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Abstt-act 

As an exemplar of education for reflection-in-action (Schon, 1984), the main focus of 

this research was to identify, describe and analyse different English language learner 

and learning constructs/ variables such as those proposed by Dilts( 1990) eight-level 

constructs, and other strategies, styles, skills, situations, which may have motivating 

and/or inhibitive role on the English language learning of DELL students; to identify 

and describe the degree of influence of the currently implemented student-placement 

procedures and practices by the MoE and various higher education institutions such as 

UoG; to investigate and identify why newly-placed students to universities such as 

the UoG appear deficient in their English language proficiency skills; and to identify 

and explore ways DELL students with low-grade scores cope with their English 

language learning in an EFL situation. 

The following research instruments were used: 

I) The English language proficiency test, 

2) The Questionnaire, 

3) The Focus group discussion guide, 

4) The Observation, and 

5) The Score- grade tabulation. 

Moreover, to find out the measure of the effects of the above mentioned English 

language learner and learning inefficiencies and problems in the English language 

learning process, the researcher has incorporated an academic progress report of the 

DELL 2008/09 1st year students' 1st semester score-grade and letter-grade results in 

five officially and formally offered English language courses. 

All of the research instruments along with the incorporated 1st year DELL students ' 

151 semester academic progress report have successfully enabled the researcher to 

make an informed conclusion that the greater majority of the students are low­

achieving and unprepared so that unable to effectively learn the English language; 

unwilling or not interested to join the DELL and who may not succeed in their 

English language learning if they are made to continue their English language 

learn ing without getting a systemic, interseptive support English language learning 

strategies. 
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Based on the research findings, the researcher eventually has recommended four 

strategies to be considered by the responsible authorities of the Ministry of Education, 

various higher education institutions, and other stakeholders who are working for the 

betterment of the English language learning processes. 
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CHAPTER ONE 

Introduction 

The main locus of this research is to identify, describe, and ana lyze the sign ificallt variables 

/constructs fo r learning which are known to inhibit or motivate the development of students' 

English language learning sk ills and determine the actual level of the English language 

proficiency skill s. It is of course openly known that University of Gondar's Department of 

English Language and Literature students continuous ly and implacab ly display Eng li sh 

language learn ing inefficiency such as very low level of English language proficiency sk ills; 

lack o f pr io r knowledge or learning experience; appearing di sinterested in joining the field 

of study itse lf; lac k of se lf esteem and confidence and some others. Therefo re, dea ling with 

these different balTiers to leaming, the research ingeniously endeavors to come up with 

so lutious tor these TEFL- related problems. 

1.1 Research Background 

This study is an i.nvestigation of the problem which explores the degree of relevance of 

DELL students' ' learning interest' and ' learning capability' fo r au effective and successful 

English language learning. 

The researcher helieves that fo r successful English language learning, basic requirements ou 

the part of language learners are ' learner interest' (their willingness, positive attitude toward 

the target language, the degree of motivation and h.igher purpose. etc.), and ' learner 

capability'. Brul11.fit ( 1984) has stated that the fo 1I0wing are important learner variables that 

are cruciall y req uired tor effec ti ve Eng li sh language learning: 

studellts' aptitude to r language, 

nature of previous experience of (language) learning, 

attitudinal factors, and 

- the degree of preparedness, etc. 



Based o n the above po ints, the researcher dec ided to conduct a resea rch o n the Department 

of Eng li sh Language and Literature (DELL) students at the Uni versity o f Go ndar (UoG). 

As Jo hnso n cited in Ghattas (2002) states, things change and they are never the same again . 

If an imtitutio n does no t change, it becomes extinct. Inst itutions that want not onl y to 

survive in the future but stay co mpetitive are constantl y changing. The two main imperatives 

fo r change are co mpet itiveness and survival. Competiti veness represents effectiveness in the 

illtermed iate time period and has to do with an institution 's responsive ness to envi.ronmenta l 

change (G ibso n, Ivancev itch and Donne lly, 1994). 

General ly, around the g lobe, higher education is in the midst of its g reatest transformation 

since the end o f Wor ld War II (Gibons, 1998). Changes have been brought about by a 

variety o f torces (Meri so tis, 1998). According to K wiek (200 1) the main to rces that are 

driving the transtormation of higher education today are the governmental and publi c 

pressure to r transparency and acco untability, the focus on costs, effecti veness, productivity, 

equality and qua lity. 

Trow (1999) exp lains that the hi story of higher education since WW II bo th ill the US and 

E urope has been a histo ry o f expansio n of access. Tro w (1999) states that the mass ification 

of higher education has had a number of important consequences to r higher education 

systems. First ly, the increase ill student numbers has been accompa nied by changes Ul the 

compositio n, character, and aspirations of the student populatio n and the staff (G ibbsons, 

1998). 

The new and di versified student population has brought with it tbe new demands ill terms of 

curricu lu lll. This is a mere fact in Ethiopia these days too. We are experienculg the new 

history o f expansio n o f access. The mcrease 1.11 student numbers has real ly been 

acco mpanied by variet ies o f changes. Tho ugh the maUl torces that are dri ving the 

transtonnation o f higher education toclay, as Kwiek (2001 ) said are the governmental and 

public pressure tor transparency and acco untabili ty, the tocus on costs, effecti veness, 

pro ductivity, and equalit y, but something which has never been given the appropriate value 

of considerat ion by autho rities of higher education ul stitutions is dari.ng lor quality. 

Expans io n to r access of education sho uld al so go for quali ty Ul edu ca tion. Expansion wi ll 

mean more than a mere increase ill enro lments. It will al so see a seri es of conco mitant 
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changes that must accompany greater numbers and the ma iJJtenance o f quality. These 

inc lude the co mpos ition o f the student body, the diversification of programs, curriculum and 

ljua lifications, appropriate student admission and placement procedures and the use of 

mult iple entry and ex it po ints. 

In Ethiop ia, it sometimes seems futil e to mention that placemen t processes are practiced 

in ullresearched and unplanned ways, especially in fi e lds of stud y such as the Engli sh 

language learning . This practice has been creating its own subliminal effects on students, 

departments , staff members, on some fie lds of studies and ill general , ou the process of 

teaching and learning itse lf. 

The other happening in thi s respect was that, though difficult, it may be to dec ide who these 

unnoticed pro blems are attributed to, it is difficu lt to trace (a) loca l researches) on student­

placement matters and on factors (constructs) which play a moti vating or otherwise 

inhibiti ve roles Oil the illlerest of language learners in relation to students jo ining the 

universities ti-om different high schoo ls completing preparatory programs. Something that 

should deserve mentioning here concerning the students' admiss ion and placement 

procedures is the M uli stry o f Education 's docLlment publ ished and presented as "H igher 

Education Students' Admiss ion and Placement (Entrance) Direc tive" which was proposed as 

an ini tiative p lan to be practiced startulg 1996 E.C It was actually presented to the meeting 

in 1994E.C 

This Admiss ion and Placement (Entrance) Directive which was first initiated i.n the year 

1992 E.C. seems to have lots of noble qualities and ideas which co uld instantl y catch the 

interests of dilfe rent stakeho lders. 

The most eye-catching language forms included in tlus directive were as fo llows: 

.. tomon ow's leaders and sc ientists could be obtauled only if it is poss ib le to identify and 

place those who are effici ent and capable students TI"Om the start. After recru iting these 

students, to let them learn as per their interest and capability is one o f the most important 

in puts lor the successful imp lementation of thi s educationa l program .... " To remi.nd agaul, 

this was solid ly written and proposed in the year 1994 E. C as MoE' s wo rkillg directi ve, and 

now we find uurse lves in the new millennium (2002 E. C) no uri shing nothing Ii·om those 

attracti ve ly phrased language forms. It has still continued to be di ffi cult lo r concerned 
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autho riti es to practice with stably standardized and acceptable score-grade- po in t-averages 

and/or scales for students' admission and placement to universiti es . Us ing student-interest 

and sludent- capabi lity variables as bas ic requirements fo r student- placement purposes had 

remained a far-fetched o utcry. For tllis, it is reaso nable to remind the autho ri ties that rapid 

enro llment expansio n accolllp1111ied with inappropriate and unjustified ad missio n and 

placement practice inevitab ly brings progressive ly less qua li fi ed students and poo rl y 

qua lified teachers in to the system. This kind of educat iona l system will ne ver ha ve a 

contribut ive substance fo r the sought for edncational development of the co untry. 

The other point is that the ini tiative plan was unable to get the SUppOlt of some of the lligher 

euucatio ll institutions (as mentioned in the introductory section of the document) such as 

Add is Ababa University, Addis Ababa Co llege of Commerce, Kotebe Teachers Education 

Co llege, anu the C ivil Service Co ll ege wllich did not have given their concessio ns. 

The researcher 's supplementary reason of argument on tllis respect is that many of the 

participants who were delegating the various universit ies in the meeting were those hav ulg 

no spec ia l train ing or related know ledge on the matter of student admissio n and placement 

to uni versiti es. Anu these uni nfo rmed participants of the meeting have co nceded to deputise 

tbe Ministry o f Education to execute all the practices and acti vities of the teaclling and 

learning process starting from writing up examinations, setting up the entrance score- grade­

sca les fo r students and dec ide what SOits of students are to be admitted and placed i.nto all 

ulli versiti es and co lleges a ll over the country. Due to these reaso ns, al l universities seemed 

to Ilave no 'say' on al l of the undertakings, nor get any info rmation abo ut all of the 

processes re lated to the writing up of examinations and/ or contributing examination 

questions, on dec id ing on entrance scales, on dec idi.ng on the ir student acco mmodation 

capabi li ties, and o n mak ing checks whether appropriately selected students are sent to their 

in sti tutions and many others. Therefo re, the basic problem area o n questions like stuuent­

placement procedures, the farfetchedness of the ' interest-capability' va lues in the process of 

placing appropriate ly and justifi ably identified students to different fie lds of learning, and 

the practica l in volvement of all uni versities and co lleges i.n deciding on the ir o wn working 

co nditions and others shall continue to be unso lved problems and object ive bmTiers in the 

process of teac hing and learning. 
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The other basic pro blem of DELL students is that they do not show the req uired 'degree of 

interest ' in the Engli sh language learning process. Students seemed to be there at the UoG 

fo r the so le reason that they are sent there by the MoE or related offices. 

Another pro blem of students in the Engli sh language learnulg is the ir incapabi lity to partake 

Ul the process. To effecti ve ly partake ill the learnulg process, interest and prio r know ledge or 

experi euce (past sufficient exposure) Ul the specific fi e ld of stud y is highl y unpo rtallt. But 

most of the students do not seem prepared enough to cope with the required Eng li sh 

language learnulg process and, therefore the majority o f them seem to be low- achievers. 

Dilts (1990) and Cottre ll (2001) say that Ul order for students to achieve or succeed in their 

learnulg, they need to engage in the act of learning, and in o rder to engage Ul learning they 

Illust have an att itude of relative will ingness and knowledge of language learning strategies, 

habits und ski ll s. Self-be lief and engagement with learn ing are intrinsica lly lurked. There is 

110 pOUlt engaging with a task if there is no possibi lity o f success. Martha (1 997) also states 

that the unsuccessful group of students' sk ill s, knowledge, motivat ion, and academic ability 

are significantly be low thosc o f ' typical studeuts' Ul the inst itution or cU'Ticu lum Ul Wllich 

they are enro lled . Furthermore, Ender and Wille ie (2000) state that these students are like ly 

to disp lay any number of other characteristics such as low-academic se lf-coucept, 

unreali st ic grade and career expectations, unfocussed career objectives, extrinsic mot ivat ion, 

external locus of contro l, low se lf- efficacy, ul adequate study sk il ls fo r successfu l leall1Ulg, 

a belief that learning is memorizing and a histo ry of passive learni.ng. 

Therefore, the researcher, deve loping a be lief that someone sho uld bridge the gap created by 

the paucity of research , has decided to conduct this research. 

1.2 Objective of the Study 

1.2.1 Genera l Obj ective 

The general o bjective of thi s research is to identify, describe and analyze learniHg and 

learner constructs/variables , strategies, styles, skills etc ., having inhibitive and/or motivati.ng 

in fluences on Engl ish language learners and English language learni.lJg processes; aDd to 

investigate, ex plo ,-e and describe how student-placement procedures and prac tices atlect 
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DELL students' Engli sh language learning in an EFL situation; and to ill vestigate reasons 

why new ly-placed students to DELL are with low English language proficiency skill s. 

1.2.2 SIJecilic OlJjectives 

• To ident ify, describe and analyze different English language learning and learner 

constructs/variables such as Dilts (1 990) e ight-leve l constructs, strategies, styles, 

skill s, etc, wllich can either motivate or inhibi t the DELL students' Eng lish 

language learni.ng; 

• To appraise the degree of influence of the current student-placement procedures and 

practices ; 

• To in vestigate the reactions of the new ly-placed DELL students Oil placement 

matters; 

1.2.3 The Research Qnestiolls 

• What are those different learning and learner constructs/ variables, strategies, sty les, 

skill s, and situat ions which motivate or inJlibit the DELL students' Eng li sh language 

learning') 

• What are the current student- placement procedures and pract ices; and how do they 

influence the learning attitude and behavior of DELL students? 

• What are the reactions of newly-placed DELL students? 
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1.2.4 Methods of I'esearch investigation 

• English language profic iency test; 

• Questioll1laire itenlS; 

• Foc us gro up di scuss ion; 

• Observation; 

• Score-grade data tabulation ; and 

• 2008/09 A/Y I" year DELL students' I" Semester Academic Progress Repolt. 

1.2.5 Significance of the study 

In Eth.iopia, a number of researchers and educators have conducted d ifferent researches 

co llcerning the teaching and learning of the English language in an EFL situat ion. However, 

tbere is a paucity of research undertaken on how to prepare students fo r uni versity (Eng li sh 

language) learning, and how to identify well motivated, prepared, read y ane! willing students 

with a good leve l of Engli sh language proficiency skill s, and who are with a relative degree 

o f Eng li sh lang uage learu ing interest and capability ill order to be placed into Eng li sh 

language teaching departments such as the DELL of UoG. 

The outcome of tllis research, therefo re, may create and broaden 0 PPoi1unities for all 

departilleuts (like the DELL) to adnlit and place appropriate ly identified and/or selected 

students so that uni versities could produce graduates who can promote the objecti ves of 

Engli sh language teaching and learning programs further. 
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CHAPTER TWO 

REVIEW OF RELATED LITERA TURE 

2.1 An Overview 

This re lated literature review section deals with three different dimensions but which are 

very iJlter-re lated and dependent upon each other. These three important dimensional Ii'ames 

of the rev iew of literature are the fo llowing: 

• The Eng li sh language learning theories; 

• Dilts (1 990) e ight-leve l constructs; 

• The Student-placement. 

2.1.1 E nglish Language Learning Theodes 

The researcher be lieves that it is necessary to thoroughly look into the various English 

language theories, strategies, sty les, skills, and other factors Wllich are equall y importan t for 

the deve ln)1lllent (I f Eng li sh language teacllulg and learning process. 

2.1.2. Individual Differences in Language Learning 

Williams and Burden (1 997) suggest that the constructivi st approach is one among the 

vario us ones w hich focuses on how individual learners make sense of their learning 

situations in ways that are perso nal to them, and they then proposed three areas to be 

explored ill order to reach a better understanding of individuals' se lf-concept, locus of 

contro l, and attri bution theory. 

A great deal had been written abo ut the unportance of consideri.ng uldi vidual differences in 

learn ulg a kneign language. Oxfo rd and Ehrman ( 1993) suggest that teachers of second and 

fo reign languages use to identify and comprehend significant indi vidual differences in the ir 

learners if they are to . provide tile most effective instruction poss ible. In many respects tllis 

statement renee ts co mmonl y accepted wi sdom within the language teaeh.illg world (E lli s 

1994; Brow il 1994; Lightbown and Spada 1993; Skehan , 1989). 
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It is true that learners brillg many individual characteri stic s to the learniJlg process which 

will affect both the way in which they learn and the o utcomes of that process. A moment 's 

tho ught will probabl y bring to mind such apparently obvio us examples as age, gender, 

personality, aptitude, iJlte lligence and motivation as characteristics influencing o ur success 

in learning a fo re ign language. Other less obvious but widely researched characteri stic s 

re lating to language learning has been cognitive sty les and strategies, anxiety, willingness 

and preparedness to take ri sks. There are other fo rms of indiv idual differences wh ich appear 

to be related to a sound theoretical rationale. Oxford and Ehrman ( 1993) se lect motivation 

as one such variable. But it is argued that motivat ion does no t refer to a fixed trai t or 

characteristic that indi vidua ls possess. It . he lpfull y used to refer to a state of 

temporary or pro longed goa l- oriemed beha ~~ii::;I~~;;m:tive l y choose to engage 

Ul. 

Another character isti c that has been subjec t to a considerable amo unt of invest igation IS 

anxiety. However, what studies lI sing such instruments tend to show is that anxiety is also 

highly situation-spec ific and it is atfected by a Dumber of other factors (Horwitz and Yo ung, 

1990). 

Perhaps the 1I10st thoro ughly researched area of individual difference in language learning is 

that o f aptitude (Sekhan , 1989). Most lang uage teachers wo uld read il y attest that indi vidua l 

learners ditler in the ease with which they learn a foreign language. [t seems onl y reasonable 

tu assume, there fu re, that a major contributory fac to r to thi s is theu· ability o r language 

aptitude. If we can measure that aptitude prior to teaching, we sho uld be able to pred ict the 

speed at which a learner can learn, and adjust the pace of one accord ing ly. We can also 

excuse o ur lack o f success ill teaching so me learners by po int ing to their lack of aptitude for 

language learning. 

Li ttlewood (1984) also says that with notes of cautio n in mind, it is good to loo k uno the 

followillg sections at some of the nOD-linguistic factors which lllany people be lieve to 

iufluence to reig n language lea11lUlg. They are gro uped under three mum categories 

according to whether they re late primaril y to: motivation to r learn ing, opportuni ties tor 

learning, ur ability I"or leaming. In rea lity, the categories can not be separated so clearl y. For 
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examp le, if a learner has adequate oppolttmities and abi lity, these are a lso like ly to help in 

mo ti vation. 

2.1.2.1 Motivation for Learning 

In second o r fore ign language learning as in every other fi eld of human learn ing, moti vation 

is the crucial fo rce wh.ich determines whether a learner embarks on a task at all, how much 

energy he devotes to it, and it includes many components: the individual's dri ve, need for 

acilievel11ent and success, curiosity, des ire fo r sti.mulation and new experience, and so on. 

These factors play a ro le in every kind o f learning situation. 

Littlewood (1984) focu ses on two aspects, which are espec iall y important tor second or 

fo reign language learning, namely communication need and attitude towards the second 

language cOIlllllunity, then relates them to the d istinction between ' instrumental' and 

' integrative' moti vation. 

The primary motive for learning a language is that it pro vides a means of co mmunication. A 

person is therefore most like ly to be drawn towards learn ing a second or foreign language if 

he perceives a c lea r communicative need for it. 

If we wished to make a di stinction between 'second ' and 'fore ign ' language learuing, the 

term 'second ' illClicates that the language has communicat ive funct ions inside the 

community where the learner li ves. III the case of the term ' fo reign', the language has no 

estahli shed fUllction inside the learner's community but will be used mainl y for 

cO lllmunicating with those who do not be long to the learner 's linguist ic community. 

When a learner is fa vo rably disposed towards the speakers of the language he is learning, 

there are two main reasons why Ius motivat ion is likely to benefit. The learner with more 

favorable attitudes will wisiJ for Illore intensive comact with the language cOlllmunity. 

The effects o f attitude on motivation and proficiency have been i.nvestigated in a large 

number of studies, notably those by Gardner and Lambert (1972, as ci ted in Harmer, 1998). 

These two researchers rel ated the ir findings to two basic kinds of llloti vation know]] as 

' integrative' and 'instru mental'. Tbey are di stinguished as fo llows: 
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1. A learner with integrative motivation has a genu ine in terest i.ll the seco nd or fo reign 

language co mmunity. He wants to learn theu' lang uage in order to communicate with 

them more satishlctoril y and to ga in closer contact with them and their cul ture. 

2. A learner with instrumental motivation is more in terested in how the second or 

foreign language can be a useful ul strument to wards furthering other goals such as 

gaullng a necessary qualification or improving employment prospects. The 

d ist inction is sunil ar to that made between ' intrinsic' and 'extrinsic' motivation in 

general learni.ng theory where Ul the two kinds of motivat ion clo 110t exclude each 

other: 1110st learners are motivated by a mixture of integrative and instrumenta l 

reasons. 

2.1.2.2 Opportunities for learning 

If one assumes that a learner is well motivated to learn , the proficiency he ac hieves will be 

the quality o f the learning opportunities which the el1 Vu'ollment affects. Here, it is good to 

see tour aspects of this i.nfluence: 

T he oppOltunities that ex ist for using the second or foreign language. 

The emotiona l climate of the learning situations. 

The type of language to which the learner is exposed, and 

The effec ts of "o rmal instruction. 

2.1.2.3. Ability to Learn 

So far, we have loo kecl at two sets of factors which influence how successful a person is in 

learning a second language : the nature of the person's mot ivation to learn ancl the qualities 

of the opportu nities to leal11 . We now turn to a tllu'd set o f fac tors: those which make up the 

person's abi li ty to learn . 
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2.1.2.4. Cognitive Factors 

There is a link between general in tell igence CIQ') and second o r fo re ig n language- learning 

ab ility. Thi s was fo uilli in the studies by Gardner and Lambert (1972: cited in I-1armer,1998). 

