% limited the extent of (iscussions
to guestion an: answer, hence they nreferred their students

to listeu to questions anc answers.

When the findings in the interviewecs were compared

with the questionnaire results »of the Listenings Lctivities,
notaile uwifferences were observed, 'List2ning to exnlanation'

as found to be the maximum felt-need by hoth the instruments.
However, what was decemed to be a fourth ranking in the
questionnaire was iven 2 sccennd position by the interviewees.
Ancd the order of importance ;iven to 'listening to discussions®
also varied. Aceonr ing to the interviecwees, 'listening to

r.iiscussinns' was riven the fourth order.

4.4.1.3. Spcaking: Activities.

Cf the three Speaking fctivities Selected (Asking
qucstions, Answering guastions, and narticirating in
c¢iscussinns), 60% <f the respondents favoured 'Asking
questions' over the cthers. This was because students
neec to ask questions for clarification. History and Pnli-
tical Education teachers, that is 40% of the resnoncents,
bDelieved that 'Participating in Jiscussions' was the most
important Speaking Activity. This was hecausc the nature of

the subject matter ca2lls for 'discussicans'.
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For those who favoured 'Asking questions' over the
other activities, the nctivities 'Answerins questions',
and 'Participating in discussions,were imrortant in that
orcder. For History and Political Ecducati~n teachers,

however, 'Asking guestions' was the next important activity

tc 'Discussions'.

hen compared with the questionnaire results, the quest=
ionnaire ' results of the Speaking Activities were parallel
with what the minority interviewces favoured. That is, the
crder of importance »f the activities as 'Discussions', 'Asking
questions', and 'Answering guestions' im the gquesticnnaire
was similarly accepted by 40% of the interviewees, the

minority.

4.4.1.4. Peadins Activities.

Of the Eeading Activities, reading 'textbooks' was

regarded as the most important by 50% of the interviewees.

For the other 50%, reading 'other rclated materials' was

the most important. Those who favoured 'textbook' helieve

that students necd to read texthocks for mastery of the subject
matter. The others favoured reading of 'other rclated materials'
because subjects such as Physics and Chemistry Jdid not (do

ot) have texthooks. Ancd History teachers felt the need of
reading other materials bhecause, to go on a2 per with current

affairs, information was s~ught from various sources.

On deciding what the second important activity should

be, different responses were found.40% favoured reading; 'others';
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30% 'Assignments'; and 10% 'Cuestions’. Those who favoured
'texthoonk' were 20%. Consicderations of third and fourth
rankings revealed that 20% of the responcents favoured

'Questions' to 'Instructions'.

Yhen these results were compared with the results
found in the questionnaire, they agreed in considering
'texthook' and '~thers' as the most important ones except that
these twn activities were equally important for the interv-
iewees. EReading 'handouts' was never given attention by
the interviewees. Reacding 'Cuestions' ancé 'instructions'
was significant by the interviewees while questionnaire
respondents categorised them under 'Hot important'.
Reading 'assignments' was in the fourth order in the
questionnaire results, while here respondents resarded it

to occupy the secend nosition.

4.4.1,.5.riting Activities.

Social Science and Matural Science teachers ranked
three or four Writin;: Activities respectively. They differed
because lab work is not available in the Social Sciences. Of
the Writing Activities, writing 'Answers in examinations'
was the felt-need by 50% of the respondents. The cther
50% favoured 'Note making'., For those whe favoured writing
'Answers in examinations', 'Note making' was secondary ard
the vice versa. The findin;;s showed that 'liote making' was
favoured much by those teachers whose subjects i not
have texthooks, and the ones whose suhbjects regquired

reading other materials.
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60% of the respondents put writing 'assipnments' in
the third order. 20% cdid not regard its importance. The
other 20% regrarded it equally important with 'Note making'.
Natural Sciences teachers consicdered writing 'Lab report'

as 'Hot important' an® 'unpractical' hecause lab work was
limites to demcnstratinons.

Significant ‘ifferences were not obhserved from the
two instruments excent that 'llote making' an? '"Writing
answers in examinaticns' were equally imrortant for the

interviewess.

4.4.2 Analyses of Stuent Interviews.

From the 15 students selecte’?, 13(835.7%) were interviewed.
2(13.3%) students both from Yekatit 12 Hirh School were not
interviewed. Information abhout stucents' rerformance »f the
Language Activities is incluied in this section. The
information here is used as a complementary study to the

questionnaire.

4.

">

.2.1. Findinrs.

OStucent interviewces confirmec that 'Listenins teo
Explanations' was the most frequent activity of the
Listening Activities. Tecachers' exrlanations were much of
the time in Enyslish and some times in the vernzscular.
Stucents saicd that, as a usual performance, they make notes
from teachers' explanations. On a closer investigation,
however, makins notes was mercly interrelatecd to what
they copied from the blackbrarc. The interviewees said
that they listene” to 'questions' and 'answers' initiated

either DLy teachers or students more frequently than to
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'discussions'. They considered, in fact, 'discussions'
merely as 'question and answer'. Comparec with the

questionnaire results, the interview rcsults designated

D

L

similarities in the stucdents' performance of the

Listcening Activities.

Students' performance of the thres Speakinigs Activities
(Asking qguestions, answering questions, PDiscussions) was
freguent in the order 'Asking questicns', 'Answering
guestions', anc 'Discussions'. This was because they asked
guestions for clarifications, and participated in giving
responses. The interviewees confirmed that they used
Amharic in asking, answering and discussing; and they
preferred to keep guiet when they were forced to speak in

Engclish.

Comparison with the questionnaire results revealed that
the interview results were not parallel with what was true in the

majority of cases of the questionnaire results. (See 4.2.2.2.)

Cf the Reading Activities, students most frequently
reacd 'questicns' and 'iastructions' in assicnments, tests and
final examinations. They said that reading 'ianstructions'
was easier for - them to understand, while they often failed
to uncderstand questions. Often, the students read their
Biology and Political Education texztbooks. For Physics and
Chemistry, they usually reacd cther related materials
because, textbooks were (are) not available. In acddition,
they read other materials related to History and Political
Gduecation, Dbecause the subjects require information about

current affairs.



The interview results of the Reading Activities
bear comparison with what was observed in the questionnaire.
However, few distinctions were found. Firstly, reading
'questions' and 'instructions' which were fregucnt in that
orcer in the questicnnaire results were found equally
frequent here. Of these two activities, reading instructions
was not gifficult. Honce, readins 'questions' could be
rclated to the felt-need observed in the teacher interview
responses. Secondly, reacing 'handouts', which was 'nccasionally'
real 28 to the responses in the questionnaire, was not
considered as relevant Ly the intervicwees. Thirdly, when
the majority of cases were nbservecd, reading of ‘related
materials' and 'textbooks' was fregquent in that order by
the interviewees. However, the results of the questionnaire

indicated that reacing of 'textbooks' was more frequent.