Pimsler (1968) has a lso fOllnd that a school learner's average grades in all school subjects 

were otten a good means of predicting how good he wo uld be at language learning. 

However, it has also become clear that success in seco nd or fo re ig n language learning is 

related nUL onl y to gelleral cognitive ability, but also to a more language speci fi c set of 

learn ing abilities wll ich are usually called 'language aptitude'. Language aptitude is a 

phenomenon whose exact nature is not yet knowll . It has been investigated most intensively 

by researchers attempting to devise tests of students ' learning potentia l befo re they actuall y 

beg in a course. One of the best known of these tests, the 'Modern Language Aptitude Test' 

of CalTo \J ami Sapo n ( 1959) focuses on the follow ing abilities in the be li ef that they f01m 

part of language aptitude: 

I) the ability [0 idelltify and ren le illber sounds; 

2) the ability to memorize words ; 

3) the ab ility to recognize ho w words fu nction grammatical ly ill sentences; 

4) the ability to induce grammat ical rules from language examples. 

As one might expect, inte lligence and language aptitude have generall y been fOlllKI to 

con-elate best w ith the more 'academic' language ski ll s which are o ften stressed at schoo l 

such as read ing or performing in grammar-manipulatio n tests (Genesee, 1976)_ Attitudes and 

mo tivat ion, on the other hand, seem to be linked espec iall y with the abil ity to use language 

fo r interperso na l co mmunicatio n. Together, lang uage aptitude and lllotivatio n (based on 

favo rable attitudes) are the factors which have predicted success lllost regularl y ill the 

vario us research studies_ 

2.1.2.5. Persona li ty 

As with cogn iti ve factors, a nUlllber of personality characteri stics have been proposed as 

like ly to influence second- lang uage learning_ They are o ften suppo rted by o bservation or 
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intuition, but it has not proved easy to demonstrate them in empirical studies. Tlli s co uld 

mean that the links between personality and second language learnillg abi lity are weaker 

th an had been supposed. It is often suggested that an extrovert person is espec ially well­

sui ted to second- lang uage learning. However, when Naiman et a l. (1 978) in vestigated 

whether good language learners scored lligher in a standard test of extroversion, their results 

were negative. A more positive result emerged Ii·om a study by Tucker et al. ( 1976) who 

fo und that success in second language learning seemed to con·e late with learner' s scores on 

some traits assoc iated with extroversion such as assertiveness and adventure sameness. 

One nlight note bere that irrespective of actual learning ability, people with an outgoing 

personality may enjoy certain advantages. For example, they may become in vo lved in more 

soc ial iJlteraction, attract more attention Ii·om their teachers and be less inllibited when asked 

to display tl lei r profi ciency (e.g. il l oral i.nterviews). They may perform more confidently in 

communication situations, wllich ever language they are usi.ng. 

A stud y by Heyde ( 1979) found that a lligh level of selt~esteem was assoc iated with second 

lang uage proficienc y. Presumably, learners with high selt~ esteem are less likely to fee l 

threatened when co mlllunicatulg U1 an unfanliliar language to them or in an unfanuliar 

learning situation. They may a lso be more ready to risk makulg nustakes or projecting a 

reduced unage of them. 

Na iman et al. (1 978) fo und that learners with greater tolerance for ambiguity score higher in 

tests of listening comprehension. Presumably, if learners can to lerate ullcertainty without 

feelUlg illSecllre or confused, they are less likely to feel over- whelmed by the large amo unts 

of strange material they must face wheniearnillg a second lang uage. 

There is ev idence li·o 111 studies by Giovera et al. (1975) that learners with a high capacity for 

empathy (that is, apprec iating other people's thoughts and feelings) may pertclrm better Ul at 

least one aspect o f a second language: pronunciation. SUlce the way that a pe rson speaks is 

c losely associated with hi s sense of identity, it may be that empathy he lps a learner to step 

o Lltside hi s present identity Ul order to adopt new patterns of behavior. Despite the large 

illconc lusive results, lllany people believe that 'personality ' will one day be shown to be an 

important illfluence on success Ul second and foreign language learning. 
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2.1.2.6 Active Learning Strategies 

There are a number o f active learn ing strategies which people might adopt ill order to learn 

more effec tive ly. Researchers have recently observed and interviewed c lassroom learners in 

<I n attempt to di scover wllich of these strategies seem to be most helpful. The c learest results 

have emerged fro m studies in Canada, by Naiman et al. ( 1978) and by We lshe (1979). From 

these stud ies it seems that successful language learners employ a wide variety of strategies 

which demonstrate their active in vo lvement in learn ing. For example, they may repeat 

silentl y to themse lves the sounds they have from the teacher or other students. When the 

teacher puts a question to another student, they often think out their own answer and 

compare it with the answer accepted by the teacher. When learning o r producing dialogues, 

attentive to meaning, they make effo rts to identify with their foreign language ro les and to 

)lay close at tention to the meaning of the language they are using. They are likely to take 

opponullities to d iscuss the lesson material with other students. Out side the c lassroom, they 

exploit every opportunity to use the language as a means of communication, fo r example, 

discuss with peers, seeking input fro m: peers, radio, newspapers, etc. 

Some observat iona l stud ies of successfu l second language leamers thro ugh natural exposure 

suggested that they, too, benefit from developing acti ve strategies. In particul ar, they find 

way to increase the scope lo r specia l interaction. For examp le , Hatch (l978c) suggests that 

they deve lop techniques lo r keeping the conversation Ilowing smoothly. 
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2.2 An Altemative Approach 

In keeping wi th the perspecti ves underscored, it is suggested that a more helpful approach to 

take seeking to understand ind iv iduals is a constructivist one. It is known that constructi vism 

attempts to answer the questions: 'what are the ways in which differe nt individuals try to 

make sense of their worlds?' and 'How do they construct their own personal views or 

meanings Ii'om the world?' Every learner will bring a different set of knowledge and 

experiences to the learning process, and will 'construct ' , in different ways , their own s 

of the situatill n with which they are faced. Thus, learning is essentia ll y personal and 

individual ; no two peo ple will learn precisely the same tiling Ii'o m any particular learning 

situation. An individuals' understanding of the world is con stantly being reshaped as he or 

she adap ts ex ist ing know ledge to new information. Rather than being seen as something that 

is fi xed or static, know ledge is viewed as transitory, provisional and relati ve. The objecti ve 

wo rld may be real but is not directly accessible to us. If we adopt a constructivist 

perspective, it becomes apparent that the ways in wllich i.ndividuals view the world and their 

perceptions of themselves within the world, particular within a leaming situation, will playa 

major part in their learning and construction of knowledge. 

So, illStead of asking the question: 'How are learners different Ii'om each other and can we 

measure these differences ,) ', it would be more helpful to seek answers to such questions as: 

"How do learners perceive themselves as language learners')", 'what effect do thi s "personal 

constructs" have up on the process of learning a new language?', 'How do individuals go 

about making sense of their learning?', and 'How can we as teachers assist learners in 

making sense of their learning in ways that are personal to them')' These questions are 

highly complex and do not give ri se to simple answers. Now we shall look at three areas that 

are related to tbe ways in wllich individuals perceive themselves. One is se lf-concept wllich 

relates to the views people have of themselves and the other is locus of contro l, which is 

related to how far individuals see themselves as being in contro l of their own learning, a 

third is attribution theory, wllich is concerned with identifying the different facto rs to which 

indi vidual s attri bute the ir successes and failures in learning. 
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2.2.1 Self-concept 

Sdfconcept is a g loba l term refe rring to the amalgamation of all o f o ur perceptions and 

cO llceptio ns aho ut o urselves which g ive ri se to o w' sense of personal identity_ More 

fo rmall y, it has bee n defined as ' the totality of a co mplex and dynamic system of learned 

bel iefs which eac h ind ividual ho lds to be true about hi s or her perso na l ex istence and which 

gives consistency to his or her personality' (Purkey and Novak, 1984). The mult ifaceted 

nature o f se lf-co ncept has led many researchers to foc us on spec ific aspects of it such as 

self- image (the particul ar view that we have of o urse lves), se lf-esteem (the evaluati ve 

fee ling assoc iated with our self-image), and se lt~effic i ellcy (o ur be liefs about o ur 

capabilities in certain areas or related to certain tasks). 

One's se lf-co ncept is partly determined by one 's soc ial relationshi ps. One theory which has 

been pro posed to help to explaul how this occurs is known as socia l co mpari son theory 

(Kynch et a i , 198 1; Damon and Hart, 1982). This theo ry suggests those learners' 

conceptio ns of the ir own ability as lealllers will be based, at least in part, on the nature of 

classroom interactio ll s. The bas ic premise is that we are all predi sposed, albeit to differing 

degrees, to co mpare o urselves with others and to deve lop our se lf-co ncepts as a result o f 

those compari sons and o f the info rmation that we rece ive abo ut ourselves fro m others. This 

is sometimes referred to as 'the looking g lasses self' (Cooley, 1902). There is evidence to 

suggest that the more we see other people as being like o urselves, or the more sig nificant a 

part that people p lay in o ur li ves, the more likely we are to compare o urse lves with them 

(S uis and Greenwald, 1986; Higg UI S et al 1989). 

There have been many studies carried out on the relationship between people's views of 

themselves and their success Ul a variety of achievement-re lated situations (Burns, 1982 ; 

Gurney, 1986). However, as Wylie (1 979) made explicit Ul her c lassic text, the se lf-concept 

is extremely cO lllplex and diffi cult to measure because of its multifaceted nat ure. 

Another prob le m with any invest igat io n un o self-co ncept is that there is a lmost always an 

evaluati ve e lemellt ulvolveci , particul arly when we consider how we feel abo ut o urselves in 

re latioll to any particul ar fi e ld of human endeavo r. The statemellt 'I am j-emale' is for 1110st 

of us Ilo ll -eva luat ive, but statements like 'I have a lot to be pro ud ot' or '] am good at 

learning language ' are convey ulg powerfu l evaluative messages_ 
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2.2.2 Locus of Control 

One of the most signi ficant facto rs in detennining peo ple's motivat ion to act in various ways 

and ill retain ing their in terest and in vo lvement is their sense of personal co ntro l over what is 

happening. Thi s co ncept is known as locus of contro l or LOC (Findley and Cooper, 1983) a 

term clerived from tbe Social Learning theory of Rotter (1 954). Locus of contro l refers to a 

person's bel iefs about contro l over li fe events. Some people feel personally responsible fo r 

everything that happens to them in their lives. This people seem to be 'internalisers' ill LOC 

theory. Other people fee l that events in their li ves are all determined by j'orces beyo nd their 

coutrol, e.g. fate or luck. TillS gro up is termed as 'externa li sers.' 

A great deal of research have been carried out in examining locus of contro l and its 

relationships with perceived success in life , particularly with regard to academic 

ac hievement. From their large sca le review of such studies, Findley and Cooper (1 983) were 

able to conclude that more internal be li efs, that is, fee ling of being ill co ntro l of events, are 

associated with greater academic ach.ievement. TillS does not necessarily imply causal ity. 

The relation tends to be stronger tor males than fo r temales and appears to ho ld across 

ethnic gro ups. They, with a high locus of contro l, show stro ng tendencies to seek 

i.ntortnation and use it appropriate ly ill problem-solving tasks, to be ac ti ve and asserti ve and 

to exh.ibit a high degree of explo ratory behavior and excitement abo ut leam ing. They exhi bit 

a great dea l of persistence and show a willingness to delay rewards in order to maximize 

them Those demonstrating high ex ternality, on the other hand , tend to be relatively passive, 

non-explorato ry and inattenti ve. These and other findings are we ll summari zed by Wang 

(1983) . 

There are, however, problems with the locus of contro l construct. The fac t of the matter is 

that situatio ns are not always within our control, and even when they are, there may be 

rather di fferent ,'CJI'IllS of internal, and fo r that matter external, contro l. 

2.2.3 Attribution Theory 

In seeking to unclerstand better the ways ill which people make sense of events ill theil' li ves, 

the soc ia l psycho logist Heider began to develop ill the 1940s and 50s what he termed a 

'naive ' psycho logy of the lay person (Heicler, 1944, 1958). A central aspect of Hider's 
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theory was that it was how people perceived events rather than the events in themse lves that 

infl uenced behavior. When required to give reasons fo r the o utcomes o f eve llts or the 

behavior of others, Heider (1 944, 1958) suggested that peo ple wo uld tend to refer to a 

lillli ted range of imerna l (personal) and external (environmelltal) facto rs. One of He ider 's 

most he lpful co lltributions to the study of motivation and learning was to draw together 

aspects o f achievement motivation and locus of contro l theo ries in constructing his own 

influentia l version of attribut ion theory. To make tlus c learer, if yo u were to ask people to 

what they wo uld attribute the ir success or fa ilure on a particular language learning task, they 

mig ht give a var iety of replies. Some possible attributions for success mig ht be: 

1 am good at learning languages, 

I know how to do thi s sort of task, 

I worked hard , 

The task was easy 

Converse ly, so me attributio ns for failure might be: 

]' milo good at languages, 

The task was boring, 

I don 't like languages, 

[didn ' t try, 

It was too di ffic ult. 

Essenti all y, He ider suggested that, on the who le, people tend to refer to fo ur main sets o f 

attriblltions for their perceived success and failures in life: (a) abil ity, (b) effort, (c) luck, (d) 

the perce ived difficulty o f the task with which they are faced . 

It should be read ily apparent that ability and effort are fo rms of interna l attribution, that is, 

they are factors that arise fi·om inside us, while luck and task difficulty refer to external 

factors. 

It sho uld be no ted, however, that indi viduals wi ll vary ill the way in which they personall y 

view these attributio ns. For example, it wo uld be perfectl y feasible for a person to see luck 
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as in terna l and stable, '1 do better on some days than on others according to how J lee l' . 

Weiner later added a third dimension, that o f contro llability, wh ich made it poss ible to 

distingui sh between e lements that people fe lt were within their control or not within their 

control. Thu s, most people wou ld be like ly to consider that the amount of effo rt they put in 

to a task is generally w ithin their control , but they will probably view the ir ab ility to perfo rm 

we ll on such tasks as outside their contro l 

2.3 What makes a person want to learn? 

Cottrell (200 l) says that if asked to ident ify the most powerfu l influences on learnulg, 

moti vation wo uld pro bably be high on most teachers' li sts. It seems on ly sensible to assume 

that learning is mo st likely to occur wben we want to learn . However, the concept of 

motivation has passed tlu'ough a number of different interpretations as theories o f 

psycho logy have changed, and the term has a cause to be needed in different ways by 

different peo ple. 

Because of the mu Itifaceted nature of the cOllcept of moti vat ion, cont inues Cottrell (200 I), it 

is good to begin by identifying wbat we consider to be certain key questio ll s. What do we 

mean hy the term mo tivat io n? What are the d ifferent fac tors tbat contribute to a person' s 

mot ivation and how do they influence each other? How has the conceptio n of motivation 

changed in recent years? Are ditrerent aspects of moti vation invo lved at different stages of 

the learning process? What is the ditle rence between motivation /i'o m withiJI a person anci 

moti vat ion h o m external fo rces? Can one affect the other? What can the lang uage teacher 

do to influence motivation'! 

2.3.1 Early Psychological Views on Motivation 

Since most of the earl y work Ul this area was based upo n the behavior o f an imals in 

laborato ries (Cottrel l, 200 I), it was hardly surprising that psychologists tried to exp lain 

motivation in terms of how an imals behaved Ul order to meet their basic biologica l needs, 

how this heha vior was reinforced when those needs were met and how thi s reiJl torcement 

spread to other events and activities that occurred at the same time. Thu s, a hungry dog that 

hears tile so und o f a be ll whi le sali vatulg at the sight ami sound of fo od wou ld be moti vated 

to seek I·ood when hearing a be ll on subsequent occas io ns. In tlli s way, huma n mo ti vation to 
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learn any particular thing was accounted for in terms of what bio log ica l needs were being 

met during the ear ly learnIng years and what killd of reward or reinlo rcement was prov ided 

lor early attempts to learn. 

It is easy to see how tltis kind of approach gave ri se to modern behaviorism with its 

emphasis upo n the nature and schedul iLlg of reward systems as the most effective way o f 

moti vating described behavior. Thus, a behaviorist wou ld tend to consider motivation 

large ly in terills of external lo rces, i.e, what specific conditions give rise to what kind of 

behav ior and how the consequences of that behavior affect whether it is more or less likely 

to happen again, Murray (1938) identified a large number of human ueeds such as our need 

to atliliate with other people, o ur need to do minate others and our need to understand or 

make sense of o ur worlds, as well as basic bio logica l needs, Murray envisaged these needs 

as causing inner tensions which had to be re leased. Motivation was defined in terms of the 

'presses', i.e. the urge, to release the tension and satisfy the needs, 

2.3.2 Ach ievement Motivation 

More promising reto rmu lation of the drive reduction approach to motivation was the no tion 

of the need to achieve, or achievement motivation (Atkinson, 1964), The basic premise here 

is that people differ quite markedly in their need to achieve or to be sllccessfn l. For some 

people, the dri ve to succeed dominates their lives and pushes them to be high achievers in 

everyth.ing that they do, where as for others , it really doesn ' t seem to matter whether they do 

well or not 

2.3.3 Motivation in Foreign and Second Language Learning 

It is time to learn that learning a to reign language is different from learn ing o ther subjects 

mainl y becau se uf the social nature of such a venture, Language belo ngs to a person' s who le 

suc ial be ing ; it is a part o f one' s identity; and is used to convey this identity to other people, 

Tbe learning o f a to reign language involves far more than simp ly learning sk ill s, or a 

systems of rules , or a gralmnar; it invo lves an alteration in self-image, the ado ptio n of new 

social and cultural behaviors and ways o f being, and therefo re, has a significam impact on 

the socia l nature of tbe learner, As Crookall and Oxtord ( 1988) aptly c laim, ' learning a 

second language is ultimately learning to be another soc ia l perso n, ' Similarl y, Gardner 
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( 1985) states that languages are unlike any other subject taught in a c lassroom in that they 

invo lve the acquisition of skills and behavior patterns which are characteri stic of another 

community. Consequently, he argues, success in learnulg a fo reign language will be 

influenced part icularl y by attitudes towards the community of speakers of that language 

2.3.4 A Cognitive View of Motivation 

From a cognitive perspective, says Cottrell (2001), the most important factor is that of 

cho ice, that is, people have choice over the way in which they behave and have control over 

their actions. Thi s is Ul marked difference with the behaviorist view which sees our actions 

nt the mercy of external forces such as rewards. To make an ulformed choice we need to be 

aware of the probable outcomes of what we decide to do. This enables us to set goals for 

our-selves, and we then decide to act in certain ways in order to achieve these goals. A 

cognitive view of motivation, then, centers on individuals making decisions about theu' own 

actions as opposed to being at the mercy of external forces over which they have no control. 

2.3.5 A Sodal COllstm~tivist Perspective 

A constructivist view of motivation centers on the premise that each individual is motivated 

di fferently. People will make theu' own sense of the various external influences that 

surro und them i.ll ways that are personal to them, and they will act on theu' interna l 

disposition and use theu' personal attributes in unique ways . Thereto re, what motivates one 

person to learn a to re ign language and keeps that person going until he or she has achieved a 

level of proficiency with which he or she is satisfied will differ fi'om individual to 

indiv idual. 

All uldividual ' s motivation is subject to social and contextual int1uences. Tilis wil l include 

the whole culture ancl context and the social situation as well as significant other people and 

the indi viduals' interactions with these people. Thus , the approach we are takulg is soc ial 

construct i vi st. 

2.3.6 A Proposed Definition of Motivation 

Cottrell (200 J) suggests that it is essential to present a definition of motivation, which is 

essentia ll y cogni ti ve, but fits with in a social constructivist fi·amework. 
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Moti vat ion may be construed as a state of cognitive and emotional arousa l which leads to a 

conscious dec is io n which g ives ri se to a period of sustained illte ll ectua l and/o r physica l 

effo rt in order to attain a prev iou sly set goal (o r goals). 

It is clear Ii'o m thi s that motivation occurs as a result of a co mbinatio n o f d ifferent 

ill flu tnces. Some o f these are internal, i.e. they come lium im ide the learner, such as an 

illterest in the ac ti vi ty or a wish to succeed. Others are ex terna l sllch as the influe nce of other 

people. However, it wo uld be a mistake to consider moti vation simplisticall y as so mething 

which is either i.nterna l or external to the individual as these canno t be easil y separated. 

What we have to know is what external int1uences are more like ly to aro use peoples' 

thoughts and emotions, and how they make their own sense of these, or imernalize them, in 

ways that lead them to decide to achieve certain goals. 

2.3.7 A Model of Motivatioll 

It is to und he lpful to disting uish three stages. First, there are reasons lo r undertaking a 

particular activity. These will probably lllVolve a mixture of interna l and external influences 

which wi ll be personal to different individuals, who will make there o wn sense of the 

various events surro llnd ing them. Second, we consider what is actual ly invo lved ill decid ulg 

to do something: w hat makes people choose to embark on a particular task and to ill vest 

time anc! energy in it. Third , people need to sustain the effort required to complete the 

activity to the u' own satisfactioll. This will, of course, take place with ill a soc ial context and 

clu ster which wi ll influence cho ices made at each stage. 

Motivation is Illore than simply arousulg illterest. It also invo lves sustaillillg that interest and 

in vest ing tune allli energy in to putting Ul the necessary elfort to achieve certain goals. In 

simple terms, the fir st two stages of the model Illay be seen as Illore concerned with 

in iti at ing moti vat ion whi le the last stage in vo lves in sllstalllulg motivation. 