The students' performance of the Writins Activities was

also observed. The interviewees provicded similar responscs
to the results found in the questionnaire. Thus, most
ocften they make notes from their readings, and occasionally
write short answers for defining questions in tests and

final examinations. Althourh defining questions have been
includad in examinations and tosts, 92.23% of the interviewees
dmitted that they have not attcempted to respond to such
types of questions. Lab reports were 'never' written bv any

of the intervicwees.
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4,5 Discussions of Questionnaire and Intorvicw Results.
Two complementary analytical methods were utilized in

srler to investigate the communicative nezds of the high schools
in Addis Ababa, Utilizing the methods, we havc ¢scertained what
languege activities are important for thas studcrts and/or most
frequerntly cngeged in by them in the coursc of tleir study,.
Additionally, the orders of importance and/ or freguecy of the
activities werc identified, On actual scrutiny, the finding beased
on the questio;;aire and interview results indice ted more or less
similar kinds of important and frequent activities, However,

the orders of irportance and freguency o»f the activities found

in the questionnaire results were, in most cascs, invalicdated by
th: intervicwces., Reletively similar ordsrs were cbserved in the
first renking ectivities.

Since consicerable differences were not obscrved between the
resulits of tihe two complementary methods in indiceting what the
most important end frequent language activitics for the students
in the cocurse ¢f their study are;attempts were nede to devise
congruent resultent skills for each activity by selecting from
Munby's taxonomy of skills, The group numbers cf the congruent
resultent skills from Munby are given in each activity below.

4,541 Listcning Activities.

The most important gnd/or frequent listening activities
were 'listening to explanation','listening to discussions’',
'listening to instructions', 'note making', and ‘'listening
to questions and answers', All these languagc activities

can be translated into the following realistic micro — skills.
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Discriminating sounds in igolate word forms
Discriminatins sounds in connectecd specch
Discriminating stress patterns within words

Reconizing variation in stress in connected specch
Recongnising the use of stress in conncetad specch
Understanding: intonation patterns: ncutral position of
nuclcous ancd use of tone

Understanding intonaticn patterns: interpreting attitudinal
meaning through variation of tone or nuclear shift
Interpreting attitudinal meaning

Ddccduecing the meanianp and use of unfamiliar lexical items
Understanding explicity stated infoarmation
Uncerstanding information in the text, not explicitly
stated

Understancding coeneeptual mceaning

Understanding the comnmunicative valuc (functicn) of
sentences and utlerances

Inderstandings rolations within the sentence
Uncerstanding relations between parts of 2 text through
loxical cohesion davices ‘
Understancing; relations between parts of a text through
grammatical cohesion devices

Interpreting the text by roing osutside it

Recopnising indicators in discourse

Identifying tac main peint or important information in

a2 piece of disccurse

vistinguiskbing the main idea from suprorting ide
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Froup
no skill

£0 Extracting salient points to summarise

43 Reducing the test throuch rejecting redundant or

irrelevant information and items
52 Transcoding informaticon in speech to diagrammatic display
53 Recoding information,

Of the listening; activities mentioned, 'listening to
explanations' and 'listening to discussions' comprise all the
micro-skills above but most probably groups 52 and 53. These
two groups require transformation into graphic representations.
'Listening to instructions' characteristically refers to
simple, straightforward information. Hence group 3 and
particularly group 20 are realistic skills for it. Since
listening to 'questions and answers' has verbal interactional
values, it avnicds close contacts with texts except in rare
cases wihen teachers ask reading listening texts. For this reason,
groups 13,18,20,24,34,35 and 37 can he taken as pertinent to
this activity.

Students can make notes from their readinis and /or from
listening to their teachers' explanations. In this part, we
refer to 'making notes' from listening. The activity requires
Cistinguishing between the important and the non-—-important
points. It has also strong connections with listening and
graphic rerresentation of thoughts. Therefore, groups 390,40,
43,52 and 53 can be taken as the mest important resultant
skills for it-

4.5.2., Speaking Activities.

The most impoytant speaking activities were

'participatiwg - in discussiong,' 'askini quegsticns,' and -
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‘answering

-

guestions'. All thosc activities can be

translated into the following resultant skills.

kill

C)

Y

Articulating scounds in isclate word forms
Articulating sounds in connected speech
Articulating stress patterns within words
Manipulating variation in stress in connected speech
Kanipulating the us¢ of stress in ccnnectad speech
Producing intcnation patterns: neutral positicn of
nuclcus and usc of tone

Producing intonation patterans:expressing attitudinal
meaning throurh variation of tone or nuclear shilt
Zxpressing attitudinal meaning

information explicitly

Expressing informaticon implicitly

Expressing conceptual meaning

n .

Zxpressing the communicative value (function) of sentences

and utterances

Expressing relaticns within the sentence
Ezpressing relaticns between parts of a text through
lexical couiesion devices

Exrregsing relations between parts ~f a text through

grammatical cohesion devices
Usini; indicators in discourse

Indicatin,; tihc main point or impertant information in
picce of discourse
Initiating in disecourse

Mainteining in discourse
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no skill
49 Terminating in dJdiscourss

1
]

51 Transcoding information presented in diagrammatic display
53 Recoding information

54 Relaying information

ilany of the resultant skills mentioned above can be

anplic

o

bhle to 'Participating in discussicns'. Since 'discussions'
implies 'connected speech', groups 4,8,10,12,14,16,21,25,36

and 38 are very impcrtant. Groups 47,48, and 48 are requircments
to discussants. The two activities, 'asking questicns' and
‘answering questions' arce interrelated. Groups 4,46,8,10,16,21,
25,38 and 47 can be applicable resultant skills to enable

the students tc ask and answer guestions.

4.5.3. deading Activities.

The most important and/or frequent reading activities
were 'reading texthooks' 'readings other related materials’,
'reading handouts', 'readinc assignments', 'reading questions'
and 'reading instructions'. This is when the two instruments
of investigation were considered. The following resultant
skills from idunby (1878) are pertinent to the reading

activities.
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Recognising the script cf a languase

aducing the meaning and usc of unfamiliar lexical items
Understanding explicitly stated information
Understancing information in thce text, not explicitly
stated
Understanding concantual meaning
Uncderstanding the communicative valuc (function) of
sentences and utterances

Understandins relations within the sentcence

)

Understanding rclations betweean parts of a text throuih
lexical cohesinon devices

Understanding relations bRotween perts of a text throush
grammatical cchesion cdevices

Interpreting text by geing outside it

wecornising indicaters in discourse

Icdentifying thé main point or important information in

«

2 picce of discourse
Indicating the main ncint or important information in

o pizce of discourse

pistinguishing the mein idea from supporting details

<]

Xtracting salient points to summarise

2

clective extraction »f relevant points from 2 text

3]

zpanding salicnt/relevant points into summary

- and use

(of

Basic refcrence skills: Understandin
Skimming

Scanning to loente gpecifically rcquired information
Transcoding information prescented in diagrammatic

display



7

Readings of 'textbooks' and 'cther related materials' can
comprise all the above skills, Selections can he made only on
the basis of the aim or aims of reading. The purposes of
reading thesc materials arc multiple, hence all the ahcve
kills are applicable tc them unle we gpaecify the purpose
cof our reading. For'readinss questicns', the mest important
skills are probably thosc that are related to understending,
such as groups 20,22,24,26,28,3C and 37, Other skills that
help understand materials such as groupns 35 and 44 are alsc
apnlicable. 'Reading assignments' may require information
from 'textbooks' and 'other related materials'. When
assignments are provided, students arc required to find
out main points from textes. Thus, mastery of the skills in
groups 20,22,24,34,37,38,39,40,41,and 42 is essential
Finally, "reading instructions", which stucdents mostly
find in examinations, can comprisc groups 17,20 especially.