Three stage mode l o f motivation: 

Reasons lo r Dec iding 

dOUlg -----....,.) to do 

Su staini.ng the 

-----~) effo rt, or 

someth.ulg. something. persisting . 

22 



2.4 Leaming Stmtegies 

As to Oxford ( 1990) what is c lear h om cognitive psycho logy is that learners are far ti'o m 

be ing pass ive ill the ir learning; rather. they are active ly in vo lved in making sense o f the 

tasks or problems with which they are faced in order to learn . When conti·onted with a 

learni ng task, learners have various resources at their d isposal and make use o f them in 

different ways . Cognitive strategies are only one of the resources people have ava ilable to 

them We also make use o f our minds, but also our fee lings and our social and 

communicative skill s in active ways. 

Over the last twenty years there has been a growing amo unt o f research in to language 

learn ing strategies and thi s is concerned with investigating how indi viduals go abo ut the task 

of learning something, and attempting to di scover which o f the strategies that learners use 

are the most etlective for the particular type of learning invo lved. 

It is now important to clarify what we mean by a leaming strategy. Most o f us have probably 

needed some or a ll of tile follow ing i.n learning a fo reign or second language: 

repeati.ng wo rds over and over again ; 

li stening attenti vely to try to distinguish wo rds; 

trying to wo rk o ut the ru les of the language by fo rming hypo thes is abou t how it 

works; 

trying o ut those hypotheses to see if they work; 

testing yourse lf to see if yo u remember wo rds; 

guessing the meanings o f uukuown words; 

using yo ur know ledge of language rules to try to make new sentences; 

rehearsing in yo ur head what yo u are about to say; 

practicing the so unds of the language to yo urse lf; 
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asking a speaker to repeat something; 

Pretend ing that yo u understand in order to keep the communication going. 

These are some o f the many strategies that people use to try to succeed in the complex task 

of learning a language. 

2.4. 1 Skills and Stra tegies 

A di stiJlctioll is sometimes made between a skill and a strategy (Oxfo rd ,1990). Thus, 

learning strategies are conceived of as operating at a level above sk ill s; they can be seen as 

the executi ve process which manage and co-ord inate the skil ls. Nisbe t aud Shucksmith 

( 1991 ) explaill the di stinc tio n by using an ana logy of a footba ll team. A player possesses a 

range o f skil ls, such as how to pass the ball to another player. However, to succeed in the 

game, he has to know when to use these sk ill s and how to put them together. So, he uses 

tactics to co-ordinate them. 

A learn ing strategy is like a tactic used by a player. It is a series of ski lls used with a 

particular lea rni.llg purpose in mind. Thus, learning strategies in vo lve an ab ility to monitor 

the learning situatio n and respond acco rding ly. This means be ing ab le to assess the situation, 

to plan to se lect appropriate skills to sequence them, to co-ordinate them, to monitor or 

assess the ir effecti veness and to rev ise the plan when necessary. So , guessing the meaning of 

a word or skimming a text is skill s, but the learuer has to be ab le to use them in a purposeful 

2.4.2 Learning to Learn 

Education is a lifelo ng process, one to cope in a 

changing world. As Knowels ( 1976) reminds, oue of o ur main aims in educat ion is 'he lping 

i.nd ividuals to develop the attitudes that learning is a life lo ng process and to acqu ire the 

ski ll s of se lf-di rected learning. Two questions follo w here, 'Can incl ividuals learu to become 

illore successfu l al learning , and can we, as teachers, help people to learn more effectively?' 

We can answer both in the affirmative. 
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2.4.3 Metacognitive Strategies 

A LISei'll I d i s ti~nctio ll is made in the literature on learning strateg ies between cogniti ve and 

metacognitive strategies (Hag ue, 1987). Cognitive strategies are seen as mental processes, 

directly concerned wi th the processing of information in order to learn , that is fo r obtaining, 

storage, retrieval or LIse of info rmation. But, there is another set of strateg ies operating at a 

different leve l to these, which in vo lve learners stepping outside their learning, as it were, 

and looking at it (orm outside. Such strategies include an awareness of what one is doing 

and the strategies one is employing, as well as kno wledge about the actual process of 

learning. They also include an ability to manage and regulate consciously the use of 

appropriate learning strategies for diflerent situations. TillS different level is called 

metacognitio ll , a term fir st introduced by Flavell ( 1970, 1976, and J 981). The main point to 

make at tillS stage is that the metacognitive awareness is important for effective learning. 

2.4.4 Language Learning Strategies 

Rubin ( 1981, 1987) suggests that there are three major types or strateg ies used by learners 

which can contribute directly or indirectly to language learning. The first group she call s 

learning strategies. These contribute directly to the development of the lang uage system 

which the learner constructs. They include both cognitive and metacogniti ve strategies. She 

identi fi es six metacognit ive strategies contributing directly to language learning. 

1. Clarification/verification refers to strategies needed by learners to check whether 

their understanding of a rule or language item is correct. 

2. GuessiJlglindicative referencing refers to various strategies concerned with making 

hypothesis about how the language works. In order to make suitab le hypotheses, 

learners need to be able to select appropriate informat ion, attend to what is 

important, ho ld a number of pieces of information in the head, and use information 

from the context and their world knowledge as well as sample of the language. 

3 ~ DedLlctive reasoning is a strategy where the learner uses a knowledge of general 

ru les to produce or understand language, 

25 



4. Practice is concerned with storage and retrieval of language. Thi s includes sucb 

strategies as repetition and rebearsal. 

5. Memorization is also concerned with storage, retlieval of information, and ways of 

organizing tbe information for storage. This category includes mnemonic strategies 

and using lexical groupings. 

6. Monitoring refers to learners' checking of their own performance, including noticing 

errors and observing new message is received. 

2.5 Dilts (1990) 'eight level' constructs 

As uesc ribeu Ul tile ti tle of the research, that is 'The Eflects of the Low Level of Engli sh 

Language Prohciency Skills anu Stuuent - placement Problems on DELL Students' Englisb 

Language Learning in an EFL Situation at the VaG". DELL students cominuously 

demonstrate a very low level of English language proficiency ski lls and knowledge in tbeu' 

particular field of st udy. So in tlli s particular dimension, the researcher deals with uifferent 

views on learning ulcluding Di Its (1990) e ight level constructs/ variab les of inllibition and/or 

motivation which are we ll demonstrated on students' English language learning. 

2.5.1 Understanding tbe Leamer 

Donaldson (1978) writes tbat in attempting to enhance students' learnulg exper ience and 

improve performance, guidance can be drawn /i'om theories of learning, /i'om adu lt students' 

own acco unts of their learning and from experiences coming from different angles. Tllis 

sect ion opens with an exploration of learning theories that throw light upon adult learning, 

such as constructivism, embedded learnulg and equilibration theory. Particular emphasis is 

g iven to ways that learning and performance may be either ' inhibited' (thu s preventing 

students from ac llieving their potential) or 'motivated' (so as to take students to the 'take 

off' stage of engaged independent learning). Students' attitudes and approaches to higher 

education stud y can be key factors in successful learning and may act as e ither inllibitors or 

rnoti vators. 
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2.5.2 Theories of Lea rni ng 

As to Cottrell (2001 ) learning is a natural process. Our brains are set up to learn. Billio ns of 

neurons deve lop net-works to he lp us to encode info rmat ion fo r memory, to transmit 

info rmation from one part of the brain to another, and to form assoc iations between new and 

known material. There are also inllumerable ways to learn: by li stening , by watchulg others, 

thro ugh imitation, by day dreaming, by taking small steps or through an ulsp ired leap, by 

practice, by thin king thro ugh the re lationship between two different problems, and so on. 

We have extraordinary interna l reso urces. For yo ung cllildren , learning is easy and generally 

fun , and yet adults can filld ' learning' to be both difficu lt and a threat. Nonethe less, even 

strugg ling learners can find that they are able to unpro ve performance when the condit ions 

of learn ing are changed il l so me way, by altering aspects such as the learn ing envu'o nment, 

the wording of the task, the strategy selected, or attitude towards the task. 

Ad ults often regress to childlike states when they enter a taught sess ion. It is, therefo re, 

reasonab le fo r us to ask what happens to uJ.ltib it the open-receptive and easy learning of 

yo ung Clli Idren, we and o ur students, as adu lts, can find it difficult to learn . Why is it that we 

sometimes can no t take Ul new ulfonnation or feel that it is imposs ible to r us to learn new 

ways? The teaching and learning strategies wltich derived Ii'om such research have generall y 

had a wider rel evance and app licabil ity, and can help us in suppolting ad ult students. Now, 

we look at some of the main theories of learning, their relevance to adult learners and some 

of the approaches that adult students bri.ng to theu' studies wlli ch can lead to under 

perfo rmance, withdrawa l or failure. 

2.5.3 Constructivism: Intel'nal Schema 

Of the diffe rent mode ls of learning the most i.nf1uelltiai has been constructi vism (Fry et 

al.i999).The underlyillg premise of constructivi sm is that when we enco unter new situat ions 

we build up pre-existing unerna l models known as schema or schemata. Piaget ( 1952) 

descr ibed a schema as 'an active organizatioll o f past reactions, or past experiences, wltic h 

must always be supposed to be operatillg in any we U- adapted organi smic response'. She 

further argued that we acq uu'e knowledge by 'acting upon the wo rld ': we seek out new 

experiences act ive ly, and o ur brains either assimilate new experience into o ur own ex istuJg 

schemas or e lse we lllU st a lter our i.nternal mode ls to accolTlmodate the new info rmation. As 

27 



we go through the day , all of ow- experiences continuously re info rce or alter what we 

already know, strengthening or undermining our mental schema. Constructivism argues that 

learning is an ac ti ve process o f constructing new models of rea lit y o r reinfo rcing o ld 

leurllillg. (Fry et al. 1999) Ltse tllis idea to suppOtt the notion of active learni ng approaches, 

linking schema de velopment to an idea of learning as ' transfo rmative experience': ' unless 

schemata are amended, learning will not occur. Learning (whether ill cogn iti ve, affec ti ve, 

interpersonal or psychomotor) invo lves a process of individual transformation. ' 

It might be expected that if we were exposed to new experience which challenged our 

prevIous internal models , the schema would automatically change to accommodate the 

cha ll enge. If these were always so, teaching would be very easy. Unlortunately, that is not 

the case. There isn' t a predetennined link between experiences, which we might assume 

wou ld challenge o ur i.nternal model s, and transfo rmative learning. In other wo rlds, 

'experience', of itself, is not necessaril y transformat ive. A learning experience, such as 

reading a book, listening to a lecture, undenaking a new acti vity or attending a staff 

deve loplllent sess ion, does not necessarily lead to learning taking place. 

2.5.4 Leaming Contexts: Extemal Environments 

In the 1970s and 1980s, theories of learning were very much inlluenced by a resurgent 

(reviv ing after a little weak pertormance) interest in Vygo tsky. Vygotsky (1962) argues that 

what we regard as in ternal cognit ive processes such as memory, vo luntary attention and 

language are determined by the culture in which we develop. Social interactions and the 

overarching culture influence us in what we consider worthy of attelllion, how we create 

value systems, and how we value ourselves within tho se systems. If, fo r example, neat 

halldwr iting alld spe lling are strongly va lued by teachers, a person with good capacity for 

ge ll erating ideas but who writes illegibl y and with bad spe lling may be regarded as 'IlOt 

very bright ' . The persoll lJlay ulternalize this model. This may be true evell when it 

contradicts feedback they receive from others: the view of a particular lecturer or a poor 

exam grade can outweigh the impact of positive input rece ived from elsewhere. 

lnterperso llal behavio rs and socially situated beliefs become intraperso nal cognitive 

processes. 
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Where Piaget argued that we do naturally develop from lower to higber states of learning 

deve lopment (Miller, 1989; Vygo tsky, 1988) argued that development to higher states of 

learni ng is far Ii 'olll auto matic. 

2.5.5 Leal'l1ing as Transformation towards Autonomy 

BOlld (1989) outlined fo ur traditions of adult education: 'Training and Effi ciency', 

'A ndrogogica l, 'Humani stic', and 'Critical ', each with a different view of the learner and 

what the learner needs. (Usher et al. 1997) identified a common thread in these approaches: 

each regards adult s as having a ' natural potential ' for auto nomy that could be released if 

certain barriers were simply remo ved. For the ' training ' approach, so metimes known as 

'Technicist ', au tono my is acquired by gaining control over the learning rrocess. The 

Andrugugica l appruach (Know les, 1978) argues that learners need to ha ve their ow n 

experiences validated and used as the basis of their learning. For tile humani st ic schoo l, the 

learner needs to be emancipated fi'om oppressive learning conditions (Rogers, 1967, 1983) 

teachers should become facilitators to enable students to regain their autonomy. 

Learners, it is conceded, to become autonomous, 'may need the context of a highl y 

supportive and respec tful environment ', to help them recognize and explore indiv idual 

needs. Critical pedagogy puts less emphasis on individual learners and looks for the 

emanc ipation at a soc ial level (Hoy, 1989). 

Fro m a post illodern ist perspecti ve, there isn ' t an essential 'auto nomous student ' waiting to 

get out ; instead, the learner is perceived as a constructed, changing enti ty, 'caught up ' in 

relations, tex ts, narratives Usher et al. (1997) drawing on Shotter (19 89, 1993) and Flax 

(1993) argue that there isn't an 'authentic self' to be emancipateci : the 'se Lf' itself is 

constructed and implemented. It is always situated with ill social and cultural contents. 

Education lllay change the 'self' , may transform the learner, but not simpl y tilro ugh the 

removal of bmTiers: an active construction or reconstruction of the learner wo uld form part 

of that process. 
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2.5.6 Equilibration: Managing Confusion 

Altho ugh Piaget's concepts of assimi lat ion and accommodation are o ften refuted to in 

explanat io ns of learniJlg, the key e lement in Piaget's mode l was the process of equilibration 

( 1975) often o mitted Ii-om ideas accounted previo usly? Piaget argues that equilibration 

occurs in three stages: 

equi librium: a pre-existing state of satisfaction with our way of th inking; 

disequilibrium: a di ssat isfied awareness of limitations in o ur ex isting ways of 

thiuk in g; 

a more stab le equilibrium: we move to a mo re sophist icated way of thiJlking that 

overco mes the limitations o f our previous thinking 

2.5.7 Resistance to Disequilibrium 

As to Cottre ll (200 I) by the time students enter higher education, they have often lost the 

open approach to learning which children manifest during the ir fi" st years o f school. There 

may be a ll kimls of reasons for thi s. Each time they enter a new learning context, they brirlg 

with them thei.r previous learning experiences that have undermined co nfidence and 

curiosity. To some extent, all learners bring a mixed bag of inhibitory responses to learning. 

These include anxiety about fa ilure, fear of being humil iated in Ii'o nt of peers, beliefs that 

they can not learn particu lar things, and a wide range of other emotiona l and attitudirra l 

responses. Students can brirlg a strong resistance to 'disequilibrium'. It is ev ident that some 

students do not want to mo ve away Ii'om their' current way of thinkirlg; that change itse lf is 

threateni ng , others are emotionall y weak at COpirlg with d isequi librium and the confusion it 

causes. If they were led to be lieve that they were a poor studellt irl the past, then they may 

interpret interior co nfus io n as a sign of their' incapac ity to cope with university at all. Saren­

Baden (2000) uses the term ' transitio nal learn ing' to refer to 'shifts' that occur when 

students' ti"ames o f reference, or ' life-wo rld ' are cha llenged by their' learn ing. 
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2.5.8 Inhibited and Motivated Learning 

Cottrell (2001) states that desp ite the natural propensities for learning,most deve lop mental 

or cogniti ve frameworks or schema which inhib its learn ing, generall y because of prev ious 

learning experiences. On the other hand, other experiences moti vate learners towards 

curiosity, openness and new learning. All those who enter higher edLLcation bring at least a 

modicum of se lf- belief and motivation. Each student anives in higber education with a 

ditlerent pattern of inhib ited and motivational responses. Dilts ( 1990) ident ified eight 

'levels' at which transformational learning takes place: environment, object of learning , 

behavior, capability, belief, identity, emotions, and higher purpose. Transformational 

learn ing occurs as a shift or a change when students' Iife- wo rld is cha llenged. 

~vlronrnen 

0'0 ofLea~ 
~haviollfo 

CQ bil 

~ 

Figure 1- Inhibition and motivation levels model adapted by Cottrell (2001) 

Dilts ( 1990) offers a usefu l ji'amework for exploring factors that can inhibit or promote 

learning and which can guide interventions with students. Tins ji'amework, the researcher 

suggests, if hand led effect ive ly and professionally, enables learners to successfull y identify 
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and utilize facto rs andlor constructs which exist within their (perso na l) phys ica l self and 

within their external learning environment which in turn he lps them fasc ilitate theu' 

(English language) learn ing smoothly and effi ciently. Contraril y, if the construc ts UI the 

framework are mi shandled , they shall abuse all the merits of effec ti ve (Eng li sh language) 

learning and will further contri bute fo r the damaging widespread of ulhibiti ve learner and 

learning barrier 

The fi'a mework o f Di lts (1990) 'eig ht- leve l' constructs is the following: 

2.5.8.1 Environment (whel'e? when? with whom?) 

The overarchiJlg context in which learning takes place has a profound effect upon learning. 

This may be the wider social, cultura l or ideologica l context or the immediate situat ion of 

the lecture or an intermed iate envu'owllental context such as the availabi li ty of peer sUppOI1. 

Students may feel excluded or inc luded by the language and content of the course. 

If their gender, etlUlicity, age group or social class are not reterred to, or are treated as 

problems then students Illay teel exc luded from the course. Students ill any kind of lllulOrity 

group can feel overexposed ; they caJ] fee l all the more self-consc ious about speaking, 

standing o ut, and espec iall y abo ut revealulg difficulties. For others, sensiti vity to light, heat 

or sll und can make the enviJO nment a difficult place ill which to learn . 

If the student 's d ifficulty is prullaril y envu"Onmental , this may be ev ident i.ll the emphasis of 

their own speech: 'r can 't learn here, now, with them, on tlus course, at thi s university, with 

that lecturer, h o m tlli s book . . . ' Lecturers can have an impact on the ir students' learning by 

the way that they manage tbe learnillg environment. What we do as lecturers, tbe type o f 

assessments we set, the tinllilg of assignments, the way we mark and o ften feedback, the 

way we present i.llto rlnation, the way we address students, the way we orientate students uno 

their learn ing, the way we design o ur coW'ses- all these and more can harness the natural 

rropensity of o ur students to learn . Converse ly, we can fu rther entrench o ur students' 

prev iously acquired inhibitio ns. We can even establi sh inhibition to learning in those who 

have always been successful befo re they reached us. 
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2.5.8.2 The Object of Leal'ning: Content (what?) 

Students may find the work load too heavy, the vocabu lary ali en or case studies at a variance 

with thei r perso na l experi ence or be lief. The importance o f learning tasks in meaningful 

ways, with appropri ate pac ing, structure, language and concrete examples fo r tbe particul ar 

learner is addressed. Changing the wo rding of a task, rephrasing instructions, or finding 

relevant examples are ways that teachers can have an impact o n learning at this leve l. 

Di fficulties Illay be detec ted in cO lllments such as ' I can't learn that', ' It doesn' t make 

sense', ' What 's it supposed to be about?' ' It 's Greek to me', ' It 's bori.ng,' ' It 's irrelevant. ' 

2.5.8.3 Behavior (what do we actuaUy do?) 

This refers to what we actually do. This might be at variance with wbat we be lieve we could 

do or what we wo uld like to do. In a widening access co ntext, tllis Jllay re fer bo th to the lac k 

of prev ious stud y practice befo re enterillg HE as well as the amount of time students Jllay 

have to devo te to the ir studies. Students may not read or think eno ugh around the subject, 

nor spend time ta lkulg through ideas with others. T llis may be a question of priorities (too 

Illany conflict ing demands on their time) or of lack o f induction ultO the HE culture (not 

rea li zing that thi s is what students are expected to do) Lack o f appro priate stud y habit s and 

not offering suffi cient tun e to study are especiall y relevant to study skill s re lated diffi cu lties. 

The emphasis in speech wo uld be o n behaviors: ' I can' t learn or do that ' 'Writing, essays is 

100 difficu lt ' : ' It takes me too long to do it. ' 

2.5.8.4 Capability (how?) 

If the difli cul ty is at the capability level, the student is like ly to put the stress Oil verbs and 

phrases expressi ng ability: ' I am not able to learn that ', '1 don 't b row how to learn that. ' 

Many students who enter H E ji'om widening access backgrounds Jllay ha ve the potential to 

do we ll, but lac k the cunent capabili ty or skills to perfo rm at their best. They have not had 

the opportuu ity to develop practiced, consistent, auto matic habitua l ski lls which they can 

perfo rlll at will. Lack of recent education or lack of prev ious educat ion success can mean 

that they are ill -equipped to b lOW how to progress; they simply do not know the next step. 

Vag ue feed back which po ints out failillgs without guidance 0 11 how to improve their work 

may add to their ti ·ustration. In such cases a training o r ' technicist' approach can be ideal: 
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scaffo ltletl learnulg , strateg ies and tips for effecti veness and effi ciency, know ledge of 

profess iona l short-cuts, activities which build competelJce and opportuniti es to put feedback 

into practice. Furthermore, ' time' can be a significant ulgredient: sufficient time to practice, 

experi mellt and deve lop habits and to bu ild up appropriate menta l schema that ass ist them as 

students. 

2.5.8. 5 Emotion (how do I feel about it?) 

Given a sate 0ppol1unity to express them, students may emphas ize the emotions that seem to 

block or encourage their learning. '1 feel like I wi ll never learn thi s', ' this irritates, annoys, 

angers, upsets, excites me' they may express the ell1o tiolJs through tears or otller behaviors. 

The emotion may be re lated simply to difficu lties with current study. 

However, there is often a throwback to earlier learniDg which was d istressing in someway. 

They might associate cunent learning with humiliation at the hands o f a teacher or the pain 

of seeing di sappointment in the ir parents' faces fo r a bad schoo l report, or even life 

experi ences suc h as bereavement , abuse or bull ying, which were linked emotionall y to key 

learniJlg events. ' I didn ' t rea lize how much I associate wri ting with a phys ica l feeling of 

pain whic h started when my father left home, sa id one mature student when comi.ng to terms 

with a lifetime of study problems.' 

On the other hand (Cottre ll, 2001 ) cOlJtinues, positive emotions can have a beneficia l effect 

upon learning. Students with poor earl y educational experience often recount the story of 

how theu' learning turned arolUld . This o ften invo lves a teacher or lecturer tak ing the time to 

expJaul what was needed to improve marks , fo llowed by a feel ing of e lation when marks 

began to pick up. A student recounted how a series o f such ulterventions led him Ii'om being 

a ' /[lil ' student to gaining a distulction and the award of 'best student ' in a co ll ege of 7000 

students. Positi ve fee lings abo ut oneself, the leaming context, the co urse and potential 

outcomes can produce very motivated students. 

2.5.8.6 Beliefs and values (wh y?) 

Our be lief systems exercise a strongho ld over our learning. We use o ur beliefs as a basis for 

actio n. Bel iefs abo ut se lf-worth and uld ividual potentia l are especial ly powerful : so me 
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studelllS have a deeply held be lief that they 'not supposed to be' at uni vers ity or that they are 

not good eno ugh. Be liefs about intelligence (' [Q ') and the causes of past underperfo rmance 

can be particular ly influential on continued underperfo rmance in higher education. Also 

signifi c<11ll are preco nceptions about the value of what is being studied students can fee l that 

onl y some subjects are worth studying even if these are not their areas o f strength or interest. 

Med ica l and legal subjects, for example, may be valued by students' fami lies whereas the ir 

personal interests and attitudes may lie e lsewhere. Attitudes and mot ivation have a very 

deep impact upon how a student prepares to study. Students whose difficulties lie on the 

belief level may revea l thi s tlu"o ugh speecb and behaviors: 'I'm not like ly to star at this 

subjec t, ' this is s so ft option: I need to focus my attention on the other modules'. ' It 's onl y a 

discussion group so I don' t need to turn up' . There may a lso be a contli ct between va lues 

and behaviors: ' mu sic is what is impoltant to me, that is what I wo uld like 10 study, but I 

need a job at the end of this, so here I am taking business studies. 

2.5.8.6.1 Cong,"uency 

Congruency occurs when yo u make a full consc ious and unconsc ious commitment to some 

outcome or behavior. Incongruence is often the reason some behaviors are so hard to 

change. When one puts their resources and energy into a goal that one is not congruent 

abo ut, some part of them wi ll fight the change and probably keep it Ii"o m happening. Dil ts 

(1990), humoro usly ca lled this part the " interna l ten"orist. " If one is congruent about what 

olle wants, it is Illuch easier to find many ways to reach one's goaL 

2.5.8.6.2 Beliefs and belief systems 

Be liefs represent one of the larger frameworks for behavior. When you rea ll y be lieve 

something, you wi ll believe congruently with that belief There are several types o f beliefs 

that need to be in p lace in order to achieve your desired goaL 

One kUld of be lief is ca lled o utcome expectancy. Tins means that you be lieve that yo ur goal 

is ac llievable. When people do n' t believe a goal is poss ible, they fee l hopeless And when 

people feel hope less, they dOIl 't take the appropriate action to ac hieve theu· goa l again . 

No Outcome Expectancy = Hopelessness 
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Another kind of be lief is ca lled 'self- efficacy expectancy. ' This means that one be lieves that 

the o utcome is possible and that one has whatever it takes ill order to reach one's goal. A 

person may be li eve that a goal is possib le fo r 'o thers' to achieve , i. e., peo ple can get over 

their problems, but not possible fo r Il imself. When the person bel ieves he doesn't ha ve what 

it takes to accomp li sh Ili s goa l, he will typica ll y tind a sense of helplessness. No self­

eftlcacy expectancy equals a fee ling of he lplessness and helplessness a lso leads to inaction. 

No selt~ effi cacy Expectancy = Helplessness 

Both killds of beliefs are essential to taking action to achieve desired goa ls. When a person 

fee ls both hopeless and he lpless, he becomes apathetic. This can present a rea l problem 

when he is worki.ng with pro blems that are potentiall y di sturbing. When one is do illg belief 

work with someo ne e lse, one may need to work with one or both of these bel ie fs. 

If yo u ask a person to rate his own o utcome expectancy and lor his sel t~ efficacy expectancy, 

you wi ll often find an incongru ity. For example, when yo u ask "Do yo u be lieve that yo u will 

recover from yo ur tililure?" yo u will frequently ge t the verbal replay "Of co urse," while the 

person is shaking their head in non verbal disagreement. If yo u wo rk with a person based 

on ly on what he 'says', yo u' ll miss half the message. When someone offers yo u an 

inco ngruent message like that, yo u want to work with the con tl ict ing parts uSillg the 

"nego ti ation Frame" to build appropriate beliefs of selt~etlicacy and outcome expectancy. 

2.5.8.6.3 How are beliefs changed? 

Beliefs are not necessarily based upon a logical ti'amework o f ideas. They are instead , 

notorio usly umesponsive to log ic. They are not imended to coincide wi th rea lity. Si.nce you 

don' t really know what is rea l, you have to fo rm a be lief - a matter o f faith. This is real ly 

important to understand when yo u are working with a person to assist him ill order to change 

Iri s limiting be liefs. 

2.5.8.7 Identity (who?) 

Co re be li efs and va lues are those which affect our identity, o ur sense of wilo we are. When 

student s encounter difficu lties, they may experience tlli s at t ile icielltity leve l: they decide 

that they are ' the kind of person who can' t learn '. They emphas ize ' I' i.l l descri ptions o f thei r 
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ditlicultie s: ' I can't Jearn it ', or even 'people like me don't come to uni versity.' The student 

may a lready identify with a particular professional outcome: they may see themselves as s 

socia l worker, doctor or altist or simply as a successful student. 'Study' can be perceived by 

peu ple as an ex tension o f their ident ity. A person may identify with he ing a good student 

because there was affirmation for being a good pupil at schoo l-or their student ident ity may 

be tbat tbey are a ' lost cause' , or 'mediocre ' or 'the clown in the group' or ' the one who sits 

at the back ' . 

The ' learning se lf' has an identity which has been forged through previous learning 

experiences, through the interpretations made of those experiences by the ind ividual and the 

pupil around them with in given contexts. Many students haven't considered what it is to be 

a student, what the ir identity as a student might be. Students ha ve varied views about 

whether they can 'create themselves ' as a new person, as a successful student and 

profess ional, to r example, or as a confident, selt~ re ]j ant adult. Many act as if they believe 

their identity, and their li ves and performance based upon that ident ity, are pre-determined. 

Cha llenging notions of fixed idelJtity can lead to significant changes in people's approacbes 

to the ir learning. 

2.5.8.8 Higher Purpose 

Higher purpose refers to overall direction and motivation, to what drives a perso n. In 

re lation to study, th.is might be the good that the student hopes will stem !i'om completing 

the ir degree: to help others, to be a ro le-model for tbeiT chi ldren, to be more i.ndependent to 

fo llow a profession that matters to them, or to improve their understanding. Usua lly, h.igher 

pllrpose will he associated with wanting good for others, with creati vity and artist ic 

endeavor or witb a person 's sp irituality. If study is assoc iated with higher purpose, the 

stude III is like ly to be wellillo ti vated and to persevere thro ugh more difficult times 

2.6 Moti vated Lea r-ning: Conceptualizing Success 

All the eight ' levels' are sites where students' learni.ng may be e ither i.1lhibited or promoted. 

Either one or severa l of these leve ls may he the main seat (s) of inhihition tor any particular 

student. These same leve ls are also the sites where learning can be promoted and mo tivated. 

However, in o rder tor students to achieve academica lly, they need to engage ill the act of 
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learning, and in order to engage they must have an attitude of relati ve willingness to pmtake. 

Self-be lief and engagement with learning are intrinsicall y linked: there is no poiJ1t engagiJlg 

with a task if there is no poss ibility of success. The more students believe they are capable 

of success, the more pos itive their attitude is likely to be, including thei r genera l wi llingness 

to engage with their own learning. Those lacking self-belief, who feel they are like ly to fail, 

tend to be unwilling to take risks and to expose what they be li eve is their ignorance or lack 

of skill . This means that learning should be structured , presented and de li vered in ways that 

ensure a reasonable chance of early success, and a belief in the poss ibility of success needs 

to be inculcated in students. 

Recent emphasis in higher educat ion has been on learning 'o utcomes' . However, when 

wo rking with struggling students, it is ev ident that a clear notion o f o utcomes is onl y part of 

the process. Indeed, even ac hievement of outcomes may not necessaril y lead to continued 

acade mic success. Early good marks do no t necessaril y reassure them unless they are clear 

why the mark is high. Low marks do not usuall y spur them on to work harder: the student 

lllay reasonably interpret the marks to mean they will never be capable of success 1I1 an 

academic co ntext, that 'widening participat ion' is not really fo r them 

2.6.1 'Take-on' Stage of Engaged Learning 

The 'take-ofT stage is a notional stage where inhibitions to learning become o utweighed or 

over- ridden by factors which promote learning so that the students become engaged with 

thei r learning, taking charge of it fo r themselves. 

For each studen t, 'take-off' will mean so methillg slightl y different. It compri ses a mixture o f 

desire, se lf-be lief, c larity about objec tives and the way to achieve these , tru st Ul the learning 

process, preparedness for the level of study, focus, detennulatioll, and a wil lingness to 

engage with cha llenge. When these are not Ul place, greater moti vation has to be provided 

by externa l incentives, such as chari smatic teaching, fUl anci al moti vation or familiar 

pressures. 

Past experiences of learning playa great part in determining how-far a student may regard it 

as wo rth while to ill vest time or to take ri sks in self-exposure in order to continue on a course 

where they fee l they are struggling. 
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'Take uff' is a re lat ive stage: it re fers not to a level of objective perfo rmance but to the stage 

where a student can engage with the objectives of the co urse witho ut support additional to 

that regarded as appropriate fo r the level of study. Typica ll y, a new degree of se lf- reli ance 

and insight into the purpose of learning is manifested by the student, acco mpanied by a 

changed re lar ionsllip to the object of learning, SO that there is a sense o f the student haviJlg a 

degree of Llmer engagement with the object of study rather than it being externally imposed. 

ntis is usuall y accompanied by a burst of energy, released when the ulhibition they were 

tack ing is overcome. Tilis energy can be redu·ected U1 to the main purpose of the co urse. 

2.6.2 Student Attitudes and Allllroaches which Inhibit Learning 

2.6.2.1 Vagneness about the object oflearning 

Students can ho ld very varied notions about what is the 'object' of their learnin g: its 

structures, log ic, goa ls, purpose, and significance may no t be ev ident to them lt can also be 

diffic ult for students to know what role they are supposed to play ill the learning process: 

where there own ideas are supposed to come in , what it means to be 'autonomo us', or 

' independent ', why commonsense is not regarded as suffic ient. 

2.6.3 Loss of Motivation 

It is very common tor moti vation to wane as a long-co urse progress. The enthu sias ms that 

students had at the beguming can duninish when study becomes diffic ul t and especial ly if 

life o utside tbe co urse presents additional difficulties. When one beco mes more expert in a 

subject, when the subjec t is both challeng ulg but manageable, the inrriJlSic interest of that 

subject becomes more apparent. Motivation increases. Students can reach the 'take-off 

pOLnt, whic h, when reached, can sustaul the effort that is requu·ed, so that the enon itse lf is 

not burdenso me. It may even be welcomed. 

Info rll1ation overload can also atfect moti vation. When students have to take ill more 

ulfo rmation than they are ready fo r, they call ' t digest it. They can begin to lose appetite to r 

the subject. The subject can then start to repel them. It is no longer an area of fasci natio n, if 

ever it was, but a monster to be evaded, den ied, repelled, and kill ed off. The subject 

becomes a matter of co ncern rather than o f imerest. From the p lace o f fear , the student 
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Illoves ill to 'survival strateg ies', in to 'getting by', hoping that nobody notices their fear and 

the ir fa ilure. 

2.6.4 Attachment to Inefficient Learning Strategies 

Sluueills Illay he co mplete ly unaware o f which leam ing styles wo ulu assist those most. They 

o ften try to reproduce the study methods that they were introduced to a school, even if these 

were not very successful fo r them. When they fail aga in , th.i s can re inforce negati ve se lt~ 

image and produce inerti a or withdrawa l. 

S tuuents can fee l tbat they are not reall y studying unless they are sittiJlg sti ll , at a desk, in 

si lellce, fo r a siJlg le sitting of two hours, worku.lg alo ne, undertakulg reading or writulg. 

Some students referred for support study very long hours, often takiJlg Ul little tbat they read, 

and are overwhe lmed by bo redom and frustration. They can be resistant to the idea of 

changiJlg the ir st ud y habits as the ir beli ef is that study is like medicule if it doesn' t hurt, it is 

not wo rking. The ' burt ' lo r study may be boredom itself. 

2.7 Student-Placement 

This researc h takes up student- placement procedures a long with the pro blems it imposes 

upon the DELL students' Eng lish language learning tho ugh the ma iJl locus lies on the 

TEFL- tuned problem, i. e. students' demonstrated leve l of Eng li sh lang uage pro fic iency. 

Nevertheless, it is hig hl y necessary to study the procedures, processes, and effects of 

Sluuelll - placement on DELL students' practical learnulg as otfi c iall y imple mented by the 

M Ulistry of Educat io n 

2.7.1 The Purpose of Student- placement 

Sk yli ne Co ll ege defines the purpose of student- placement as the fo llowi.ng: it is used to 

assure that students begul the college/university studies Ul classes Ul which they have the 

best chance of success. Haswell (2004) says that placel11ent measu res a student's reauiness 

fo r ulstruction and Oil that basis assigns the student a PO Ult o f entry with tn a curricul ar 

seq uence. Fo r many students placement i.s a high stakes rite of passage and tor teachers' 

[J lace J11ellt may tClrce li mits to their teaching since the prior knowledge alld ski ll s of the 
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stuuents entering c lassroo ms shape what a teacher can and Call1lOt teach. More so than tests 

fo r profic iency that purport to measure a general leve l of writing capability or tests of 

equivalency that may g ive a student advance credit fo r specific writing co urses, placement 

fu nct ions as a tense interface between secondary and tel1iary insti tu tions, between 

measurement of genera li zed skill s and work for specific courses often between co mmerc ia l 

interests and academic objectives. The interface is anything but stable, often in the middle, 

trying to ho ld things together. 

In ge nera l, for success fu l process of teaching and learning, the presence and use o f 

appro priate student-placement is highl y necessary. And for placement to be mo re effectively 

suppo lting of student learning, it sho uld be based on the two placement vari ables which in 

all cases wou ld be considered essential and given priori ty. The two variables are the 

fo llow ing: 

I. Students' in terest ill choosing fields of study ; and 

2 . Students' learning capabil ity and prior knowledge o r exposure they gc t ii'om theil' 

past (prior) learning; 

2.7.2 Interest for Learning a Particular Field of Study 

Students' interest in choosing a field of study could po ss ibly be e levated to a higher degree 

if they received support to deve lop positive attitudes and hence, values about the ir chosen 

fi e lds of study. Befo re students are placed into different fi e lds o f stud y, c larificat ion o f 

attitudes and va lues (not simp ly fo r all ho ur) is essential. The term "atti tude", as to Knapp 

( 1972) is defined as a person 's favorab le or unfavorable express io n to ward a class o f 

objects, situations and events. Attitudes are primari ly characterized by evaluating human 

responses. For example, if a person says that he likes to swim in c lean water, he is 

express iJlg an att itude. The expressio n of all attitude mayor may not be accompanied by the 

assoc iated ac tio n beyo nd the verbal level. An individual may stage an attitude about liking 

to swim in clear water , but Jllay swim in a po lluted lake-water because it is Jllore access ible. 

But a "va lue" is a guiding fo rce that determines the choices people Jllake in living theu' li fe. 

Va lues are co nsidered to be des irable standards which influence peoples' activities. 
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Studellts, after deve lo pi ng tllis des irable standard known as ' value', can e ffec tively pick up 

or choose the fie ld(s) o f study they wanted. According to Raths, Harmin and Simo n ( 1966) a 

'value' results h o m the sum total of 'seven constructs' operating together. Therefo re, it can 

be conc luded that students sho uld enjoy the merits of these seven co nstructs when choos ing 

a field or stud y. The 'va lue' standards are the fo llow ulg: 

1) Choos ing ji'ee ly; 

2) Selecting fro m a lternati ves; 

3) Giving tho ughtful consideration to the consequences of each alternat ives 

4) Cheri shing, be ing happy with the cho ice; 

5) Atfirming the cho ice publicly; 

6) Do ing so mething with the cho ice; 

7) DOUlg so mething repeatedly Ul some pattem of life. 

These authors contend that unless most of these constructs are operating in a situation , a 

va lue is not present. So here comes the question: Are DELL students of UoG, at least the 

majority of them, interested to learn the English language and li terature') Are they prepared 

and wi lling to take ri sks for their own learnuJg? Are they autonomOllS and uldependentl y 

wo rking') Therefo re, co uld they be successful ill the ir Eng li sh language leamulg? To fUlCl 

o ut about a ll these, it beco mes necessary to conduct tlus research so that other related 

LJuestions ami problems shall be addressed accordulg ly. 

2.7.3 Students' Capability for Leamil1g 

Students' capability for learning and prior exposure and know ledge they posses must be 

tested befo re they are a llowed to JOUl a field o f study. (They may take a proficiency test to 

evaluate the ir leve l of language profic iency and their abili ty to take up and transfo rm it into 

a deve loped out put). Accord ing to Dilts ( 1990) many students who enter HEI' s from 

widen i.ng access backgro unds may have the potenti al to do we ll but currently lack the 

capabili ty or sk ill s to perfo rm at theu' best. They have not had the oppoltunity to develop 

42 



practiced, consistent , automat ic, habitual skill s which they can perfo rm at wi ll , lack of recent 

educatio nal success can mean that they are ill-equipped to know how to progress. They 

simply do not know the next step. However, Dilts continues, in order fo r students to achieve 

academ icall y, they need to engage in the act of leaming and ill order to engage they must 

Iw ve an attitude o f re lat ive wi lling ness to paltake. Selt~ belief and engagement with learning 

are intrinsica ll y linked There is no poillt engaging with a task if there is no poss ibility of 

success. The more students beli eve they are capable of success, the more positive their 

attitude is like ly to be ulc lud ing theu· general willingness to engage with their o wn learning. 

Those lacking se lf-belief who fee l they are likely to fai l, tend to be considered at risk or 

under prepared for achieving lower academic success Ul HEI 's fo r a variety of reasons. 

Martha (1997) states that tllis group of students' ski lls, know ledge, motivat io n andlor 

academic ability are significantly below those of the " typical" students in the Co llege 

IU ni versity c UlTiculu!1l Ul which they are enrolled. In addition, Ender and Wilkie (2000) 

state that these students are likely to di sp lay any number of other characteristic s such as low­

academic se ll ~concept , unrea listic grade and career expectations, unfo rced career o hjectives, 

ex trinsic mot ivation, external locus of control, low self-effic iency, inadequate study sk ills 

fo r co llege success, a belief that learning is memorizing and a h.i story of passive learning. 

Ender and Welkie (2000) have also said that At-ri sk students may be those who have made 

poor choices or decis io ns that impacted negative ly on their academics , or may be ad ult 

students who return to llig her education after an extended absence, or students with 

academic or pbysical limitations not identified befo re enrolling UI hig her educat ion 

ulst itu tions. 

Han ner ( 1998) states that a famo us research can·ied out in the second half of the twentieth 

century by Gardner and Lambert suggested that students who te lt most warml y about a 

language and who wanted to integrate iJ1tO the cu lture of its speakers were more hig hl y 

motivated (ami learnt more successfu ll y) than those who were on ly learn ing language as a 

means to an end (e. g. getting a better job) . In other worcls Integrative l11ot ivat ion was 1110re 

powerfu l than [nstrullle ntalmotivatiol1. But whatever kind of 1110ti vatio n students have, it is 

c lear that hig hl y 1110tivated students do better than ones witho ut an y mo ti vatio n at all. Real 

motivation co mes Ii·om with in eac h individual. 
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The underl ying phi[osopby behind motivat ion is that students who are prepared to take 

respo nsibi lity fo r the ir own [earning (by stud ying in their own time, do ing homework , 

thinking carefull y about what wo u[d be best for them) are good [earners. Good [earners, in 

other words, don' t j ust wait to be taught. Students need to be aware that one cannot teach 

those Eng li sh unless they themselves are prepared to take some o f the strain. Learning is a 

partnership between teachers and students. 

As to Harmer ( 1998) good classroom [earners show so me of the 1'0 [[owing [earning 

characterist ics: 

-A will iJlgness to li sten: good [earners listen to what is go i.ng on-not just in the sense of 

paying attention, but also in terms of really li stening to the Eng[ish that is being used, 

soak ing it up with eagerness and intelligence. 