This is because reading of instructions roequires simple
[ & P b

straightforward lanjuage.

4.5.4 Writing activities.

The mcost important and/or frequent writing activities
were ‘writing answers in oxaminations', 'note-makiag', 'writing
assignments', and 'writing lab renort'. As hasbemmstated earlier,
'writing lab report' was not commonly practised. Cnly a relative
rank was provided for it. Thercfore, the discussion in
reclation to the resultant skills is not given in this section.
my

The resultant skills pertinent to the writins activitics

can be:
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31 Manipulating the script of a languase
i Expressing infermation explicitly
2 Expressing information implicitly

25 Expressing conceptual meaning

27 Expressing the communicative value (function) of
sentences and utterances
e Expressing relations within a sentence
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Expressing relaticas between parts of a text through
lexical cohesion
33 Fzpressing rclations between parts cof a text

through grammatical cohesinn
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Using indicateors in <iscourse

‘\-,

Extracting salient points to summarise
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salisnt/relevant points into 2 summary
43 Beducing the text throuch rejecting recdundant or

irrelevant informatiosn and items

44 Basic rcference skills: Understanding and use
(2l

e

e Planning and orcanising information in expository
lansuage (esp.presentation of repnrts, expounding an
argument, evaluaticn cof evidence), using rhetorical

functions

54 Relaying information

3

'iriting answers in examinations' refers to asssay types

LS

of questicns. 3in

(@)
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(53
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are required to provide shoert
26,36,44 and 50 can bz spplicable.
'Note-making' requirss extraction and summary of salient
points. Thus, this activity can comprise rosultant skills

such as in groups 40,42,43 and 54. Similarly, 'writing

a5y
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nssipnments' nceds swmerising what one has read., Therefore

-
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the groups relevant for 'note making' can Se important for
this activity too,

5.

On the whole, some of ths skills w
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to the receptive and procuctive activities were found
sverliapring. £ut, the skills can be used either verbally
or represeated graphically. This shows the same zroup of
skills can bc used distinctly for aural-oral rurnose or

for writing.



CHAPTER FIVE

CONCLUSIONS AND EECCEMEIDATIONS .

-

5.1 Conclusiuns.

_ The main purposce of this study was to identify the
communicative needs of the hizh schools with respect to the
language skills and lanpuage activities. Putting the language
activities in order of imrortance and frequency of performance

was also cone of the objects.

To achieve this end, questionnaires and interviews
wore used as instruments of investigation. The =macro-skills
ant the lansuage activities which were not categorised under
'Not impertant' by the subhjects along with the resultant micro-
skills, are taken ac the caumunicative neoeds of the learners.
Except those language activities which wore 'never' porformed
by the students, the rest arc related te the felt-need of the

learners. For the 'felt-nead' macro-skills and langu:

»

Fegc)
activities, relative ranks and relative froequiencices were
proviced.

Analyscs of the data revealed that questionnaire and
interview results were not favourably comparable. In additicn,
stucdent and teacher quasticnnaire results indicated significant
differences in that what was considered important by teachers
was not 2 frequent activity students performed. The same was
truc in the interviews. For instance, (1) teacher questionnaire

csults that revealed the cutranking of the receptive skills
over the productive skills in importance (that is, in the
order 'Listcning-Reading-Writing-Speaking') were not obtained
in the interview; (2) teacher questionnnire results revealed

that 'listening to cexplanations' and 'listening to iscussions'
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were the most important listening activities, while interview

results showed 'listening to explanations' and 'note-making'
at the hcad of the rank; (3) the order of importance of

the specking activitiaes also varied. Participating in
'Discussions' followed by Asking questions' was cbserved

from the questionnaire

@
Lt
o

sults, but 'Asking qucstions' was
the most favoured activity followed by 'inswering questions'
in the interviews; (4) when the majority of cases were
observed, teachor guesticnnaire results revealed that

reading oi 'toextbeoks' and 'others' outranked the other

activities in that sequcnce, but interview results indicated

that these activities are equally important; (5) of the
writing activitics, teacher questionnaire results indicated
'Hote-making' at the head of the rank and then 'Answering
guestions in cxzaminations', while thesc two activities were

equally important for the teacher interviewees.

pDifferences also cxzisted betwecn student questionnaire
interview results. For instance, (1) student questionnaire
results of the speaking activities revealed that 'Answering
guestions' was tha most frecuent activity students perform,

but interview results indicated 'isking questions' was more

frcquent thon 'Answering g

=
W
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end 'Instructicans' that were frequent in that order in the
questionnaire were equally frequently performed by the

interviewzes.

and

(2) reading of 'Questions'

When the teacher =znd student guestionnaires rcsults were

considered, the speaking activity which was decmed to be the

'felt-need' (swaae, .. - 3 in the teacher questionnaire

was not found the most frequent activity. Similarly, the most
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important reading activities were not found the most

frequent activities.

We can conclude from this study that all the activities
whose relative ranks and frequencies were provided in the
overall considerations can be the ‘common’ communicative needs
of the high schools in Addis Ababa., Although the complementary
instruments of investigation indicated varied orders of
importance and frequency rates, their interpretation to the
resultant skills, in whatever order they occur, is inevitable.
Hence, by taking the information provided in this study into
account,; selection of the micro-skills from tﬁe inventory of
Munby (1978) can result in a systematic provision of resultant
skills. The attempt made to put the language activities in
order can bc a necessary clue to allot time for each micro-

skill in a course design.

5.2 Recommendations.

On the basis of the study, the following recommendations

are given:

(1) Courses should include the communicative needs of
the learners investigated (that is, the macro-skills,
the language activities and hence the resultant skills).
The courses should be designed by putting a heavy weight

on the primal skill and activity;

(2) What the students already know and what they should

learn as ‘activities’ and 'skills' should be studied;



(3)

(4)

~ 83 -

Hence, textbooks should reflect the needs of the

learners (the skills and activities) at their levels;

Considering beginning levels is crucially significant
to found a basis for further education; hence the
systematic selection of what is to be taught should
start at grade 9; at best, at the Junior secondary

level.
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APPENDIX A

Munby's Taxonomy of Language Skills.

1. Discriminating sounds in isolate word forms:
1.1 phonemes, especially phonemic contrasts
1.2 phoneme sequences
1.3 allophonic variants
1.4 assimilated and elided forms (esp. reduction of
vowels and consonant clusters)
1.5 permissible phonemic variation
2. Articulating Sounds in isolate word forms:
2.1 phonemas, esp. phoneéic contrasts
2.2 phonemic seguences
2.3 allophonic variants
2.4 assimilated and elided forms (esp. reduction of
vowels and consonant clusters)
2.5 permissible phonemic variation
3. Discriminating sounds in connected speech:

3.1 strong and weak forms

B3

3.2 neutralisation of weak forms
3.3 reduction of unstressed vowels
3.4 modification of sounds, esp. at word boundaries,

through
3.4.1 assimilation
3.4.2 elision
3.4.3 liaison

3.5 phonemic change at word houndaries

3.6 allophonic variation at word houndaries



4. Articulatinz sounds in connected speech:
4.1 strong and weak forms
4.2 neutralisation of weak forms
4.3 reduction of unstressed vowels
4.4 modification of sounds, esn. at word boundaries,
through
4.4.1 assimilation
4.4.2 elision
4.4.3 lizison
4.5 phonemic change at worcd boundaries
4.6 allophonic variation at word boundaries
5. Discriminating stress patterns within words:
5.1 characteristic accentual patteras
5.2 meaningful accentual patterns
5.3 compounds
6. Articulating stress patterns within words:
6.1 characteristic accentual patterns
6.2 meaningful accentual patterns
©.3 compounds
7. Recognising variation in stress in connected speech.