-A will ing ness to experiment: many good [earners are not aii'aid to ' have a go'. They are 

prepared to take ri sks, to try things out and see how it works. Of co urse not all successfu l 

language [earners are extroverts, but the urge to use the language (lo ud[ y or quietly) is an 

important one. 

-A wi[lingness to ask questions: although so me teac hers can become irritated by students 

WhD are CD nstant[ y asking diffi cult (and somet imes irrelevant) questio ns, the urge to find OLlt 

why is part of a successfu l [earner's equipment. Good teachers ii'equent[y invite students to 

ask if they don ' t understand so mething. Good learners do tlus, judging when it is 

appropriate to do so and when it is not. 

-A wil li ngness to thin k about how to learn: good learners bring or invent their own study 

sk ill s when they come to a lesson (and/or when they stud y o n their own). They think abo ut 

the best way to write vocabulary in their own wo rdbooks, for example, the best way to read 

a text (s[ow ly, translating every wo rd? Or quickly, trying to get a general understanding?) , 

the best method of drafting and re-drafting a piece of writiJlg. 

- A wil[ ingness to accept cOITection: good [earners are prepared to be con eeted if it helps 

them. They are keen to get feedback ii'om the teacher and act upon what tbey are w [d. But 

tlus o nl y works where teachers are able to offer constructive critici sm rather than castigating 
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them for be ing wro ng. Gi villg leedback invo lves praising students for things they do well, 

and otlerulg them the ability to do things better where they were less successful. 

2.7.4 Level of Leame r' s ' preIJaredness' 

A key issue is find illg all appropriate match between the entrant's readiness fo r a particu lar 

course/ program and the leve l of preparedlless req uired fo r that co urse/ program (Co ttrell , 

200 1). This means that courses/programs need to be very clear abo ut what they require and 

be able to convey th.i s to applicallts and to feeder courses. 

Some of the di fficult ies students encounter on the ir degree course can be traced back to 

admissions and ear lier. Many people apply to university befo re they are read y fo r HE! study. 

Some students entering HE! repoJ1 that they were effec ti ve ly absent fro m schoo l, because of 

truancy. However brig ht they may be, the skills and knowledge gap is generaLly too great for 

them to make up Ul o nl y a few months. Unfortunately, students may hide thi s h.i sto ry prior to 

ellt ry as they want to get through the degree process quick ly for fin ancia l reasons: once the 

student has been accepted, they expect the university to he lp them to make up the deficit: 

They accepted me. They are the professionals. Now it ' s their job to get me through.' 

Moreover, access courses; alt ho ugh they may take adults returning to study a lo ng way Ul a 

very Sh0l1 time, do no t necessarily prepare students for the learning envirollme llt they may 

enCOLUlter in HE!. Students used to classes of 12-20 students can find it a great shock when 

they are mere ly o ne of 300 students in a lecture theatre. They may be used to asking 

questions whenever they do not understand, and this mig ht not be poss ible in the larger 

teaching contexts of 11igiJer education. 
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CHAPTER THREE 

METHODOLOGY 

3.1 A Case Study: Reasons for Adollting It 

From among the qualitati ve research designs such as the ethnographical study, 

phenomeno logica l stud y, grounded theory study, and content analyses, the researcher opted 

to use a case stud y method because it allowed the researcher to test the leve l of students' 

Eng lish language pro fi c iency, the influence of student-placement on students' English 

language learning aIJd to investigate when and why and how Dilts ( 1990) eight-leve l 

co nstructs/vari ab les are funct ioning as inhibitive learning fac to rs and/o r functioni.ng as 

moti vati ve learning factors on students' English language learning. Leedy and Orl11rod 

(2005) colJtend that a case study he lps a researcher to test the va lidity of certain 

assumpt io ns, claims, theories, or generalizations within real-world contexts (P.1 35). 

Another reason fo r se lecting a case study was that it can be used in co mbination with other 

methods (Te lli s, 1997) and make the researcher draw data from many so urces. Nunan 

(1 992) states: "A Case study research design uses a range of methods fo r coUecting and 

analyzi.ng data, rather than be ing restricted to a sing le design. As a result o f plurality o f 

methods used , a little known or poorly understood situation can be brought to light because 

the study centers on one or a few individuals where the research fo llows the individ ual or 

indi viduals over a re latively long period of time wlnle monitoring or traci.llg so me aspect of 

language deve lopment "(Brown, 1998). 

3.2 Particillants ofthe Study 

The uumber of the Department of Eng li sh Language and Literature (DELL) students who 

are placed iJJ 2008/09 is 244. Therefore, an increase in number is o bserved now. For the last 

four years 150 students were being placed. Amo ng these 244 students, 15 partic ipants have 

taken part ill the pilot testing process; 30 studeots have sat tc) r the two equi va lent Engli sh 

language profi c iency tests wh.ich is given to deternllil e the re liability index of both tests. 
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3.3 Research Site 

Though there are other uni versities such as Hawassa University, Mekele Uni versity , Addis 

Ababa Uni versity, and Arba Minch University offering similar non-teaching programs at the 

time of conducting thi s research, the researcher prefeITed to conduct thi s research with the 

DELL students at the UoG fo r the so le reason of place- proximity. 

3.4 Pilot Study 

The researcher purposefully identified the five instruments he sho uld use in hi s research. 

3.4.1 The English Language Proficiency Test 

The researcher beli eves that the students who join the DELL show low level of English 

language proficiency skills. It therefo re has come reasonably important to conduct the 

Eng lish language pro fi c iency test ill order to check that thi s is the case. For these and other 

re lated reasons the researcher was advised to design an Eng li sh proficienc y test which 

basica lly but di screet ly focuses on the three practica l English language skill s, namely, the 

granunar, the vocabulary and the reading ski ll s, which on academic gro unds, could be taken 

for an equi valent! parall e l test to the Michigan University's Engli sh Language Pro ficiency 

Test (TEST B) which was o tfered to the researcher by one o f the PhD upgrading session 

assesso rs who was fOrlnull y and o fficially ass igned by the DGC fo r the purpose of assessing 

the research work at that level. 

The Engl ish language proficiency test fo rmat is the fo llowing: 

1. The Grmllillar sec tion -- (40%) 

In thi s section 40 grammar questions (each marked o ut of 1) with fo ur multiple choice 

answers to each question are provided which again altogether appear to be 

equi va lentl y viahle with the Michigan 's test granU11ar section. 

2. The Vocabulary section -- (40%) 
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In this section too, 40 vocabulary questions (each marked o ut or I ) with four mult iple 

cho ice answers to each question which are believed to measure up to the expected 

Eng lish lang uage learner level. 

3. The Read iJlg section -- (20%). Tlus read ing section has fo ur different readulg 

materi als whi ch are marked out of fi ve (5%) each and wluch are so mehow simi lar in 

colltent and form with each other. The three sections (sec tions I , 2, and 4) are 

reading passages containi.ng five questions with four multiple choice answers each. 

But section 3 contai.ns five questions ill sentence forms and students are asked to 

idelltify o lle sentence from the fo ur multiple cho ice answers which is simi lar III 

mellning wi th the question more than the other possible ones. 

3.4.2 QuestiolllJail'e Items 

The researcher also prefen ed to use the merits of questionnaire items ill tbe pilot study. The 

open-ended questiOLlllaire system, espec ial ly, is a very appropri ate device as it invites an 

honest, personal comment Ii'om the respondents. The opeu-ended questiolU18ire system 

simply puts the questions and leaves a space (or draws lines) fo r a Ii'ee response. 

An open-ended question can catch the authenticity, richness, depth of response, honesty and 

cllndor o f a qua li tative data . Despite different linutations and problems, the space provided 

to r an open-ended response is a wUldow of 0ppoltunity to r the respondeuts to shed li ght on 

problems posed. Thus, an open-ended questionJlaire system has much to recommend it 

(Co hen, ManJlion and Morrision, 2000). 

The questio llllaiJ'e items des igned in this research are 15 iJl number and the purpose for their 

designi ng is that they are wanted to renect the participants' react ions and responses to the 

kiJld of p lacement used by the MoE and to learn abo ut the partic ipants' overall experiences, 

attitudes, view poims, etc., ill relation to Dilts (1990) eight- level constructs. 

3.4.3 Focus GroLlP Discussion 

The researcher a lso preferred to use tlus di scussion format to others tel r the reason that the 

reliallce is 011 tbe interaction within the group who d iscuss a topic (5) supplied by the 

resea rcher (Morgan, 1988). Hence the participants interact with each other rather than with 

48 



the interviewer, so that the views of the participants can emerge. It is from the interaction of 

the group that data emerges. 

Focus group di scuss io ns are contri ved settings bring ulg together a specifical ly given topic. 

Their contrived nature is both theu' strength and theu' weakness; they are unnatural settings 

yet they are ve ry focu sed on a particular issue and therefo re, wi ll yield in sights that might 

no t otherwise ha ve been available in a straight forward ulterview. Other advantages 

cons idered by the researcher are that they are often quicker than ulClividual interviews and 

in volve minimal disruption. 

Focus gro up disc ussio n can easil y be triangulated with the questionnaire and observation 

and more is that it gives basic ideas to pm1icipants abo ut the topic(s) if it is conducted before 

the questionnaire and o bservation sequences. 

The researcher as reco nunended by Leedy and Ormrod (2003) used 12 participants for the 

focus group di scussion taking abo ut one hour. 

3.4.4 The Observation 

The researcher believes that observational data are attracti ve as they affo rd the re searcher 

the opportunity to gather ' li ve' data from 'live' situations. The researcher is g iven the 

o jlportunity [() look at what is taking place Ul situ rather than second hand (Patto n , 1990). 

This enables researchers to understand the context of programs, to be open·ended and 

inductive to see things that mig ht otherwise be unconsciously mi ssed, to di scuss things that 

participants mig ht not ti'eely talk about Ul ulterv iew situations, to move beyond perception­

based data and to access personal knowledge. Because observed incide!1ls are less 

predictable, there is certain ti'eslmess to this form of data collection that is o ften de ri ved in 

other forms, tor example, a questionnaire or a test. 

3.4.5 Sco re-grade Data Tabulation 

The researcher asserts that tll is is one of the iJl struments Wllich could offe r concrete ev idence 

0 11 the proble ms created upon the DELL students English language learni ng, and visualize 

the acadamic merits o f usil1g 'student-interest ' and 'student- capability' on iJ1dividua l-co urse­

hasis when placi ng student s into different fi e ld s of stud y ul stead o f usulg added up, total 

49 



score-grades wh.i ch wo uld never represent or display students' speci fi c academic interests 

and/ or capabi I itie s 

In thi s section, the researcher co llected score-grade documents of 15 studellts Ii'om the 

DELL, the Medicine Faculty and from the Socio logy Department and even tua ll y tabu lated 

them to learn about the results. 

On this respect, tbe researcher investigated the score-grades of Engl ish, Math 's and the SAT 

test which they scored at the end o f their preparatory program. This is pract iced following 

Gardner's ( 1993) Mu ltip le iute lligence theory which states that tho ugh areas of intelligence 

are more than nine, fo r the time it is recommendable to consider the three intelligence areas 

(Language, Math 's and Scho lastic Aptitude Test (SAT» to detennine whether (a) students 

(s) should manage to be placed into this or that field of study. 
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4.1. An Overview 

CHAPTER FOUR 
THE PILOT STUDY 

The term 'pilot study ' refers to mini versions of a full scale study (a lso call ed 'feasibility' 

study) (Po lit et al (200 I) as well as the specific pre-testing of a particular research 

instruments such as tests, questiollnaires, interview schedules, etc,. (Baker, 1994). In the 

words of De Vaus ( 1993) "Do not take the risk, Pilot test first " 

A pi lot study in vo lves small-sca le testing of the data co llection methods and procedures that 

the researcher plan s to use in the main study, and revi sulg the methods and procedures 

befo re they are launched or become operational based on what the testing reveals (Alderson, 

Clapham and Wall , 1995). 

The researcher conducted the pilot study 011 one uni versity department (DELL of UoG). 

The Unive rsity was used as a prov id ulg ground fo r answering the researcher's questions. 

Therefo re, as a way of de visulg a pilot study, the Eng li sh language profic iency test, the 

ljUesticlilnaire items, the focus group discussion questions, the observation checklist and the 

score-data tabulatlo n checkli st were deve loped for appraisal. 

4.1.1. Reasons for Pre-testing 

Although item writers may think they know what an item is testing and what the correct 

answer is , it is not poss ible to know bow it wil l work until it has been tri ed out on students. 

However wel l des igned all examination may be, and however carefull y it has been ed ited, 

they canno t anticipate the responses of leamers at different levels of language abil ity. Even 

experi enced language teachers and testers are often unable to agree about what an item is 

testing (A lderson, 1995). 

The term pre- testing refers to all trial s of an examination that take place before it is 

launched, or becomes operational or ' live' as some put it 

Theretcn e, after determining the face valid it y index (i.e., the surface cred ibility or public 

acceptabili ty index) the pilot test was administered tor the purpose o f improving the 
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effecti ve ness o f the research instruments because modification can be made befo re they are 

used in the ma in study (De Vaus, 1993) 

In liJle with th is, the p ilot test was given to 15 students who are simi lar in backgro und and 

level to those who will take the final examill ation, and then again , tor the purpose of 

determining the re li ab ility i.ndex i.n two ways, i.e., a) by using the Rank Order Correlation 

to rmat ( i.e., by corre lat ing the two equi valent tests) and b) by using the Kuder- Ri chm·dson's 

( K-21) to rmat, to r these large numbers are not necessary, but if there are at least 20, so 

Ill uch the better (Alderson, 1995). This pilot test which was conducted in thi s research at thi s 

leve l ( i.e., after the pre- test is administered) was g iven to 30 of the research participants 

(other than the firs t 15 pmticipants who too k the pre-test) to r the so le purpose of 

determiu ing the reliabi li ty iJldex of the two equivalent tests. 

The foll ow in g tab le shows the first pilot test' s (feasibility index) overall result 

conducted all 15 DELL research participants who entered to the UoG in 200812009 

Acaclemi c Year. 

Table-l The first Pilot Test's Score-grade Results Frequency Ratio 

Grammar Vocabulary Reading Total 

17 16 12 45 

21 16 12 49 
25 18 14 57 
15 10 8 33 
14 5 10 29 
5 13 7 25 
18 13 5 36 
19 14 5 38 
19 10 9 38 

23 18 4 45 
23 12 2 37 
15 6 4 25 
13 11 5 29 
13 8 8 29 
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Figure - 2 The Grammar Score-grade Fl'equencies 

Standard deviation = 5.03 

Central tendency ~ 17.06 

Average score = 17.06 

Range (20) Dispersity o f scores = 5-25 

10 Grammar l 

21 23 

Figure 2 (the grammar section) shows that the highest score is 25 out of 40% ( by 1 student) 

and the least is 5 (hy I), 4 test pmtic ipants have scored more than the half line score i,e. 21 

and 25 by one student each, and 23 by two students. The rest of the students scored simply 

below the ha lf line. Though the nominal range is 20 and the dispersity of scores between 5 

and 25 , the real range must be 13 fo r the reason that 5 is scored on ly by one student and 

therefo re the d ispers ity between 12 and 25 fo r the scores have assumed a homogenous 

c luster The standard deviat ion is 5.03 very c lose ly occurrillg near to the vertical start, line 

signifyulg tllilLlre. 
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Vocabulary 
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Figure 3- The Vocabulary Score-grade Frequencies 

Standard deviation = 4.36 

Central tendenc y = 11.66 

A verage sea re = I I. 66 

Ra nge (3) Dispersity of scores = 5-8 

10 Vocabulary I 

Figure 3 (the vocabulary section) shows that all of the students have scored straight be low 

the hal f liJl e score. The highest sco re is l7 scored by onl y two and the least score is 4 which 

is scored by a lso two students. The range is 13 and the di spersity ratio is between 4 and 17 . 

Therefo re it can be concluded that the score cluster is homogenous. The standard deviat ion 

is 4.36 which show failure as it is viv idly very close to the vertical starting line. 
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Figure-4 The Reading Score-gr'ade Frequencies 

Standard deviation = 3.49 

Central tendency = 7.66 

Average score = 7. 66 

Range (2) Despersity of scores = 1-- 13 

I I] Readingl 

19 21 23 

Figure 4 (the reading section) shows that the only 3 studellts have scored above half out of 

20%. I student scored 13 and 2 other students scored II. The rest of the students scored 

straight be low the half line figure 10. The highest score is 13 and the least score is onl y I , 

therefore the range is 12 which give a homogenous nature to the score line. The standard 

dev iation is 3.49 which prove that the end result of this section is fai lure. 

4,1.2. The total stati stical ratio of the pilot study 

The fo llowi.ng to tal statistical data is obtained from the three pro fic iency test statistica l 

results of the pilo t study, i.e., Ii'om the grmmnar, the vocabu lary and the reading tests. 

The Standard dev iation=9.26 

The Central tendency= 36.64 

The A verage score = 36. 64 
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Range (32) Dispersity= 25--57 

Tho ugh the basic o bjective of the pilot test is to show the viability o f the test instrument by 

determining the test's face and content va lidi ty and the required re liabil ity index, the pilot 

test' s overa ll resu lt a lso signifi es that the test participants are somehow unprepared and 

incapable to successfull y learn the Eng li sh language. The highest grade sCQl'ed Ul tlli s test is 

57 out of 100% and the /i'equency is only I. 49 are sCQl'ed only once and 45 are scored by 

two pmtic ipants. The rest o f the test pmt icipants (I I of them) scored between 25and 38, with 

a homogeno us range of 13. The Standard deviation of the test is 9.26 and the Central 

tendency (the Average score) 36.64. The standard deviation ratio fa ll s be low the mean 

therefo re, it shows the total failure poss ibility o f the test pmlic ipants. 

4.1.3. Reliability 

If the same test is g iven to the same students several tunes, it sho uld probably be to uDd out 

that the students wo uld not always get exactly the same scores. Variations may be caused by 

' true' or systemat ic di fferences such as the students' improvement iu the skill be ing tested , 

and other unsystematic changes caused by 'errors', lapses in concentration, or distracting 

nOises Ul tbe hall. A perfec tl y reliable test wo uld measure only systematic changes 

(Alderso n, 1995). 

Reliabi lity can be estimated in various ways. The classic way is, the test-retest reliability, 

Wllich is to gi ve a test to a gro up of students, and then g ive the same test again to the sallle 

people immediate ly afterwards with the assumption that the students will have learnt 

nothing Ul the meantime and that if the test is perfectly re liable, they will get the same scores 

on the first and the second admin istration. Fairly o bvio usly, tlli s is impract ical fo r reaso ns 

such as gettulg accustomed to the test method and or /i'om suffer ing Ii'om ex haustion or 

irri tatio n. Ano ther way of assess ing test re liability is to assess paralle l-test re liabi li ty, which 

invo lves correlat ing the scores Ii'o m two very similar (parall e l) tests. Tllis test method is 

pract icall y conducted ill thi s research by cOITe lating the scores of the two tests with 100 

objecti ve type questions each d ivided uno three sections, one a standard test (Test B) Ii'om 

the Mic higan Uni vers ity and the o ther designed by the researcher fo llow ing the instructions 

ami much of the content o f the standard test by assuming the Rank Order Con elation test 
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No 

I 
2 
3 
4 
5 
6 
7 
8 
9 
10 
I I 
12 

13 
14 
15 

16 
17 
18 

19 
20 

2 1 
:21 
23 
24 
25 

26 

27 

28 
29 
30 

fo rmat and then extending the process further by employing the Kuder- Ric hardso n (KR) 21 

fo rmula as fa llows: 

The follo wi ng table shows the reliabi lity index of the two equi va lent/para lle l tests (The 

Mic higan Un iversity TELP (TEST B) and the TELP designed by the researcher) when 

cOlTe lated with each other given to 30 DELL students in a space o f a week (using the Rank 

Order Con·elat ion format): 

Table- 2The Ra llk- Orde,-- Correlation Table of the Two Eq uivalent Tests 

t\HELP MTELP TELP TELP D LeI- (X-M) (X -M)" 
Scores TesL R(Ul k Scores Tesl R,mk 
58 I 45 3.5 2.5 6 .25 10.87 I 18-16 
50 2.5 43 5 2.5 6.25 8.87 78.68 
50 2.5 38 8.5 6 36 3.87 14.98 
47 4 .5 37 10.5 6 36 2.87 8.24 
47 4 .5 30 17.5 13 169 -4. 13 17 .06 
46 6 57 I 5 25 22.87 523.04 
45 7 33 14.5 7.5 56.5 - I. 13 1.28 
44 8 30 17.5 9.5 90.25 -4. 13 17.06 
43 9.5 45 3.5 6 36 10.87 11 8. 16 
43 9.5 49 2 7 49 14.87 22 1. 12 
42 II 36 12.5 1. 5 2 .25 1. 87 3.50 
41 12 42 6 6 36 7.87 6 1.94 

40 13.5 30 17.5 4 16 -4 . 13 1706 
40 13.5 41 7 6 36 6.87 47 .20 
40 13.5 36 12.5 I I 1. 87 3.50 

36 16.5 38 8.5 8 64 3.87 14.98 
36 16.5 37 10.5 6 36 2.87 8.24 
35 18 29 2 1.5 3.5 12. 5 -5. 13 26.32 

34 19 3 1 16 3 9 -3. 13 9.80 
33 20 33 14.5 5.5 30 .25 - I. 13 1.28 

32 2 1. 5 30 17.5 4 16 -4. 13 17.06 
32 2 1.5 25 24.5 3 9 -9 . 13 83 .36 
30 23. 5 29 2 1.5 1.5 2 .25 -5. 13 26.32 
30 23.5 29 2 1. 5 I.S 2.25 -5. 13 26.32 
27 25 25 24.5 0.5 0 .25 -9. 13 83.36 

26 26.5 24 26.5 0 0 - 10. 13 102.62 

26 26.5 24 26.5 0 0 - 10.13 102.62 

25 28 20 28 0 0 -14. 13 199.66 
24 29 2 1 29 0 0 -1 3.13 172 .40 
22 30 19 30 0 0 - 15.13 228.92 
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Major keys of column headings of the above table a1-e the following 

MTELP= Mic higan Test of Engli sh Language Profi ciency 

TELP = Test of Eng li sh Language Pro ficiency 

4.1.4. The Rank Order Con'elation Formula and Data Analysis 

The fo llowiJlg is the re li ability iJldex formula used fo r the above cO lTelation data table of the 

two equi valellt tests: 

The fonn ula is the fo llowiJlg: 

rho = 1- [ 62:d2 ] 
N (N2_1) 

rl1o= correlat ion coeffi cient (index), 

L = the SLLm of all the test scores, 

cI= the difference between the two rank orders, 

'= the number of partic ipants in the two tests. 