7.1 variation of word accentual patterns for rhythmic

]

considerations (e.g. accent shift in 'level-stress' words)

7.2 variation of word accentual patterns for mcaningful
prominence

7.3 non-stressing of pnronouns

7.4 differentiating phrases from compounds

8. manipulating‘variation in stress in connected speech:

.1 vaeriation of word accentual patterns for rhythmic

considerations (e.g. accent shift in 'level-strees'

words)
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8.2 variation of worcd accentual patterns for
meaningful nrominence
8.3 non-strassing of nronouns
8.4 differentiating phrases from compounds
9. Recogrnising the use of stress in connected speech
2.1 for indicating information units:
2.1.1 content words and¢ form words
9.1.2 rhythmic patterning
2.2 for emphasis, through location of nuclear accent
5.3 for contrast, through nuclear shift
10. lianipulating the use of stress in connected specch
1¢.1 for indicating information -inits:
1C.1.1 content words and form words
10.1.2 rhythmic patterning
10.2 for emphasis, through location of nuclear accent
10.3 for contrast, through nuclecar shift
11, Understanding intonation patterns: nautral nosition of
nucleus ané use of tone, in resnrect of
11.1 falling tone with declarative/ moodless clauses
11.2 falling tone with interrnzative clauses beginning
with a question-word
11.3 falling tone with imnerative clauses
11.4 rising tone with 'yes/no' interrogative clauses
11.5 rising tone with non-final clausecs
11.6 fall-rise tone with any clause type
11.7 rise-fall tone with any clause tyne
11.8 multi-nuclear natterns
11.2 tones with question tags

11.10 others
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12. Producing intonation patterns: neutral position of

nucleus and use of tone,
12.1 falling tone
2.2 falling tone

with a guestion word
12.3

12.4 rising tone with 'yes/no'

[
ta
o |

multi-nuclear natterns
tones with question tags

12.10 others

meaning through variation of tone

Understanding intonation patterns:

in respect of
with declarative/moocless clauses

with interrogative clauses beginning

falling tone with imperative clauses
interrogative clauses
rising tone with non-final clauses

fall-rise tone with any clause tyne

rise-fall tone with any clause type

interpreting attitudinal

or nuclear shift, viz.

13.1 rising tone with cdeclarative/moodless clauses

13.2 rising tone with iaterrogatives beginning with a
question word, having the nucleus in
13.2.1 end positioa
13.2.2 front position
13.3 same as 11.2 but nuclear

others

shift to front position
rising tone with imperative clauses
falling tone with 'yes/no ' interrogative clauses

same as 11.4 but nuclear shift to front position

14. Producing intonation patterns: expressing attitudinal

meaning through variation of tone or nuclear shift, viz



14.1

14.2

i4.3
14.4
14.5
14.6
14.7
15. Inte

15.1

[ =h ]

oo ad

et

5]

o
2
.o

5.

o

[1eN

(4o}
(&)
]

rising tone with cdeclarative /moocdless clauses
rising tone with interogatives beginning with a
question worcd, having the nucleus in

14.2.1 enc position

14.2.2 front pesition

same as 12.2 but nuclear shift tc front nosition
rising tone with.imperative clauses

falling tone with 'vyes/no' interrogative clauses
same as 12.4 but nuclear shift to front position
others
rpreting attitudinal meaning through

nitch height

pitch range

us

o
w

p

t

L

mp

@)

16. Expressing attitudinal meaning through

16.

16.

17. Re

1 pitch height

2 pitch range

3 pause

4 tempo

cognising the script of a language:
17.1 discriminating the graphemes

i7

17

18. HKani
18.1

18.2

"~

18.

(&%)

.2 following grapheme sequences (spelling system)

.3 understanding punctuation

pulating the script of a language:

forming thc graphemes

catenating grapheme sequences (snelling system)

using punctuation
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Deducing the meaning and use of unfamiliar lexical
items, through
19.1 understanding word formation:
18.1.1 stems /roots
15.1.2 affixation
12.1.3 derivation
19.1.4 compounding
19.2 contextual cluss
linderstanding explicitly stated information
Expressing information explicitly
Understanaing information in the text, not explicitly
stated, through
22.1 making inferences
22.2 understanding figurative language
Expressing information implicitly, through
23.1 inference
23.2 figurative language
Understaniding conceptual meaning, especially
24.1 quantity and amount
24.2 definiteness and indefiniteness
24.3 comparison; degree
24.4 time (esp. tense and aspect)
24.5 location; direction
24 .6 means; instrument
24.7 cause; result; purpose; reason; coidition; contrast
Expressing conceptual meaning, especially
25.1 gquantity and amoung

25.2 definitebBess oand indefiniteness



26. Understanding the communicative value

i
(8]
co

P

o
(95}

comparison; degrece

]
en

.4 time (esp. tense and aspect)
5

(S}

location; direction

means; instrument

2
(81
(&)

o
(42

.7 cause; result; purpose; reason;

sentences and utterances
256.1 with explicit indicaters

26.2 without cxplicit indicaters

condition; contrast

{function) of

e.g. an interrogative that is a polite command; 2

statement that is in fact a suggestion, warning,

etc. depending on the context; relationships of

result, reformulatiocn, etc., without 'therefore',

'in other words', etc.

Expressing the communicative value (function) of

sentences and utterances
27.1 using explicit indicators

27.2 without explicit indicators

Understanding r2laticns within the sentence, especially

28.1 elements of sentence structure
28.2 modification structure:

28.%2.1 premodification

5]
&

c

2.2 postmodification

v}
(o3)

.2.3 disjuncts

8.3 negation

4 modal auxiliaries

3.5 intra-sentential connectors
6 complexz embedding

8.7 focus and theme:
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%)
o

.7.1 thematic fronting; and inversion
28.7.2 postponement
29. Expressing rclations within thc sentence, using
especially
29.1 elements of sentence structure
29.2 modification structurc
29.2.1 premodification
29.2.2 pbstmeodification
29.2.23 disjuncts

29.3 negation

]
e}
15

modal auxiliaries

[ o)
D

intra-sentential connectors

complex cmbedding

)
w0
=J (0] ]

)
0

focus and theme:
29.7.1 thematic fronting; and inversion
29.7.2 postpcnement
30. Understanding relations betwcen parts of a2 text through
lexical cohension devices of
30.1 repetition
30.2 synonyny
30.3 hyponymy
30.4 antithesis
30.5 apposition
30.6 lexical set/collocation
30.7 pro-forms/general wcrds
31. Expressing relations between parts of 2 text through
lexical cohesion devices of
31.1 repetition

31.2 synonymy



34.

35.
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31.3 hyponymy
31.4 antithesis
31.5 apposition
31.6 lexical set/collocation
31.7 pro-forms/general words
Understanding relations between parts of a text through
grammatical cohesicn devices of
32.1 refecrence ( anaphoric and cataphoric )
32.2 comparison
32.3 substitution
32.4 ellipsis
32.5 time and place relaters
32.6 logical ccnnecters
Expressing rclations between parts of a text through
grammatical cohesion devices of
33.1 reference (anaphoric and cataphoric)
33.2 comparisocn

33.3 substitution

(&
&3]
S
(¢}

llipsis

33.5 time and place relaters

33.6 logical connecters

Interpreting text by going outside it,

34.1 using exophoric reference

(oY)

4.2 'reading between the lines'

(2]
[N
w

integrating data in the text with own experience or
knowlcdge of the world

Recognising indicators in discourse for

35.1 introducing an idea

35.2 developing an idea (e.g. adding points, reinforcing

argument )



36.

37.

36.
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35.3 transiticn to ansther idea
35.4 concluding an ide=z
35.5 emphasising & point
35.6 explanation or clarification of point already made
35.7 anticipating an ~bjection or contrary view
Using indicators in discourse for
36.1 intreducing an idea
36.2 developing an idea (e.g. adding points, reinforcing
argument)
36.3 transition to another idea
36.4 concluding an idea
36.5 emphasising an idea
36.6 cxplanation or clarification of point already made
36.7 anticipating an objection or contrary view
Identifying the main point or important information
in a piece of discourse, through
37.1 vocal underlining (e.g. decreased speed, increased
volume)
37.2 encé~-focus and end-weight
37.3 verbal cues (e.g. 'The peoint I want to make iB....')
37.4 topic sentence, in paragraphs of
37.4.1 inductive organisation
37.4.2 deductive organisation
Indicating the main point or important information in
a piece of discourse, thrcugh

2

38.1 vocal underlining (e.g. decreased speed, increased
volunme)
38.2 end~focus and end-weight

38.2 verbal cues (e.g. 'The peint I want to make is...')
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38.4 topic sentence, in paragraphs of
38.4.1 incductive organisation
38.4.2 deductive organisation
38. Distinguishing the main idea from supporting details,
by differentiating
39.1 primary from secondary significance
39.2 the whole from its parts
39.3 a process from its stages
38.4 category from exponent
3D.5 statement from example
39.6 fact frcm opinion
39.7 a nroposition from its argument
4C, Bxtracting salient points to summarise
40.1 the whole text
40.2 a snecific idea /topic in the text
40.3 the underlying idea or point of the text
41. Selective extraction of relevant points from a text,
involving
41.1 the coordination of related information
41.2 the ordered rearrangement of contrasting items
41.3 the tabulation of informaticn for ccmparisor
and contrast
42. Zxpanding salient/relevant points into summary of
42.1 the whole text
42.2 a specific idea /[topic in the text
43. Reducing the text through rejecting redundant or
irrelevant information and items, especially
43.1 omission of clesed-system items (e.g. determiners)
43.2 omission of repetition, circumlocution, digression,

false starts
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45.

43.3 ccmpression of sentences or word groups
43.4 compression of examples
43.5 use of gbbreviations
%23.6 use ¢f symbols denoting relationships between
states, process2s, etc.
Basic reference skills: understanding and use of
44 .1 graphic presentaticon, viz. headings, sub-headings,
numbering, indentation, bold print, footnotes
44,2 table of content and index
44.3 cross~referencing
44 .4 card catalogue
44.5 phonetic transcription /diacritics
Skimming to nbtain
45.1 the gist of the taxt
general impression of the text
scanning to locate specifically required information on
46.1 2 single point, inveclving a simple search
46.2 a single point, involving a complex search
46.3 more than one point, involving a simple search
46.4 more than one point, involving a complex search
46.5 a whole topic
Initiating in discourse:
47.1 how to initiate the discourse (elicit, inform,
girect, etc.)
47.2 how to introcduce a new point (using verbal
and vocal cues)
¢7.3 how to introduce 2 topic (using appropriate micro-

functions such as explanation, hypothesis, question)
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50.
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Maintaining the discourse

48.1 how to respond (acknowledge, reply, loop, agree,
disagree, etc. )

48.2 how to continue (add, exemplify, justify, evaluate,
etc.)

483.3 how to adapt, as result of feecdback, esp. in mid-

utterance (amnlify, omit, reformulate, etc.)

>
(6]

.4 nhow to turn-take (interrupt, challenge, inquire,

dove-tail, etc.)

42.5 how to mark time (stall, 'breathing-spacc' formula, etc.)

Terminating in discourse
49.1 how to mark boundaries in discourse (verbal and
vocal cues)
49.2 how to come out of the disccurse (excuse, concede,

pass, etec. )

S
ce
(dN]

how tc conclude a2 topic (using appropriate micro-
functicns such as substantiation, and verbal cues
for summing up, etc.)

Planning and corganising information in expository
language (esp. Presentation of renorts, expounding an
argument, cvaluaticn of evidence), using rhetorical
functions, especially

50.1 definition

50.2 classification

50.23 description of properties

50.4 description of process

50.5 description of change of state

Transcoding information presented in cdiagrammatic

display, involving
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51l.l. Stroight conversion of diagram /table/ greph into
speech/writing
52.2 interpretation or comparison f diagrams /tebles/
grephs in speech/writing
52« I[ranscoding informstion in speech/writing to ciagrammatic
displey, through
52.1 complcting = diagram /table/ graph
52,2 ccnstructing one or more diagrams /tablcs/ graphs

53+ Recoding informetion (expressing/ understanding equivalcence
of mezning '
53.1. within the same style (e.g. Paraphrasing to avoid
repetition)
53.2. across Cifferent styles(e.g. from technicel to lay)

54, Relaying information
5441, uirccily (commentary /descri-<ion concurrent with
action)
54,2, indircctly (reporting)



APPERDII B

Teacher fugstionnaire

The object of the questionnaire is to ideatify
the communicative necds 5f the high schools in A.A.

with respect to the languacse skills and the langua

(V)

e

0

activities. The questionnaire ~ims at investigating the
most important language skills and language activities

to the different subjoct classes.

The study is belicved to yield 2 1lot for tha course

O

osigners and materials writers of the English Language.

el

n effect, it helps the learners improve their ability
in the language, which, in turn, can be an acdvaatage for
them to learn other subjects successfully. Thus, your genuine

responses can contribute invaluable rewards to the paper.
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A. Please provide personal information about ycurself.

=

Sex M P (tick )

* ot o
+ -
© v o e
+ - e e

NXationality

Subject you teach

Qualification

Service (how many ycars?)

Schcol (where you teach now)

w
o

leasc rank the four language skills in order of
importance in the subjcect you teach. Use the following
scale.