Therefo re, rho = 1- [ 62:782.5Ql 
30(302- 1)j 

rho = 1- ~69650J 
l]6970 

rho =1-0. 171 

rho = 0.83 

Therelure, the Rank Order Con·elation reliability index, which is the 0.83, ratio was found to 

be a workab le index which conflates the acceptability characteri stic of the two tests and 

whic h a llows the researcher to confidently administer Ilis test. 

58 



4.1. 5. T he K udel' Richa rdson 's (K-21) Correlation Formula a nd Data Analysis 

The re liabil ity index of the ELP test designed by the researcher is a lso determined by llsing 

the Kuder-Richardso n (KR-2 1) fo rmula. 

The fo rmul a is: 

R= 

Where, K= the number of items 0 11 the test, 

R = test reliability index, 

X= mean of the raw scores ii'om the test, 

s= variance of the scores hom the test, 

Where again, 

R= 

R= 

R= 

R= 

[~- l J 
G ~~- l J 
COl] 

~ O IJ 

G" -x .ck:.&l J L ks 

~-34 13 (l00-34.13)] L IOOx27.25 

[
33. 13X65.87J 

2725 

G1 8227] L2725 

R= ( 1.0 1) x (0.80) 

R= 0.8 1. 

Therefore, the Kuder Richardson's (K-2 1) Correlation format has produced tbe fo llowing 

reliability index which is 0.8 1, proving it to be an acceptable rate with which the researcher 

co uld depend on to admini ster Iu s test in the maUl study to come. 
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4.2. The Questionnaire 

The researcher was convinced that the questionnaire items approach must assume the open­

ended format to r that the participants could justify the ir answers, views, bel iefs, 

assumpt ions, etc. , though this method wo uld be difficult when the time comes lo r coding 

and analysis. However, 15 questions were prepared and 15 copies printed o ut and were 

given to 15 pmticipants wbo joined the university in the year 2007/2008. (A II the lour pilot 

test instruments, other thall the English language proficiency test wllich is revised and given 

in 2008/2009 Academic year , were conducted in 2007/2008 Academic year. ) 

The researcher des igned benchmark s for coding and categoriz ing questions as per their 

purpose. Fo r thi s, Dilts (1990) eight-level constructs and Student-placement procedures 

were set. The reaso n to r thi s is tbat eight questions out of the who le of the fi fteen questions 

refer back to these constructs as the eight-level constructs are now serving the researcher as 

a research model tor Eng li sh language learlling in contextuali zed situations demonstrating 

either the inhibitiveness o f situations, people, culture, etc , or the mo ti vationa l contri butions 

of them on stlldents' learning. Seven questions again refer back to the student-placement 

problems which is one of the research questions of this study. 
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4.2.1. Coding and ana lysis format 

Tab le Three- Benchm::.rks for Questionnaire Items 

Li st of variables measuring students' responses to qu estionna ire items. 

Q. The object 
Be li efs and Higher 

No EnvirO I1Jllent of Behav ior Capabili ty Emotion Identi ty Pl acement 
values pu rpose 

leanung 

1 Environment 

2 EnvirOllillent 

3 Content 

4 Behavior 

5 Placement 

6 Pl acemen t 

7 Beli efs 

8 Capability Identity 

9 

10 Capabili ty Identity Placement 

II PI £Icemen t 

12 Placement 

13 EnvirOlUllent Capabili ty Be li efs Placement 

14 Capability Identity Placement 

15 Environnlent Pl acement 
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4.2.2. Coding and Analysis 

Questionnaire items and Responses analyses fo rmat 

-- Quesriol'l /- do YOli Ihink that social and cultural contexts (situations) play a role 

positively or negatively on your learning ? 

Respo Jlse-(Tllis quest ion fall s into the Environment benchmark 0 I' Di Its ( 1990) model. ) 

Eight students responded by saying that the environments negati ve influence is inev itable 

espec ially tor students who are strange fo r the place. But other seven students responded 

diflerentl y saying that enviJ"OllInental situations all over Eth.iopia are almost similar, so they 

can not create significant problems on our learning . 

-- Que.llion 2-do you feel excluded (feel lonely) if' you could not get peer support on your 

learning ' 

Response - (Tllis also fall s to the Environment benclunark of Di lts (1990) .) 

Nine students said they have deve loped the habit of working alone, so they wou ld not feel 

exc luded. But the rest of them said that as they are told E ng li sh language learning needs 

peer- support, therefo re, they have to work together. 

-- Question 3- what would you f eel if' you find the work load (tasks) too heavy, and the 

vocabulary unfc/l1/iliar to you in the learning process? 

Response- (This question fa ll s into the Object of learning (Content) benc IUllark.) Almost all 

studems said that they will ask the teacher for explanation. Dil ts (1990), on thi s point has 

said that tasks should be fi-amed in meaningful ways, with appropriate pacing, structure, 

language and with co ncrete examples_ 

-- Quesliol'l 4- do you experience lack of study habits for the English language learning 

b~f'ore.ioining UoG ? 

Response - (Thi s fal ls iJlto the Behavio r benchmark of Dilts (1990)- Almost 11 participants 

have writtell that i f they were placed into departments otller thall the DELL, they wou ld no t 
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idea say ing that there may be times which we loose hope, but the other three did not write 

the ir responses. 

--Question 9 - what is your own pltlpose for your own learning: Is it to get a degree: 

To help olhers:) To be //"Iore independent: To follow a projession the/lll/otters 10 you ! 

Response - (Tlli s goes to the h.igher purpose benchmark of Dilts (1990). 

Eight participants said it is to get good salary; fo ur said to be independent of others, two of 

them sa id to he lp the ir hUl1i lies, and the last Olle said to get a degree and fee l good. 

--Question 10 - how do you explain your willingness (interest) to learn in lhe classroom : 

Response- (This is an opinio n of Di lts ( 1990), which willingness represents imerest fo r 

learning and without it there wi ll be no partaking in the process of learning, and if there is 

no partaking there will be no success ill learning. At the same tillle it could go to the 

Placement benchmark. Eight students responded that they do not know how they are to learn 

because of their di si.11lerest to the department, five partic ipants said that they will try to do 

what they can do , the rest to sk ip the question. 

-- Questiou I I -Are you happy that you are an E/lglish !wll1 uage stud,ent:' Are you salisjied 

with your learning : ~" ". _ I _.'~fl'~' 
~~ ~1,2!lL~.:£) _ ~-

Response- (This goes to Placement bencJunark). All of them responded that they are not 

happy. 

-- Question 12- do you lhink thar these student- placement procedures ajf"ect your English 

langlwge learning? 

Response- (Thi s is a P lacement benchmark) All of them wro te 'yes'. 

-- Question 13- please des("l"iIJe some factors which inhibit or motivale your language 

learning. 

Response- (This is e ither a Placement or Dilts (1990) benc llmark) .A II partic ipants 

respo nded that the placement procedures play inhibitive ro les on the ir learnillg ; alld fo r the 
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MorivatiJlg fac tors, they l11entioned job oppoltlUliti es, high sa lary, and two partici pallts 

added that speaki ng the language fluent ly as the native speakers do. 

--QlIeslion- 14 10 what do you attribute your success or your ./Clilure in the process of' 

English language leaming ! 

Response- (Tllis wide ly goes to the Placel11ent benchmark) Seven partic ipants said there will 

be no success witho ut interest and the rest of thel11 mentioned sa lary, hav ing a degree, job 

opportu ni ty. For tlleir fa ilure all of them again mentioned MoE's P lacement procedures. 

--Question-15 Are you pleased with the place, enviromnent, culture, language, distance 

and others where you are now learning? 

Response- (This is a quest io n o f Placement). All of them said 'yes'. 

4.3. Focus grou p discussion 

The fo llowing is a questio n- response format conducted between tbe iJlterviewer and the 15 

research-participants usiJlg tbe 15 questions designed for the focus gro up di scussion. 

Ql - Whilf do YOLI th ink is student-placement and its procedures ~ (They asked for help 

and Ihe interviewer offered them). 

AI) Research-participants reached agreement that placement is a process that 

departmellts or fac ult ies ass ign or place students using some kind of criteria. But all of 

them comp lained that the MoE or the UoG do not ha ve appropriate cri teria fo r 

placement. 

Q2- Are you suti.lfied with MoE 's placem.ent procedures concerning you and sO/'l1.e of your 

./i'iends! 

A2) No , we are not satisfied. All of us are placed in to the DELL by the will of tile 

Reg istrar's office o f the UoG. 

Q3 - Tell us abol/( the variables of placement procedures such as your interest fo r learning 

and yOl/I' (upobilirv to parrake in the English language learning process. 
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A3) thi s placemelll process at UoG did not show any concern to o ur illlerests and 

capabili ties fo r Engl ish language learning. We are not interested to learn the Eng li sh 

Language. 

Q 4) \IIhat \lias your basi(' interest/'or learning be/are you were placed into the DELL by 

MoD 

A4) llllerests vary, such as: Law, Business and Economics, Sosa, Polit ica l Science, etc . . 

(. No single student has shown interest to the DELL). 

Q S-Is there any change nO\ll in you in tenns of success or/clilure! 

AS) They said that they do not think there will be any success tor the reason that they are 

to rced to jo in the DELL. To change and develop in learning, interest and capabi lity (tor the 

fi e ld of study on the pall of students) must be there. (Students reported that as they have no 

prior experience on the Eng li sh language learning, no one should expect success.) 

Q 6- Do you like to work with peer groups? (Exchange in/'ormation with others by 

('ommunicating in class and out of class) (This goes to the Environment benchmark) 

A 6) Four partic ipants reponed that they prefe lTed to jo in departments like Geography, 

Socio logy, ancl o thers because they feel that they are good at reading and memoriziJlg. 

But in English language learning, we are told that we sho uld speak, li sten, read ancl 

write in the c lassroom acti ve ly. TIns is so mething lUllikely to be practiced by us uow. 

But two participants say that they can develop thi s active learning method if they try 

hard. ExchangiJlg informatio n is reaUy good for life and we ha ve to make it. 

Students, especia ll y who prefer to study or work alone, have said that they fear that 

they wi ll be in difficulties. 

Q7- What will you do if' you do not have peer groups or the envirOl1lnent (physical), th e 

al'Cldemic, political and social situations could not give you a ('01'1'1/'011.'1 (Thi s goes 10 the 

Envirol1ln.enl bellchln.ark). 

A 7 -The very thiJlg they stated here was that instructors who are teaching iJl the DELL 

are so harsh; they never g ive grades above C. And many o f the students in the DELL 
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ha ve been di smi ssed (SO to 90 out of 150 students thro ughout the three years of 

learning) . 

Other situatioDs like the po li tical, social, cultural, and others wo uld not be that diffi cult 

for the reason that most places where universities are located allover Ethiopia 

exper ience almost simi lar situations. 

Q8- Do you feel alien (strange, not familiar) with the culture and language llsed here' 

( This goes to the Enviromnent benchmark. ) 

AS) One participant said "0 1 Yes" I came fro m the Oromo reg ion and I can't speak 

Amhari c so good that I do not fee l comfortable when I communicate with others. 

Others did not take thi s point as a serious matter though they recogn ize the presence of 

difficulti es. 

Q9- Do Y OIl believe that Y OIi are rightly placed to the DELL and can successfully participate 

in the learning process? 

A9) Almost all sa id "No" and the reasons given by them are the fo llowing: 

- Our interests fo r departments are different from the DELL 

- We do not have eno ugh prior knowledge for successful English language learning, 

- We are Ii"ustrated that even after graduation (if we could graduate) we are told that we 

won't get jobs. Only few grad uates have been employed as teachers up to now as we 

are informed. 

QiO-Do you/eel (hat you do lack appropriate study habits and skills as aforln ofa previous 

learning experience.' (This goes to Behavior benchm.ark) 

AIO) the majority have accepted that they have been do ing differentl y fo r their own 

learnillg purposes. They were highl y teacher-dependent learners and book- dependents, 

and they preferred to work alone. So it is clear that they lack the active language learning 

habits and skill s. This is one of their po ints of Ii"ustration. 
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Ql 1- Wh~n and if'you corne across learning difficulties .I'urh as :working wirh o ver-loaded 

lasks ,unable to understand inputs given, unable to desrribe yourself' in.fi'ol1l of' ('/assmates, 

dislike of the instructor, the cour.l'e(s),etc., what would you do! ( Thi s goes to the O/~iect of 

learning (content) benchrnark. ) 

All) these are the learning difficult ies wllich we have been experiencing most, said one 

gir l. For my Eco no mics teacher's unbecoming demand on me, I hated him and hated 

the subject and subsequently met with failure, I hope I will learn fro m tllis now. 

- [nab il ity to descri be one in n-ont of mates , I think tllis will be a problem for most of us 

said ano ther participant and others agreed on h.i s point. 

We have to look fo r something to improve tllis, said another participant. The POillt they 

agreed upo n to so lve these problems is to deve lop using peer groups. 

Q12- Are yOl/willing to participate in the English language learning prores.l' now! 

A 12) we do not have any other cho ices now. To survive we ha ve to put the best o f our 

efforts. 

Q 1 3- Wh at motivates or encourage.\' your English language learning ! 

A 13) SO llle sa id o bserving teachers and other people speaking Eng lish like the nat ives, it 

attracts. 

- Another student openly said that he would never think he wo uld speak Eng li sh as 

fl uentl y as so me people do it, it is like a dream. 

Q 14- What again inhibits or demotivates your learning ! 

A 14) Some participants said so me bad teachers who are care less, and incompetent 

people like the offi cials working in the Reg istrar 's office of the fac ul ty who placed us by 

force in to the DELL, lik e the statf of the DELL, etc ... And the place ment situation 

(forcing people to learn what they do not want to learn abo llt). 
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Qi 5- Du YUli agree that placement procedures measure the studen ts ' readiness for 

learning! (Considering YOllr interest and capability with the score -grade yuu get at the 

final examination) (First they asked for help for the word " readiness" and they received th e 

required explanation ). 

A 15) they unanimo usly rejected the idea o f pl acement measuring the uegree of the ir 

readiness lo r their language learning. They simply forwarded the idea that they do not 

have the interest to learn the Eng li sh language; instead they need to study Sosa, Law, 

Business and other fi e lds o f study. 

Theret(ne, it can be co ncluded that the partic ipants' responses and justi fications, particularl y 

those refelTing to the placement benchmark area, c learl y tell that they are pl aced by lo rce 

witho ut the ir interests and wi llingness to pLU'sue their learning. Other response benchmarks 

show the inhibiti ve ness or the motivative ness of learning preferences, practices, rapports, 

and other factors which are in terwoven with the learning process. 

To add more on the above Interviewer-respondent lonnat, it is good to mention that out o f 

the 15 interview questions, six of the questions were made to refer back to the Pl acement 

benchmark and partic ipants have unanimo usly attested through these six questions that the 

MoE did no t succeed ill hav ing positively applauded placement procedures. The other nine 

questions refer back to those eight levels of inJli bit ion and / or moti vat ion 

constructs/variables in the process of learning which are designed by Dilts ( 1990). For 

example, questions5, 6, 7, and 8 refe r to the Environment benchmark which deal s with the 

positi ve or negative i.nfluences imposed on students' learni.ng. The influences could be 

measured up on the culture, language, academic , political , and soc ial situations ,Even the 

practice o f hav i.1lg or not hav ing peer fi 'iends could have its own i.nfiuellces on the students' 

learning envi.ronmenta ll y. 
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4.4. The Observation 

4.4.1. Out- of- CLassl'Ool1l Observation 

The researcher has begun conducting his out-of-c lass observation the day he arrived at the 

Uni versity of GondaI', panicularly at Maraki campus. 

The campus, differently b'o m others, is situated at a mountain plateau which at the time of 

the researcher's presence was very hot (ill it s temperature) and very ll1uch dusty. The 

distance between classrooms and their donnitories is ullllerviJlgly tiresome. 

Moreover, at the time of the researcher 's arrival at the campus, students were at a nuisance 

with the Registrar's office. Later it was disclo sed that they were agaiJlSt the student­

placement procedures employed by the otfice. The researcher was iJlfo rmed by the 

respo nsible offic ial s and later proved it Ii'om documents that about 100 students who choose 

the DELL as their 61h cho ice (the last from the given six department options) were made to 

jo ur the DELL as if it were theu' fiJ' st cho ice. (The number of departments in the socia l 

sciences facult y is six). 

The researcher, at last, managed to work with the 15 pilot study partic ipants. 

4.4.2. In-class observation 

This observation was conducted on Tuesday morning in a fo rmal classroom and the length 

of time used was a fu ll period (50 minutes). 

The specific participants of the pilot study at the time were: 

An iJIStructor teaching them , 

The fifteen pilo t study partic ipants , and 

The researcher acting first as a participant-observer and then as a complete observer. 
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The topic c hosen was a to pic taken fi'om Co llege Eng lish 1- Unit 2- 'AIDS '. 

The researcher opened the di scuss ion by info rming the participants the importance of the 

observatio n process and the re levance o f the topic, then the session commenced al most fo r 

an hour (a period). The Co mplete o bserver, i.n thi s case the researcher, was using an 

o bservat ion c hecklist table wh.ich contai.ned 9 benchmarked columns. The benchmark s 

represent the participants ' degree of participation in that pmticular classroom learniJlg 

situation. Each benc hmark represents one mark . 
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observation scores result 

Figure 5· Observation Scores Result 

Standard deviation- 2.59 

A verage score· 3.6 1 

Central tendenc y· 3.61 

The Range shows that the highest score is 8 which is sco red by three partic ipants and the 

least score is 0 scored by two participant. The dispersity rate is 8 with the range 8·0. Nine 

participan ts' scores fa ll be low the Average score sig ni fy ing fa ilure. Concern ing the 

fre4uency ratio , three partic ipants scored 8, one other participant scored 6.5, and fo ur more 

participants sco red 2.5. But ten of the participants scored ranging Ii'om 4 to 0 and hence, are 

categorized illto the low-sco ri.ng , under· prepared, and perhaps incapable learners. 

4.4.3. The in·class observation analysis 

As d iscuss ion among the observation participants continues, there appeared two 

Model Eng li sh language users(as described by [ELTS descriptors) with parti al 

command of the language, CO pUlg with overa ll meanulg ill most situations, though 
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they are likely to make mistakes. These participants seem to handle basic 

communication in the field. They scored 9 Ollt of 10%. 

There are other two students who scored 7 who seem to be Limi ted users of the 

Engl ish language who were with fi·equent problems in understanding and express ion. 

One participant scored 5 and one other patticipant scored 4. 

Four of them scored 3, one scored 2 and one other I but the last two scored O. 

The participants, who scored 5 and below are lntemlittellt users of the Eng lish language with 

whom no real co mmunicat ion is possible, and they showed greater difficulty in 

understanding spoken and written language 

4.5. Score- grade Data Tabulation 

This method, the researcher believes, disp lays espec ially what kinds of students are meant to 

be placeu to universiti cs and (ditle rent) fields of stud y by presenting objective ev idence 

supported with exami.nation score- figures h om their preparatory schoo l final eXHm.illatioll 

results given by the MUlistry of Education to students who are believed to have 

"successfull y" co mpleted the ir preparatory (high schoo l) educatio n ami who eventua ll y have 

joined the Un iversity of Gondar. 
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The following table shows the 1" year" UoG students ' prel)aratory examination score­

grade I'esults doclIment obtained from the three depaliments (DELL, Medicine and 

Sociology of UoG) and being tabulated by the researcher, 

Table Five Score-grade Data 

DELL cr ests ) MEDI CINE crests) SOC IOLOGY crests) 

Enelish IVbl th's A I>titudc Enelish Math's Aptitude Ene lish MHth's A I>titudc 

t 38 48 55 t 68 91 70 I 43 42 50 

2 35 32 25 2 78 71 68 2 64 37 53 

3 35 52 57 3 72 85 62 3 66 37 47 

4 3(, 46 47 4 68 72 53 4 55 48 (,7 

5 35 4(, 58 5 71 80 75 5 77 72 511 

(, 4(, 31 45 6 83 82 60 6 52 32 37 

7 48 37 48 7 71 (,9 (,7 7 (,8 37 52 

8 48 35 48 8 64 83 57 8 53 37 (,7 

9 50 42 52 9 61 65 58 9 50 52 43 

III 3(, 37 63 JO 55 72 58 JO 49 43 53 

II 4(, 32 71 II 58 71 65 II 58 48 58 

12 52 58 30 12 56 77 57 12 SO 48 40 

13 60 42 62 13 53 72 52 13 65 411 50 

14 4(, 62 42 14 53 71 57 14 50 48 50 

IS 49 34 48 15 58 74 48 15 7(, 51 53 

Tutal A v,44.UO 1\\',42.26 Av,50.06 A\' ('4,60 AV,75.66 Av,60.46 Av SN.4 1\\',44.8 AI',5L33 
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Figure -6 DELL Students' Score-grades 

DELL Studellts' Average Score in the English exam is 44. 00 and the St.D. is 770. 