1. has first importance

2. has second importance

3. has third importance

[N

. has fourth impcrtance

9]
o

has no importance atr all
(use cach scale only once.
listening
————————— speaking
————————— rcading
~~~~~~~~~ writing
C. Please rank the following activities in ordor ~f impnrtance
in thc subject you teach. Use the scale below to rank the
activities. (Remcmber: Use the scale only once for each
activity). If the activity is not important at all,
write "not important".
Scale
1. has first importance

4. has second importance
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3. has thirc importance

4. has fourth importance
i. Listening activities.

Which of the fcllowing listening activities in English
.L’.

are very important for the subject you teach? Students

listening to explanationg

listening to

instructions

note making from listening

(when
writing from dictations

you explain)

listening to discussions

II.Speaking activitics.

Which of

A

e~
O

the fcllowing eaking activities 1
are very important for the subject ycu teac

¥nglish
© h? Students
o asking questions for clarification

nsweringe questions

discussing on issues raisec
Others:

II1I. Reading activities.

Which of the following

activities in English
are very important for the subject you teach? Students

pe



11U
Uyw

reading textbhooks

rcading handouts

9

reading cother materinls (bocks other than textbooks

ané other related matetriels)
reading
reading instructicns in exams

recading questions in examinations

reading assiznments

Others:

IV. Writing activities.

Which writing activities in English
for the subject you teach? Students

note-making (from readiag)

are very imncrtant

writing answers to questions in cxaminations

(such as defiaitions)
writing answers for assignments

writing 1la2b reports

Others:

0

sticons and/or faurther informaticn.




Student Cuestiocnnairs (translated.).

The object of the questicnnaire is tc identify the
commnunicative nceds of the high schools in A.A. The
questionnaire aims at investigeting the mest frequently
periormed language activities by the students in the

course of their study.

The study can be directly relevant to course
designers and materials. And, in effect, it con be reclevant
to high school students in Ethi~rniaz., This is becmnuse courses
dzsigned on the basis of learners' necds can help the

learners cevelop the required language ability to learn

their other schocl subjocts.
Thus, students are requested te provide your genuine

responses using the icllowing rating scales: lever, Seldom,

Ocecasionally or Often.



Please provide personal information about yours

(4]
©
Jod
F

Sex H k
IR
Stream Natural science Social Science (tickw)
L T
School

N8B,

Four rating scales (A-D below) are given to investigate the
frequency rate of performance of the languape activities.
Put the letter of the scale against each subject to

indicate the frequcney rate of each language activity.

)

Use cach scale cnly once for each subject and language

activity.

C. Occasionzally
D. Citen

Examnle:

If you are a Cocial science student, you rate your

perfsrmance of the language activit, in cach subject

as the followin; cxample®.

I

1. textbook

ou rcad books written in English|BiolChiPhyiGeo. [Fis. |Pol.

)
H
§
(24]
%,
>




I.You listen to Bie. ch. Phy. Gec.

< o
o td

1. teacher's explanations

Zete

acher's questions

3. discussions

k3

speak

in discussions

to ask questions

O answer guestions

III. You read

1.

the textbeok
other related bcocok (s)
handouts

multiple cheice questions

Pnl,

5. instructions (in examinations, etc. )

IV. You
1. make notes (from listening or reading)
2. write short notes for cdefining questions
in cxams

3. write lab reports

N.B. If you perform other activities than the ones

listed here, provide informaticn at the back of

this nage.
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APPENDII D
Initial Teacher Interview Juestions.

(translated)

Do the students ask guestions in your subject

classes?

Do your students understand your explanaticns in

¥nglish?

What type of questicons <2 you ask your students in

examinations?

What reacing assignments do ycu give your students?

Which cf the four lanruage skills is/are very important

for the subject you teach?
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APPENDIX E
Initial Student Intecrview Cuestinns

(translatecd)

In what language do you listen to teachers'

cxplanations often?

Do you ask, answer and/or cdiscuss in the classroom?

In which of the subjects you learn are questions ancd/or

discussions cormmon?

What type of questions d¢ you take in your examinations?

¥hat reading assignments do your teachers give you?



Appendix F

Teacher Questicnnaire: Eaw Scores by Subjects

I Macro-skills.

Biology (17)

Ss=ill rank sereent

i 2 S 4 Tot 1 2 3 a Tot
Listenin;, 14 S O 0 17 82.4 17.6 0] 0 100
Gpeniing 2 3 4 8 17 11.8 17.6  23.5 47.1 100
Reading G (5 10 2 17 0] 29.4 58.8 11.8 100
Writing 1 G 3 7 17 5.9 35.3 17.6 41.% 100

Chemistry (1i€)

Listering 14 2 0] 0 i6 87.5 12.5 Q 0 100
Sreaking i 4 0 11 15 6.3 25.0 0 68.8 100.1
Feading il G 8 1 i8 5.3 375 56.0 6.3 100.1
Writing ¢] 4 8 4 16 4] 2oR0 50.0 25.0 100C

1.2, “otal no. of responses are given in brackets for each

(P.T.0.)

subject.
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7.7 84.6 100

heading 2 6 5 a 13 15.4 42.2 38.5 0] 160.1
Writing S o 5 pA i3 3 46.2 38.5 15.4 100.1

Histcry (4)

Listening 2 1 1 (¢ 4 50.0 25.0 25.0 O 100
Speakirn; o 1 3 0} 0 4 258.0 75.9 0 0 i0¢C
M;;adin; B i C 2 i 4 25.0 0 50.0 25.0 100
Writing o o 0 1 3 4 0 0 5.0 75.0 100
: Geography (4)
Listenirng 4 4] 0 0 4 100.0 G o C 100
“5pe&ki;§ 0 3 C 1 <& 0 75.0 0 25.0 100
ﬁua;ing_“ C O 3 i 4 0 0 75.0 25.0 i00
Hriting C 1 1 2 4 g 25.0 25.0 50.0 10C
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Political Educaticn (7)

ey

€

W W

=1 O] N

Listening 4 0 7 57.1 0 4£2.9 Cc 100
Snealkin; 2 2 2 7 28.6 14.3 28.6 28.6 100.1
Reacing 1 4 2 0 7 <wa 57.1 28.6 0 100
Writing 0 2 0 5 7 0 28.6 0 71.4 100
Total (61)
Listening 49 8 6 0 61 80.3 n.8 9.8 0 99.9
Speaking 5 15 7 33 61 9.8 24.6 11.5 54 100
Reacding 5 21 30 5 51 8.2 34.4 49.2 8.7 100

Writing
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II Listening Activities.
Biology (17)

Activivyg rank percoent

1 2 - 4 5(NI) Tot 1 2 3 % 5(K1) TS
Ezplanation 12 4 1 e 0 17 70.6 23.5 5.9 e 0 100
Instruction 3 4 5 3 2 17 17.6 23.5 29.4 17.6 11.8 29
iote making 1 3 4 e i 17 5.9 17.8 23,5 47.1 5.9 100
Dictationr o ¢ 3 1 13 17 0] 0 17.6 5.9 76.5 100
Eiscussicﬁu 1 C 4 5 1 17 £ 35.3 23.5 29.4 5.9 100

Chemistry (16)

Exylanat::h 10 5 1 0 0 1e 62.5 31.3 6.3 0 0 100.1
Iﬂstructign 1 0 ] 5 4 16 5.3 0 37.5 31.3 25.0 1¢C.1
Hote makinz 2 5 5 4 0 16 12.5 31.3 31.3 25.0 0 100.1
Bictatic;;“- 0] 1 1 3 11 16 0 6.3 6.3 18.8 68.8 100.2
Discussicnshk- 3 5 < 4 i 16 18.8 31.3 18.8 25.0 6.3 100.2
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Physics (13)

Fxplanation 10 3 0 0 c i3 76.9 23.1 0 4] 0 100

Instructicon 0 5 5 2 0 13 0 %8 .2 38.5 15.4 O 100.

Tote mrakir.: 1 C G 5] 2 i3 T8 0 30.8 46.1 15.4 160

Dictaticus 0 0 1 2 1C 13 0 C 7.7 15.4 76.¢ 106

Uiscussions 2 4 3 3 1 13 i5.4 30.8 231 23.1 7.7 100
Geogravhy (4)

(rankws) 1 2 3 4 5(iLl) Tot. it 2 3 1 5(N1) Tot.
Bxplanation 3 i 0 0 C 4 75.0 25.0 v C C 3.0(
Instruction 0 1 3 G 0 4 0 25.0 75.0 O O 1¢
Note Making 0 i 0 3 C 4 C 25.0 0 75.0 0 100
Dictations 0 0O 0 G 4 4 3] C ) C 100.0 10
Ciscussicr s 1 1 1 3k G 4 2550 205\ 2L 00255, 0 10

Histcry (4)
Zxplanation 3 1 C 0 g 4 75.0C 25.90 ¢ 0 C i0
Instruction 1 0 2 1 0 4 25.0 G 5C.0 25.0 0 100
I'octe Naking 0 ) 1 1 2 4 0 25.0 25.0 50.0C C0
Dictations G 1 it 1 1 0 25.0 2550002800026 001 e
Uiscussior~ C 2 0 1 3t 4 O 530.9 ¢ 25.0 25.0 180

(P.T.0.)
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Political Ecducation (7)

Ez;lanatiuﬁ 8 i a 0 0 7 85.7 14.3 0 0 3}
‘ Instruction o 3 4 ¢ G 7 9] 42.9 57.1 G 0
Mote pokirg 0 i 2 1 3 7 S 14,3 28.6 14.3 42.9
~Elctazloﬁs O 0 O 4 3 7 ¢ C 2 87.1 42.9
ulscussio-; i 2 i 2 i 7/ 1402 28.6 14.3 28.6 14.3
Total (€1)
_ (reng)- i ° 3 4 £%(N1) Tot. i 2 5 4 5(H1)
‘;%planati;;~ 44 15 2 0 S 61 72.1 24.6 33 0
-Instruction 5 14 25 11 3 S 8.2 23.0 41.% i5.0 8.8
dcte makiag 4 13 i 23 2 861 6.5 16.4 2G6.2 377 =3l
7§§ZMQEZ§;§m" 3 2 6 il 42 g1 e 3.3 C.é 13.0 6.9
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III Speaking Activities.
Biology (17)

ctivity rank percent
1 2 3 4 5(N1) Tot. 1 2 3 4 5(¥1) Tot.
Ask questions 7 5 4 0 0 17 41.7 35.3 3.5 0 0 109
Ans. cuestions 2 G 9 0 0 17 11.8 35.2 52.9 9} 0 100
tiscassions 3 5 4 0 0 17 47.1 29.4 23.5 8] 9] 100
Chemistry (16
Lch cuections 4 7 5 C 0 38 5.0 43.8 31.8 0 0 100.1
“Fas. questions z 4 10 0 { 16 12.5 25.0 5..5 0 4] 100
Tiscugssions 0 5] 1 0 3] TGRS 2GS 5.3 0 0 100.1
Physics (13)
Juestions 3 i 4 0 G 13 S1.5 7 an. o 0 0 100
quentions 2 a 2 0 0 13 15.4 59.% 15.4 0 §) 107
T Liscussions 2 3 7 0 0 13 23.1 23.1 53,8 C 0 1CO
Geogranhy (4)
3 1 0 4] 6] 4 75.0C 25.0 0 0 o) 100
C i % [¥) o} 4 9] 25.0 75.0 0 0 100
1 2 1 9] Q 4 25.0 5C.0 25.C 0 0] 100
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Total (G61)
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Ve Uriting Activities
Biology (17)

Activity rank nercent
1 o 3 < 5 Tot. 1 2 3 4 5 Tot.
Rate-maciog 13 2 1 1 0 17 76.5 11.2 5.9 5.9 0 100.1
ans. in exais. 3 O 5 4 0 17 17.6 29.4 29.4 23.5 G 53.9
assignrents i 7 5 4 0 17 5ie S 41 .2 29.4 23.5 G 100
1at report 0 3 3 3 5 17 0 17.6 35.3 17.6 25.2 95.9
Chemistry (16)
Tote~rasing i1 2 i1 2 0 id 8.6 2.5 €.3 12.5 0 05.0
ans.in exars. 3 9O 2 2 0 16 i8.0 56.3 12.5 12.5 0 90.9
assigoments 2 4 2 2 0 i€ 12.5 25.0 50.0 12.5 ) 100
Tab report 0 1 5 c 1 16 C 6.3 31.3 b56.3 6.3 100G.2
Physics (13)
licte~mazing 6 3 2 2 0 13 46.2 23.1 15.4 15.4 0 100.1
ans.in exawus. 5 5 2 1 C 13 33.5 38.5 15.4 T 0 100.1
assicnments 2 5 5 0 i3 i5.4 28.5 38.5 7.7 3) 100.1
Tab report 0 0 4 7T 2 13 C 0 30.8 53.8 15.4 100
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Geography (4)

1 2 3 4 5 Tot. 1 2 3 4 5 Tot

jiote~making 3 0 1 ) ) 4 75.0 0 25.C 0 O 100

“ang. in exans i 1 ) 0 0 4 25.0 25.0 50.0 C O 100

assignments 4] 3 1 6] 0 4 o] 75.0 25.0 0 0 100

“1ab rerort o 0 0 0 4 4 0 0 0 0 100 100

History (4)

loue 1axing o 5 % o 0 0 4 50.0 50.0 0 o 0 100

zns.in exns Z 2 0 0 0 4 50.0 50.0 0 5 © 100

zesignments O 0 7} 0 0 4 0 C 100.0 07 0 i00
1% report G 0 0 0 4 2 0 0 0 o 1oo - 100
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Political Education (7)

i ] 3 4 5 Tot. 1 2 3 I 5 Tot
ilcte-mak.ng 4 1 e 0 0 7 57.1 i4.3 28.6 0 0 100