DELL Studellts' Average Score in Math's exam is 42.26 and the St.D. is 9.66 

DELL Students' Average Score in the Aptitude exam is 50.06 and the St.D. 12.04. 

The /i'equency of DELL participants' scores ill the three subjects is we ll described in the 

above figure represelJted by the three different colors, ligbt black fo r Eng li sh, black lo r 

Math ' s and white fo r the Aptitude exams. (The preparatory exam scores which are written 

horizontally are spaced in 3 scores intervaL) The Range shows the least score of DELL 

partic ipants which is 26 ill Aptitude and the highest score of DELL participants is 73 again 

in Aptit ude. This shows that scores highl y disperse from each other wi th 47. The most 

clu stered scores are the English scores of DELL participants in between the least 35 and the 

highest 60 with the dispersity rate of 25 and can be termed as the most homogeneous scores. 

The Math's scores are the next c lusters Ii'om the Engli sh exam of the DELL with the least 

score 31 and the highest 62 with the dispersity rate of 3 1. As the Average score of the 

English exam of DELL is 44.00 with STD-7.70, and the Math's Average score, 42.26 with 

the STD-9.66 and of Apt itude 50. 06 with the STD-12.04, it can be said that though all the 

Average scores are least representations when compared with other departments, the DELL 

studen ts' English scores appear to be ex tremely the least representatio ns signify ing co mplete 
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fa ilure. Thi s sig nification of fa ilure co uld be described more in the students' lac k of i.nterest 

fo r Engl ish language learning and with a very low leve l o f English lang uage learning 

capability. 
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Figure -7 Medici ne Students' Score-grades 

IJ E"'iJ1ish 

III Maths 

o Aptitude 

Medicine Students' Average score in the English exam is- 64.60 and tbe St.D-9. 3 1. 

Medicine Students' Average score in the Math 's exam is- 75.66 and St. D.-7.08. 

Medicine Students' Average score in the Aptitude exam is - 60.46 and St.D.-7. 34. 

The preparatory English exam Average score of Medicine departmellt students is by far 

larger than the saille exam Average score of tbe English language learners'( the DELL 

students) and thi s ironically signifies that more capable, exper ienced and hig h- scorulg 

students ttl Engl ish language learnulg are placed ulto the MecliciJle fac ulty, 
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Sociology Students 
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Figure -8 Sociology Students' Score-gl'ades 

Socio logy Students' Average Score in the Eng li sh exam is 5S.40 and StD. - 1O.34. 

Sociology Students ' Average Score in the Math 's exam is 44.S0 and St.D. - 9.6S. 

Soc io logy StudelllS' Average Score in Aptitude exam is 51. 33 and St. D.-S.33. 

o English 

II Math s 

o Aptitude 

The preparatory Eng li sh exam A verage score of Socio logy department students is also larger 

than the same exam Average score of DELL students and thi s signifies that students who are 

more capab le, prepared, llig h-scoring and experienced students in English language leaming 

have been placed into the Socio logy departmen t too. 

4.5.1 Discussion of the Pilot Study 

Rap id enrollmen t expan sio n acco mpan ied with inappropriate place ment of students 

inevitab ly br ings progressive ly less qualifi ed trainees into the system as is signifi cantl y 

di splayed in the different sections of the pilot stud y o f thi s research paper. The English 

language proficiency test has so mehow showed in its tluee sectio ns test fo rmat that students 

who have been placed into the DELL have been di splay ing different Eng li sh language 

learning ineffi ciencies such as unpreparedness to learn the Engl ish language, lac k of imerest 

to jo in the D ELL itse lf, unw illingness and unreadiness to take risks fo r the ir own Eng li sh 

language learnulg in a fore ign language context, low- ac hiev ing students especia ll y in 

English lang uage co urses, having developed no prior Eng li sh lang uage learning experience 

and appropriate study habits The Focus gro up di scuss io n ancl the Questio lUlaire items 
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sec tions have also revea led the Eng lish language learners' reactions towards the currently 

practiced studellt -placemellt procedures . 

The preliminary result s of thi s pilot study indicated that at least so me in tluential Engl ish 

language learner and learning baniers, difficu lties and problems have been detected in all of 

the imtruments of the pilot study, and the researcher has eventua ll y be lieved that by 

developillg and using appropri ate student- placement procedures and by creating and 

developing well-researched and standardized curric ula, teaching- learning methodologies, 

by creating somehow conducive teaching-learning environmental atmosphere which could 

he lp or make entering students upgrade their English language pro ficienc y skill s, success 

may be ac hieved. 

Given the pre liminary results of tlus pilot study, it seems reasonable to conduct a full scale 

study of thi s pheno menon. [n other words, it Illay be worthwhile to pursue thi s line of study 

by des ign ing, de ve lo ping and implementing a comprehensive Eng lish language profic iency 

test anci a ll other instrumen ts which are set and used in thi s pilot study to in vestigate, explore 

and analyze the Eng li sh language learning context and students are to get in vo lved in the 

Eng lish language learning process. 
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CHAPTER FIVE 

ENGLISH LANGUAGE PROFICIENCY TEST OF THE MA IN STUDY 

5.1 The English La nguage Proficiency Test's Result and Data Analysis 

T his test is a re- des igned test fo rmat in line with the feed back alld further overa ll academic 

advice and suppo rt the researc her o btained Ii'om oue o f tbe Ph , D Upgrad urg Session 

Assessors assigned by the DGC which was held o n the 29th o f Apri l 2008. 

T l1is re-designed Eng li sh lang uage proficiency test was made to have onl y three essential 

sectio ns wh icb are serio us ly meant to consider and discreetl y address the actu a ll y expec ted 

academic standard or measure o f the new- entrant English lang uage learners at a uni versity 

leve l. 

Thi s Eng lish language pro fic ieucy test, as di scussed i.n chapter 4 , was first g iven to 15 

new ly-pl aced DELL students as a first hand pilo t test in o rder to show their standi.ngs as per 

the ir resu Its. 

The next step taken by the researcher was to co nduct a Rank Order Correlatio n test with the 

two eq ui vale ntl para lle l tests ( i.e., the test which is des ig ned by the researcber himself 

aga inst tire M ic higa n University's Eng li sb lang uage profic ie ncy TEST-B) by using other 30 

new ly- p laced DELL test pmt ic ipants. 

The purpose o f cond ucting thi s Rank Order Co rre la tion test was to practica ll y determine the 

re lia bil ity index, and by way o f do urg tlli s to find o ut the degree of the test's validity and 

rel iability ratio . There fo re, the re liability index o f the two tests happened to become 0.83, o n 

acadenlic gro unds, au evidence of lligber degree o f re lia bility. But the researcher furtber 

proceeded to determine the re liabi lity index o f proficienc y test by implementing the Kuder­

Richardson's (K-21) fo rmula, and the fi.nding became mo re encourag ing , i.e., a re li abi lity 

index o f O. 8 I. 
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Following this, the researc her conducted the maUl ELP test on 70 other newly-placed DELL 

research partic ipants accordi.llgl y. 

Gram mar Vocabu lary Reading passage 

Scores (40%) (40%) (20%) 

1 0 0 

2 0 0 2 

3 0 0 1 

4 0 1 8 

5 1 2 8 

6 0 2 8 

7 0 0 8 

8 1 3 8 

9 0 4 8 

10 2 7 7 

11 3 8 2 

12 2 9 4 

13 7 13 2 

14 4 4 3 

15 13 4 0 

16 6 4 1 

17 4 2 0 

18 5 3 0 

19 2 1 0 

20 3 2 0 

21 9 1 0 

22 2 0 0 

23 2 0 0 

24 1 0 0 

25 3 0 0 

26 0 0 0 

27 1 0 0 

28 o. 0 0 

29 0 0 0 

30 0 0 0 

Table Six - The Proficiency Test Score-grade F.'equency 
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Figure-9-The Grammar Test Score Frequency 

Standard dev iat ion= 4 .30 

Central tendenc y = 16.64 

Average score = 16.64 

Range (22) Di spersity of scores = 5- 27 

I [] Grammar(40%)1 

As Figure 9 i.1ldicates, the Il ighest mark out of 40% ranges between 2 1 and 27 sco red by 18 

test part icipants from a mong the 70 students out of which 9 of them sco red 27 and the o ther 

sco re grade sco red by relative ly lllan y out of the remaining test participants is 15 o ut of 40'Yr 

by 13 test pruticipants. The remain ing 34 students sco red be low 7 out o f 40%. This 

composition along w ith the standard deviation ratio which is 4.30 , shows a negati ve 

dev iation of sco res vertical ly downwards from the mean proving that the majority of the 

participants are failures. As the range is 22, the di spers ity o f scores is heterogeneo us. 

5.1.1 Result and Analysis of the Grammar Test 

As mentioned above, the English language profic iency test has three co mponent sections 

with w hich the test paJticipants have been required to display the measure of their Engli sh 

language profic iency ski ll s. Among these, the fir st was the 'grammar' sec tio n conta ining 40 

questions with fou r mu lt ip le-cho ice items each prepared fo r the distinct pUI-pose o f showing 

how well they can recognize and use grammatica l structures. 
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As mentio ned above, the llumber of the main test paltic ipants is 70 from the new- entrant 

DELL students who are placed in 2008/2009 Academic Year. The highest sco re grade in the 

grammar sect io n is 27 o ut of 40%, scored o nly by one student, and the least sco re grade 

sco red was 5 o ut of 40% al so scored by one student. The number of students who sco red 

above the mid-line score (which is 20) is 21 o ut of the total of 70, representing the 28.58'1'0 

and the number of studeuts who scored be low 15 out of 40 is 33 which cover the 47 %. The 

re main ing 16 students, who cover the 22.8%, have scored in between 16 to 19 o ut o f 40. 

It can be sa id that those 2 1 students who scored Ul between 20 to 27 have showed a 

relat ive ly good scorulg capacity which could possibly te ll that these might be the ones who 

co uld be co nsidered as capable students to succeed in the Eng li sh language learn ing process. 

The other 16 participants who scored Ul between 16 and 19 are those who can be placed at 

the upper bu ffer of the failures zone and these may be the types of students who are loo king 

to r furt her support learning strategies in the Engl ish language learning process. 

But the majorit y of the test p8lticipants, i.e. , the 330f them coverulg the 47 %, who scored 

below 15 are undo ubted ly in the total failw·es zone d isplaying the sum o f unpreparedness 

and ulcapabil ity to deserve the benefit ofjouuug the DELL. 

The standard dev iat ion ratio of the who le grammar score was 4 .33 with the average score 

ratio o f 16.64 where scores hugely cluster. Therefo re, it can be said that the standard 

deviat ion has strongly but negative ly dev iated fro m the average sco re towards the vertica l 

base fi gure O. As the deviation ratio from the average mean was not o nl y wider but also 

negat ively stretc hing downwards, it signifi es comp lete failure. 

Tho ugh the no minal di spersity rate seems Ul between 5- 27 , with a range o f 22, the actua l 

dispersity rate of scores fa ll on between 5-19 representing a ho mogeneo us c luster showing 

a reasonable variability of scores. 
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Figure-IO -The Vocabulary Test Score-grade Frequency 

Standard deviat ion = 3. 58 

Central tendency = 12.41 

A verage score - 12.41 

Range ( 17) Dispersity of scores = 4-2 1 

10 Vocabulary(40%)1 

The highest scoriJlg students in Figure 10 (Vocabulary section) are 3 (two scored 20 and one 

scored 21), and the most fi 'equently scored is 13 by 13 test participants. 36 test pmticipants 

have scored be low the mean but all except 3 students have scored be low 20 o ut of 40%. The 

standard deviat ion has a lso occulTed vertically down below the mean sign ifyiJl g total fa il ure 

5.1.2 Result and Analysis of the Raw Score-grade Data of the Vocabulary Test 

Out of the three sections o f the English language proficiency test, the second is tbe 

vocabulary sect ion which is prepared fo r the purpose o f show iJlg how much they are 

ellr iched with a stock of vocabulary items and how efticient ly they cou ld express themselves 

and the ir tho ughts to the benefit of the general communicat ion enVirOlll11el1l. 

As Illentioned above , the number of test participants is 70 and the Dumber of vocabulary 

question ite ms is 40 with fo ur multiple- cho ice answers each. 

The highes t score grade ill the vocabulary sect ion is 21 o ut o f' 40, scored onl y by one 

participant , and the least score grade is 4 out of 40 o nly scored by one participant. The 
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number of partic ipants who scored above the mid- line average (i.e. 20) is onl y three test 

participants who are covering the 4.28%, and those who scored be low IS ou t of 40 were 58 

test pa rticipants who are covering the 82.85%. Hence, it can be conc luded that as the large 

majori ty o f the test participants scored be low IS o ut of 40, the participan ts' vocabulary 

know ledge is very low. Therefore, it can be said that their communicative pro fi c iency skill s 

is very low . The di spersity rate of thi s section is in between 4-21 with a range o f 17 show ing 

a reaso nable variabi lity of scores. 

The standard dev iation ratio of tlli s section is 3.58 with a central tendency of 12.41 , where 

scores cluster down below the average mean ratio. Therefore, it can be conc luded that the 

standard dev iation has strongl y seceded fi'o m the central tendenc y, and the central tendency, 

il l turn , has fu rther seceded fi 'om the no mina l raw score mean more than it was in the case o f 

the grammar section, and hence, signifying complete failure reasonably more thatl where it 

was i.n the grammar section. 

9 1",""""""""" '::' 

8 -J+-.""","';'"" 
7 ++-..,-.".1+ 

>- 6 p~ 
() 

~ 5 .p.~-Il'lHHf 
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Reading passage (20%) 

3 5 7 9 11 13 15 17 19 21 23 25 27 29 

Score 

Figure-l1-The Reading Test SCOI-e-gracle Frequency 

Standard devia tion = 3.12 

Central tende ncy = 7.75 

Average sc a re = 7.75 

Range ( 14) Dispersity of scores = 2-16 
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In Figure I I (the Reading sect ion) 12 students out of 70 have scored above 10 (more than 

half Ii'olll the whole), but the rest o f them scored below 10. 35 students have scored be low 

the average sco re and the standard deviation occurs again vertical ly down below the average 

score signifying total failure . The dispers ity of scores is al so relative ly heterogeneo us. 

5,1.3 Raw Score-grade Data of the Four Reading Tests 

The lhiJd sec tion of the English language proficiency test is the Read ing sect ion which 

comains fo ur different reading materials prepared with the defined purpose of showing how 

we ll they can read and understand Illeanings i.n each of the reading exercises, and how we ll 

they can d ist inguish (more) closer sentence constructions in meaning to the statements 

given. Each read ing section contains only four Illultiple-choice questions and all of the 

reading sect ions co ntain 20 questions, but the number of test participants is yet 70. 

The highest score grade in the fou r reading sections is 14 out of 20%, scm'ed by three test 

partic ipants and the least score grade was 2, scm'ed by one test partic ipant. The number of 

test participants who scored above the mid-line point (i.e. 10) is 22 covering 31.4%, and 

those who scored be low 7 out of20 are 33 out of70, covering the 47.1 (/f). Tllis on the whole 

signifies that the vast majority of the test pattic ipants are placed into the failu res zone to r the 

reason that they look almost incapable and unprepared to continue partaking in the English 

language learn ing process. 

5,1.4 Total Raw Score- grade Data of the ELP Test 

Tllis English language profic iellcy test was designed ... " to determine whether the students' 

language abi li ty (sk ill) co rresponds to spec itic requirements or to determille whether their 

English language profic iency level is suffic ient to fo llow courses (Va lene, 1977). Andrew 

(1983) a lso says that the aim of a proficiency test is to assess a student 's language ability to 

app ly in actual (co mmunication) situations what slhe has learnt. 

The highest score grade observed ill tllis English language proficienc y test is 61 , scored onl y 

by one test pa l1 ic ipallt and the least score observed is 23 out of 1000/", scored by only two 

tesl- participallls. The number of test-pattic ipants who scored above the tests mid-line score 

(i.e. , 50) are only fo ur wllich covers the 5.7%. This was the actual student number who can 

85 



be accepted as the most prepared and capable student representation, tho ugh it is sti ll 

ditficult to te ll whether they are interested i.ll learning the English language. Pmticipants, 

who scored be low 35 o ut of 100%, are 29 out of the 70 covering the 41.42'k.This rat io 

of partic ipants represent students who are not totally prepared and capable to survive on the 

learning continuulll . 

The rest of the r articipants are those who scored in between 36-49 , those who Illay be 

look i.ng fo r further academic support learnulg strategies and tutorial services Ii·olll the 

DELL 

5.1.5 Total Statistica l Ratio of the ELP Test 

The Standard deviation= 3. 12 

The Central tendency= 36.81 

The Average score= 36.8 1 

Range =41 Dispersity scores = 23-61 

The test's Ilighes! score is 6 1 scored only once, and the lowest score is 23 scored twice. 

Scores above SO are only 3 and scores between 40 and 50 are 19 by 66 test participants 

which mean 47 partic ipants out of the 70 have sCOl·ed below 40 o ut of 100%. The standard 

deviation of the test being 3. 12 falls straigbt down be low 36. 8 1, which is the central 

tendency ratio. The despersity rate is between 23 and 61 with the range 41. 

The stundard dev iat ion ratio of the total Eug li sh language proficiency test' s data is 3.12, 

with the central tendency of36.81 , where scores cluster down below the mean, and seceding 

steep-down to ward the vertica l base figure O. This total picture of the test shows tbat the 

greater Illajo rity of the entrant- students to DELL are not we ll prepared and capable students 

to successfull y learn the English language. 
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CHAPTER SIX 

QUESTI ONNA IRE OF THE MAIN STUDY 

6.1 Questionnaire: Presentation and Data Analysis 

Tho ugh there is a large range of types of questionnaire, there is a simp le rule o f thumb: the 

larger the size o f the sample, the more structured, closed and numerica l the questiollnaire 

may have to be, and the smaller the size of the sample, the less structured, more open and 

wo rd- based the quest ionnaire may be. Highly structured, closed questions are usefu l in that 

they can generate freq uencies of responses amenable to statistical treatment and analys is 

(Co hon, 2002). But if a site- spec ific case study is required, qualitati ve, less structured, 

wo rd- based and open- ended questio lUJa ires may be more appropriate as they can capture 

the speci ficit y of a particular situat ion. Where measurement is so ught then a quamitative 

approach is required; where rich and personal data are so ught, then a wo rd-based qualitative 

approach might be more sui table. 

From the several kinds of question and response modes in questiolUJaires, the researcher 

settled with the open-ended questions. Open questio ns enable respondents to write a free 

response in the ir own tellllS, to explaUl and quali fy their responses and avo id the limitations 

of pre-set categories of response. But the responses may be difficult to code and too c lass ify. 

The issue tell" researchers is one of 'fitness fo r purpose'. 

As expressed in Chapters 4 and 5, the open- ended quest ion is a very attractive dev ice for 

sJ11alle r sca le researc h or tor those sections o f a questionnaire that invite an honest personal 

coml11elll Ii'o m the respondents Ul add ition to ticking numbers and boxes. The questionuaire 

simp ly puts the open- ended questions and leaves a space (or draws lines) to r a fi 'ee 

response. It is the open- ended responses that might contain the 'gems' o f ulformat ion that 

otherwise might not have been caught Ul the questiolllJaire. Further, it puts the responsib ili ty 

to r ancl ownership of the data much more firml y into the respondents ' hands. Furthermore, 

an open- ended question can catch the authenticity, richness, depth of response, honesty and 

canclor whic h are tile hallmarks of qualitat ive data. 
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The questio nnaire items format (assuming the open-ended and unstructured to nnat) which 

was used in the pilot study section has continued to be used in the main study section o f the 

research witho ut any major change to enab le the participants write their responses, reactions, 

answers, views, be liefs, and assumptions to the questions forwarded. To thi s effect, 170 

copies were prepared and distributed to 170 research participants. After the agreed upon 

time (o ne week), the researcher managed to coll ect 153 questionnaire copies fi'om the 

respondents. The coding and ana lys is process, therefo re, has been conducted on these 153 

response papers. 

Therefore, the researc her continued to use the previo usly designed benchmarks mentioned in 

chapter 4, Dilts ( 1990) eight-level constructs( wlDch will help the researcher identify the 

in hi biti ve andl or the motivating nature of different learning and learner vari a bles within the 

context of the o bjective of the research) and the Student-placement procedures to r coding 

and analyz ing the participants responses. The reason fo r thi s is that the eight questions out of 

the 15 quest iollna ire items refer back to Dilts (1990) eight-level constructs and the other 

seven questions refer to the Student-placement procedures. 

6.2 Questionnaire Data Analysis 

The 15 questio lUlUire items were categorized into two benchmark categories, namely, into 

I) the Placement benchmark category, in wlDch 7 questiolUJaire items are inc luded, and by 

which the research- participants were made to express their attitudes, thoughts, po ints of 

view, and interests toward student- placement procedures, and w hich answers one o f the 

to ur research q uestions of the study, i.e. the student- placement procedures which imposed 

problems upo n students English language learning. 