2ns.in - Xais. 3 3 0 1 0 7 42.0 42.9 ) 14.3 0 100.

‘assignments C 3 4 0 0 7 0 42.9 57.1 O 0 100

“1ab renc:t C 0 0 0 7 7 0 0 0 G 10C 100

Total (61)

ﬁgg;;ma;in{ 32 10 7 5 0 61 €3.9 1G.4 11.5 8.2 0 100

ZNS.in exams 17 35 11 8 g g1 27.9 21.0 13.0 13.1 0 100

23signments 5 a2 27 7 C 61 8.2 36.1 41,3 11.5 0 100.

Tab report 9) 4 15 19 23 61 0 €.0 54.6 31.1 37.7 100




APPENDIZX

Student Cuestionnaire:

G

I Listening Activities.
Biology (142)

Raw Scores

Eetivity frequency percent
N S Cc Of Tot it 3 Ce Of Tot
Pxplanatior 2 13 14 113 142 1.4 9.2 9.9 72.6 100.1
Cuestion 6 33 19 72 142 4.2 26.83 13.4 55.6 100.0
Yiscussion 32 46 335 28 142 22.5 32.4 25.4 19.7 100.0
Chemistry (1223
Zxplanaticn 2 10 10 101 123 1.6 8.1 8.1 82. 99.9
cvestion L 7 35 16 G4 123 5.7 29.2 13.0 52.0 100.C
Siscussion 28 37 32 26 123 22.8 30.1 26.0 21.1 160.0

. resnonses are given in brackets for each subject.

frequency

key: N
O
G

c
i

lever;

Cften.

S= Celdom;

Occasionally and
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Physics (123)

Explanatioa 1 18 7 27 123 0.8 14.86 5.7 78,9 100.0
Cuegtion 5 80 19 89 123 1.1 24.4 15,4 56.1 100.90
Discussior 27 35 31 30 123 22.0 28.5 25.2 24 .4 100.1
Geograrhy (18)
Zxplanation 0 2 2 15 19 0.0 16.5 10.5 78.9 99.9
wuestior 3 2 5 9 19 15.8 10.5 26.3 47 .4 100.0
Discussion 3 3 S ) 19 15.8 15.8 42.1 26.3 100.0
History (19)
Exglanation 0 2 2 15 19 Q.0 10,8 10.5 78.9 99.0
fuestion 2 1 Y 3 19 10.5 5.3 42.1% 42, 100.0
Discussion 3 6 5 19 15.38 26.3 31.6 2€.3 100.0
Political Hducation (142
gxplanation 4 11 13 114 14z 2.8 7.7 9.2 80.3 _____ 10.9_
~uestion 7 43 17 75 142 4.9 30.3 12.9 52.8 16C.C
Jiscussion 44 42 31 25 142 31.0 20.6 21.8 17.8 ; 100.0
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II Speaking Activities.
Biology (142)

Activity frequency percent
i S Cc Of Tot. N S Oc of oLy
Ziscussion 16 41 31 54 142 11.3 28.9 21.8 33.0 1C0.0
“uestion 9 47 45 41 1424 6.3 33.1 31.7 28.9 100.0
Answer _ 5 48 26 65 142 3.5 52,4 18.3 45.8 100.C
Chenmistry (123)
—iscussion 14 38 33 38 123 11.4 32.9 26.8 30.9 160.0
tuestion 3 42 43 30 123 8.5 34.1 35.0 24.4 100.0
Answer 7 35 2€ 55 123 5.7 28.5 21.1 oL .7 100.0
Physics (123)
DJiscussion 18 38 31 36 123 14.6 30.9 25.2 29.3 100.0
cuestion 6 39 45 33 123 4.9 31.7 36.6 26.8 1C9.C
Answer 5 35 31 S1 123 4.1 2903 25.2 41.5 10C.1
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frequency Geography (10) Percent
Discussion ¢ 1 5 7 19 31.6 5.2 26.3 3¢.8 160.0
Cuestion 1 2 4 1L 19 5.3 10.5 21.1 63.2 1001
Answer 0 6 i 12 i9 0.8 31.6 5.3 63.2 100.1
History (13)
Discusesicr 3 2 7 7 15 15.8 10.5 36.5 36.8 89,9
cusstion 1 3 - 11 19 5.3 15.8 21.1 57.9 100.1
Answer 0 4 2 13 19 0.6 21.1 10.5 68.4 10C.6
Political Education (142)

Discuscicn 24 38 35 45 142 16.¢ 26,8 24.6  31.7 100.0

cuestion 13 45 42 41 14 9.2 3254 39.6 28.9 00,1
Answer 5 46 A% 68 142 3.5 32.4 16.2 47.9 100.06




III Reading Activities

Biology (142)

Activity frequency Percent
N 5 Cc Of Tot. N 3 Oc Of
textboolks 2 54 45 41 142 1.4 38.0 31.7 28.9

others 12 62 =0 22 142 3.5 43.7 32.4 1555
handouts 14 51 38 39 142 5.9 35.5 26.8 27.5
mul.ch.exuis 1 27 27 87 142 C.7 19.0 16.0 61.3
instruc..ons 2 14 il 33 442 G.3 9.9 21 .86 SING
Chemistry (123)

textivooks 18] 27 24 25 123 40.7 22.0 171

others 13 53 33 22 123 12.2 43.1 26.8
handouts 1.2 44 37 30 123 g.8 35.8 3C.1
nul,ch.exXams G 30 28 65 123 0.0 24 .4 22.8
instrucce.ons 12 16 17 78 123 2.8 13.0 i3.8 G3.

LPLEL0 )
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Physics (123)

frequency percent
textbooks 52 29 20 28 123 £2.3 18.7 1.3 22.8 100.1
others 15 44 41 23 123 12.2 35.8 33.3 13.7 100.0
aancouts 20 37 33 28 123 16.3 SO 3G.9 22.8 100.1
wel.ch.ezams 2 31 21 67 123 1.6 2502 18.7 54.5 100.0
instructions 15 15 17 76 123 22 12.2 13.8 G1.8 100.0
Geography (12)
textbooks 3 38 3 5 19 15.8 125 15.8 20.3 1352.0
others ) 3 8 1 i¢ 0.0 63.2 31.6 55 ) 29.9
nandcuts 3 6 2 3 19 15.8 31.6 10.5 42.1 106.0
Qul.ch.ezams 0 1 i 17 19 c.0 5.3 5.3 89.5 120.1
;;:ﬁrUCtiqns o 9] 7 32 19 D3 0.0 36.8 63.2 10050
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History (19)
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IV. Writing Activities
Biology (142)

hetivity frequency percent
N S Oc Of Tot W S Oc Cf Tot

cnke 0ot 4 14 45 9 142 2.8 8.9 31.7 55.6 100.0

short aunswers 8 45 39 O 142 5.6 31.7 27.5 35.4 10C.0

lab reports 77 T 19 9 142 54.2 26.1 13.4 6.3 1GC.0
Chemistry (123)

male noters 4 18 38 65 12 3.3 13,0 30.9 52.8 1C0.0

snort answers 5 45 36 37 23 4.1 36.6 29.3 3C.1 100.1

lab reports CS 23 13 11 123 52.8 23.6 14.5 8.9 99.9
Physics (122

mnaxe notes 8 20 42 3 123 €.5 16.3 34.1 43.1 120.C

short aaswers 3 39 42 % 123 6.5 31.7 34.1 27.6 99.9

lab repor+s 70 26 14 13 123 56.9 21.1 11.4 1C.6 100.9

(P.T.0.)
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Geography (19)

percent

make notes i 4 3 11 12 5.3 21.1 15.8 57.9 10C0.1

short answers 0 6 4 3 12 £.90 31..6  21.1 47.4 100.1

lab reports - - - - e - - ~ - _
History (12)

moke notes & %: 3 53 108 En 8 1558 15°8 58.4 100.0

shert answers 2 € 3 1C i3 0.0 21.6 15.3 52.38 105.0

lab reports - - = = = = = = = -
Political Education (142)

make notes 22 18 %3 G50 142 15.5 12T 22.6 42.3 12801

short ancwers 14 33 3 52 142 2.9 26.8 2658 36.6 100.1

lal reports
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