2) Dilts (1990) e ight- level constructs category, in wlDch 8 questionnaire items are inc luded, 

and by which the research- participants are made to express the ir prior Eng lish language 

learning exposure alo ng with the ir prior Eng lish language study habits: the ir degree o f 

English language learniIlg ill terest and theu' prior Eng lish language learnulg carabi li ty, and 

the different Environ menta l, Social, Cultura l, and other English lang uage learning situat ions 

which is a lso used to answer the other research question referring to the process o f 

identi fying and describing the different constructs and variables which play inh ibit ive or 
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Q. 
No 

I 
2 
3 
4 
S 
6 
7 
8 
9 
10 
II 
12 
13 
14 
IS 

motivating influences on students English language learning. (Tho ugh the number of items 

is 15, there are some items which are functiona ll y overlapping) 

6,3 Coding and analysis for-mat 

The following table shows the summarized li st of benchmark variables (of questions) in 

reference to the questio rU1aire items: 

Li st of va ri ables measuring students ' res ponses to questionnaire items. 

The Beliefs 
En viro1l111ent object of Behav ior Capabili ty Emotion and Identity 

Hi gher 
Pl acement 

learninQ values 
purpose 

Environment 
Environ_ment 

Content 
Behavior 

Placemen t 
PI acernent 

Beliefs 
Capability Identi ty 

Capability Identity PI (Icemen t 

PI acemen t 

PI acemen t 

Environment Capability Beliefs Placement 

Capability Identity Placement 

Environment Placement 

Table Seven- Benchmarks for Qnestionnaire Items 

6.4 Question and Response Analysis of Participants 

QuestionJ. Do you think social and cultural contexts (situations) play a positive or a 

negative role ill your learning! 

Response-(Tbis 4uestion refers to Dilts Environment construct). 112 respondents stated 

that the negative influences of soc ial, cu ltural, language and re lig ious practices are 

observed. 27 respondents said that the positive or negat ive influences are unavoidable 

everywhere, and the remaining 14 students said that they don't expect the environment 

wou ld be a h.ind rance to tbeir learning. 

Question2. Do you feel excluded (lonely) if' you couldn't get peer support /11. your 

learning .' 
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Response_ (Thjs also fall s onto Dilts Enviromnent benclunark). 92 o f the respondents said 

that they wi II never feel lo nely for the reason that they have deve loped the habit of 

wo rking a lune and 47 others responded that as they are now inlo nned that Englis h 

language learn ing needs a peer support, they have already started to Ii·ustrate. And 6 

students skipped the question but the remaining 8 respondents sa id they don' t know what 

to say at tltis stage. 

Quesrion3. Whar would you feel if you find rhe work load (r(f.lk\) 100 heavy, and rhe 

language used becom.es unfcuniliar to you in your learning ? 

Response_ (This question refers to the Object of learn ing (content) bencllmark of Dilts.) 

138 students said that they will ask the teacher for more explanation. 8 other students 

said they didn ' t understand the meaning of the statement, and the remaining 7 said they 

wi ll simply lo rge t such situations altogether. 

Question4. Do you experience lack of appropriate study habits before joining the VoG ! 

Response_ (Tin s refers to Di lts Behavior benchmark. ) 128 students said that if they were 

placed in to depaJ1ments other than the DELL, they would fee l that they have the 

appropriate study habits to r their learning all the time. 22 other students simply said that 

as they have no choice now, they will wo rk hard to develop the required study habits. 

The remaining 3 skipped the question. 

QuestionS. Do you think that you were interested and capable 0/ learning the English 

language bef ore you joined the English language department? 

Resp0nse_ (Thi s falls onto the Placement benc1U11ark .) 141 students respo nded that they 

were not interested to learn the Engli sh language or jo in the department if they were not 

made to jo in the DELL They also stated tbat they don' t fee l confident i.n the ir capability 

or knowledge o f the fie ld . But the rest 12 students responded that they do have the 

interest to learn the Engli sh language. 
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QLlestion6. Whallnade yaujoin the English department at the UQG! 

Response_ (This is also a Placement benchmark.) 130 respondents sa id that the Reg istrar 

Otfice o f the Socia l Sciences and the Human ity's Faculty sho uld take the blame for their 

unwilling placement. 2 1 respondents said it was their first and second cho ice, bu t the rest 

2 didn ' t say anything. 

QLlnlion7. Do YOIl agree or disagree with the following: sorne sllldenls have Ihe beli~l 

that th ey are nOI supposed to be at the university or that th ey are not good enough in th eir 

learning ? 

Response_ (This goes to Dilts Beliefs benchmark.) 10 students bave said tbat they have 

already started thinking to look for other options. 116 students have sa id that though they 

are no t pleased with what happened to them, they will try hard to go to the end. 21 of 

them sa id they don ' t completely agree with the statement at all. But the other 6 didn ' t 

write anythi.ng. 

QuestionS. Wh en you enrounter (face) difficulties on learning, do you say that you are 

Ihe kind ofper.lDn who can not learn? 

Response_ (Thi s goes e ither to the Beliefs or the Identity benchmark of Dilts.) 8 1 students 

simpl y sa id that they are not such students; but 63 of them said they wo uldn ' t fee l as 

such if the y had been given the right 0ppol1unity. 5 students have accepted that 

sometimes they co uld feel as such ; but the rest 4 said nothing. 

Question9. What is you.r purpose for your own learning ? Is il to get a deg ree, to help 

olhers, 10 be more independel1l, to follow a profession that 1T/.OUer.l· 10 you.! Please 

explain/ 

Response_ (This goes to the Higher purpose benchmark of Dilts.) 142 students said that 

they learn to get a degree and get a very big salary so that they call he lp their family ; 8 

students sa id that by learning, they can fee l good and confident o f themselves. The other 

3 said they s impl y learn because there is nothing e lse they call th ink o f do ing. 
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QueslioniO. Ho w do you explain or demonstrate your willingness or interesl to learn in 

Ihe (' las.\'/'oo!17 and out of Ihe classroom? 

Respons",_ ( This is an opiJlion o f Dilts (1990), Cottrel l (200 1) which says wil lingness 

represents interest lo r learning and witho ut it there will be no success. It also goes to 

Placement benc hmark .) 130 students said it is difficult lo r them to say abo ut their 

interest lor learning because they feel they are not given the chance. 21 students sa id that 

they wi ll show the ir imerest by working hard and the rest 2 didn ' t say anything. 

Queslioni i. Are you happy that you are an English language sludeIU and satisfied with 

your learning? 

Response_ (This goes to Placement benchmark.) 132 students simply said they are not 

happy. 21 students instead say that they are happy that they are Engl ish language 

learners ami satisfi ed with it. 

Quesliol1 /2. Do you Ihink that student-placement procedures {(f/P('t DF.f.! . .I'll/dents' 

learning in (In EFL situation? (English as a Foreign Language) 

Respollse_ (This goes to Placement benchmark.) 131 students agreed with the quest ion by 

sayiJlg that their interests are not considered. 19 of them responded d ifferently that they 

are happy with the p lacement procedures. 3 students skipped the questioD. 

Question 13. Please describe factors which inhibit or motivate your language learning. 

Response_ (Thi s goes ei ther to Dilts (1990) ' inhibition-mo ti vation' constructs or to the 

Placement benchmark .) 

a) Inhibitive factors: 129 students sa id that placement procedures are not good. 

b) Moti vat ing facto rs: 2 1 students said that they are happy. 3 o f them wrote nothing. 

QIIl:'sliol114. To III/WI do you altribure your success or failure il1 'he process of' Engli.\·h 

language learning' 
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Response _ _ (This goes to Placement benclUl13rk.) 124 stuuents sa id there wi ll be 

no success without interest; 8 studellts said there will be success when having a 

degree, good salary, and good job. 2 1 of them said tbere will be success onl y when 

there is interest fo r learning. 

Queslion i 5. Are you pleased with the place, environment, culture, language, distance and 

others where Y Oli are now learning ? 

Response_ (This entire ly goes to Placement benchmark.) 26 students agreed with the 

above statement. I II said the above situations could create problems on theu' learning. And 

16 of them said the above situations will not play greater role in their learn ing. 

6.5 Question- Response Analysis Statistical ratio 

i ) Do Y OIl think that social, cultural, and/or ideological contexts (situation.l) playa role 

positively or negatively upon your learning ~ 

- I 12 partic ipants, 73 .2% of the partic ipants have admitted that the Envu'o nment plays a 

negative role upon their learning. 

- 27 partic ipants, 17.64%, sa id the Envu'onmental intluence is unavoidable. 

- 14 participants, 9.15 % of the partic ipants said that the Environmental i.nfluence wo uldn 't 

hinder the ir leaming. 

2) Do youfeel excluded (lonely) ilyou couldn '( get a peer support! 

-92 participan ts, 60. 13%, pmtic ipants said that they prefer to study a lone, therefo re they 

dlln ' r feel it 

-47 participants, 30.7% of them said that tbey already have started to fi'u strate fo r they are 

told that peer work is one of the necess ities for language learning. 

- 6 panicipallts, 3.9'7< students did n't respond. 

- 8 of them, 5.2 % paJtic ipallts sa id that they don' t know what to say. 
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3) What lVould you f eel if" you find the work load (tasks) 100 heavy, and Ih e vo('(//Julary 

unt(lIniliarfor you in you r learning 1 

- 138 of them, 90.1 'Yo of the participants said that they will ask the teachers fo r explanation. 

- 8 of them, 5.28% said they did not understand the meaning. 

- 7 of them, 4.5')f said we simply fo rget such situations. 

4) Do you experiellce lack o/appropriate study habits /Jejore jo ining Ihe l111.i Ver.lil), ' 

- 128 partic ipants, 83. 66% said if they had been given the ir departmental of their choice, 

they wou ld n' t have felt anything different. 

- 22 partic ipants, 14. 37% sa id that as they have 110 choice now they will try hard to get the 

best. 

- 3 of them, I. 96% of the pmticipants skip the question. 

5) Do you think that you lVere interested and capable of learning the English language 

before you joined the DELU 

- 137 paJticipams, 89.5'*, of them said they were not interested to jo in the DELL They don' t 

feel confident in the u' Eng li sh language capabil ity. 

- 16 participants, 10.45% of the partic ipants said that they do ha ve the i.nterest to learn the 

Eng lish language. 

6) Whaill/ade )'0 /1 join Ihe DELL? 

- 133 students, 86.9 %, said the Regi strar office of the Socia l Sciences Faculty o f the UoG. 

- 18 students, 11.76% sa id it was their I" and 2nd cho ice. 

7) Do YOII agree or disagree with Ihe/ollowing: some sludems do ha ve Ihe belie{lhallhey 

are 1101 supposed 10 be ([/ Ih e university fo r that they are not good enough ill Iheir learning. 

- 10 students, 6.53 '!f" said they have already started to look fo r other optio ns Ii·o mllow. 
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- 11 6 partic ipants, 75.8% said tbo ugh they don' t have the interest, they will try hard to go to 

the end. 

- 21 participants, 13.7% sa id they don' t agree witb the statement at al l. 

- 6 participaJlts, 3.9% of them didn 't write anything. 

8) When YOIl encoullter difficulties 011 your learning, do you say that you are the kind of 

person Ivho r(ln not le(lm/ 

- 8100fthelll, 52.9%, sa id they are not sucb students. 

- 63 of them, 41 . I %, sa id they wo uldn ' t have said as such if they were g iven the right 

opportunity. 

- 5 of them, 3.26%, said they somet imes feel as such. 

- 4 of them, 2.6 1 %, sa id nothing. 

9) Whaf is your purpose for your own learning ? 

- 142 participants, 92.8%, sa id to get a degree and a very good salary, and then help 

!'ami lies. 

- 8 of them, 5.2'1< of them said they feel good and confident of their learning. 

- 3 of them, 1.96%, said they simply learn for they don't have any c ho ice. 

10) How do you explain or demonstrate your willingness (interest) 10 learn in Ihe classroom 

and (Jill o/fhe f'iassl'Ool1'l :) 

- 130 participants who covered the 84.96% sa id that it is difficult to say about their interest 

to learn itl whatever situatio n as they are not g iven the rig ht 0ppOitun ity to cboose their fi eld 

of study. 

- 2 1 participallts w ho covered the 13.7% fro m the who le sa id that they wil l show it by 

wo rkillg harel. 
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- 2 participants who constituted the 1. 3% didn ' t write anything. 

11 ) Are you happy Ihal you are an English language student' And are you sati.lfied with 

your learn ing ' 

- 132 who represented the 86.67 % said they are not happy. 

- 21 partic ipants who represented the 13.72% said they are happy. 

12) Do you th ink that th ese placement- procedures afleet DELL students' learning in an 

EFL (Eng/i.lh as aforeign language) situation ? 

- 13 1 Participants, who co nstituted the 85.6%, responded by affirming that the student­

place meLlt procedures affect students' learning interest and ambitions. 

- 19 studellts who covered the 12.4 % said that the procedures that are used wou ld not affect 

their learning . 

- 3 students who covered the 1.96% sk ip the question. 

13) Please describe some factors which inhibit or motivate your language learning. 

- 129 participants who constitlLted the 84. 3% said the placement procedures themselves are 

not good. 

- 21 who covered the 13.72 % said they are happy because they can get the ir degrees and 

good job and salary. 

- 3, 1.96'K, of them sk ip the quest ion. 

14) To whal do you allriiJute your success or fa ilure in th e process of your English 

learning! 

- 124 of them i. e. the 8 1.04%, attributed their lack of interest to the placement procedures 

and to the ir di slike to the field of stud y. 

- 8 of them, 5.22%, sa id there wi ll be a fee lmg of success when yo u k.now that yo u are to 

ha ve a degree, a jo b and a very big sa lary. 
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- 21 o f them, 13.72 , said there wi ll be success wben there is interest fo r learn ing. 

15) Are you pleased with the place, environment, the culture, language and the distance of 

Gondarfimn the pla('e where you have come? 

- 26 of them, 16.99 %, said they are pleased with the EnviroJUnental situations mentioned. 

- I I I of them, 72. 54% said those mentioned situations will create pro blems on the ir 

learning. 

- 16 students, 10.45%, said that the environmental situations wi ll not have significant 

influence upon the ir learning. 

6.6 Summary of the Questionnaire Items 

As was mentioned above, the 15 items were categorized into two funct ion gro ups, i.e. to the 

P lacement category and to the Dilts (1990) eight- level constructs category. 

Questions 5, 6, 10, II , 12, 13, 14, and 15 are grouped into the Placement category, and 

hence the participants used them to express their attitudes, assumptions, points of view and 

be lief about the p lacement-problems imposed upon them and on the ir learning , about the ir 

likes and di slikes concerning the Eng li sh language department and tbe English language 

learning processes und situat ions , abo ut their ' learning i.nterest' and ' learning capability' and 

marlY others. From their overall wo rd-based responses supported with tbe statistical 

configurations, it can be concluded that students who are made to join the DELL are 

students who do not have the required 'degree of interest ' and the required 'degree of 

capability' to successfull y learn the English language and hence, possibly un able to 'yield' 

the required profess ional and ucadernic experts 'selt~ i.mage'. 

The other questions 1,2,3,4,7,8, 9, and 10 are grouped into the Dilts ( 1990) eight-level 

constructs category, and hence again the participants used them to express the ir degree of 

pnor English lang uage learning experience and level o f practica l exposure, the ki nd and 

leve l llf the ir prior Eng li sh language learn ing study hab its, abo ut their degree o f English 

language learn ing interest, the degree o f their willingness and read iness or capabili ty to take 

ri sks tor their own Eng li sh language learning, the level o f theiJ' confidence to learo the 
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Eng lish language, abo ut the overall (Engli sh language learning) vari ables and constructs that 

practical ly Illotivated or in hibited the u' Eng lish language learning be hav io r, processes, 

situations, and others. And li'o lll their overall wo rd- based respo nses and statistical 

sUlllmaries, it can be conc luded that the students who are made to jo in the DELL are types 

who do not have the required 'degree of interest or willulgness, and level o f readiness or 

capabili ty' to successfu ll y learn the Engli sh lang uage; who do sutfe r Ii 'o lll the lack of the 

req uired 'degree of prior Engli sh language experience, exposure and necessary Eng li sh 

language stud y habits '; who display the lack of ' the required degree o f Eng li sh language 

learning confidence, the expected higher purpose for the ir Eng li sh language learni.ng and 

who appear to practicall y be inept of identifying and using the moti vati ng and/o r the 

ulhib iti ve facto rs in the process of their Eng lish language learning. 
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CHAPTER SEVEN 
FOC S GROUP DISCUSSION OF THE MA IN STUDY 

7.1 PuqJOses of the Focus Group Discussion 

The purposes o f this Focus group discuss ion are: 

to test the hypo thesis which says that student- p lacement sho uld be based on 

students' 'capabil ity' and ' interest ' for successfu l Eng li sh language learning; 

to test the hypotbesis that the cUITellll y used student- placemelll procedures are 

impos ing a great deal of inh ibiti ve influences and problems upo n studellts' Eng li sh 

la nguage learning ; 

to test the hypothes is on those identi fi ed leamer and learn ing co nstructs and 

variables, offered by Dilts (1 990) and other learner and learn ing strateg ies, styles, 

skill s, etc. , whic h can motivate students' Eng li sh language learning if employed 

appropriate ly, and which can inhibit students' 

implemented illappropriate ly; 

Engli S' J lnnguag I ( ,---,-.--.:;:.. 
';. 

I 
to gather data on the overa ll po ints mentio ned above and analyze it. 

This research instrument co uld serve other different purposes such as: Filst, it may be 

used as the pr incipal means of gathering informat ion having direct bearulg on the 

research objecti ves. As Tuckman describes it , 'By provid ing access to what is" ulside a 

perso n's head", ( it) makes it possib le to measure what a person knows (know ledge or 

info rmation), what a person likes or di slikes (values and preferences) , and what a person 

thinks (attitudes and be lie fs) (Tuckman, 1972). Second, it may be used to generate and 

test hypotheses or to suggest new ones; or as an explanatory dev ice, to he lp idellt ify 

variables and re lat ionshi ps. And tllu'd, it may be used ill conjunction wi th other research 

methods or instruments. 
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Morgan (1 988) suggests between fo ur and twelve partic ipants pe r group, and Leedy and 

Ormrod (2005) suggest the using of ten to twelve partic ipants in a focus gro up 

disc ussio n. 

Concerning the ana lyzi ng process, once data from the discuss io n ha ve been co llected, 

the nex t stage iJl vo lves analyz ing them often by some fo rm of coding, scoring or sorting. 

In qua litat ive data, the data is interpretive, bence the data analys is, is less a complete ly 

acc urate represelltation ( as iiI the numerical positi vist traditio n) but Illore of a retl exive, 

reactive ulterac tio n between the researcher and the deco ntextuali zed data that are already 

interpretations o f a soc ial encounter. 

7.2 DiscLlssion procedures 

The researcher rando ml y se lected 12 research participants for the Focus group di scuss ion 

ulstrument as suggested by Leedy and Ormrod (2005) fi'om the 150 studellts who 

participated Ul the consecuti vely held three observation sess ions. The researcher has, of 

co urse, ack now ledged the outright interest forwarded by these participallts. 

Befo re proceed ing OIltO the cOlllmencement of the discussio lJ , the researcher has prepared 12 

cards on which Ilumbers (1 - 12)are written and gave each card to each of the partic ipant s 

with the i.n struction that whenever a participant has anything to say ill the process, he/she 

should rai se the card upwards so that it can be video- taped. 

The j-lli low i.ng discuss io n transcription, therefore, is taken fi·om the video-taped CD by using 

the tape as the primary source of the discussion. Neverthe less, when copying the script 

(owing to the difficulty of the copying process), he has made a reaso nable attempt to i.nc lude 

those unavo idable parts the absence o f which wou ld make the di scussio n inco mplete or 

farfetched. 

7.3 Question and Response Format 

The fo llowing is a checkli st of the di scussion questio ns and statelllelits used to r the tocus 

gro up di scuss io n along wi th the research partic ipants' responses as taken fi·o lll the taped 

DVD-CD. (As the tCJ l10w ing di scuss io n questions direct ly alJ(1 pract ical ly refer back to the 

theoretica l hase line benchmarks, which again co-ultegrate with the bas ic quest ions of the 
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research, i.e., the Placement benchmark and Dilts (1990) eight-level constructs, the 

researcher has included the reference commentary along with each question .) 

Question 1 = what do you think is student - placement (and its procedures)? 

(This item refers back to the Placement benchmark) 

When this item was forwarded, all of them showed confusion on their faces. Then the 

researcher explained the term to them, and instantly a girl- student (number-2) brake in with 

a defining Amharic word (in the local language) - 'mideba' a direct synonym for the 

English expression ' the process of categorizing someone into a group ... ' - and all agreed 

with her definition. 

Question 2= Are you satisfied with the MOE's placement procedures concerning 

you and some of your Fiends? (This item also refers to the Placement benchmark.) 

Answer = No-2= I am not satisfied . The information I obtained from second year students 

was that English department is not good and is difficult. So I became frustrated and 

therefore, I am not satisfied with the placement. 

No= II = I am satisfied with the UoG, but I am not satisfied with the depattment. 

Departments like Sociology are given to some others. But the English depmtment was my 

final choice. If I can get additional support, I may continue my leaming. 

No-I (a girl)= I was interested in learning when I was 8th and 9th
, and even loth andllth 

grade student but later I changed my mind and when I noticed that I was placed into the 

English depariment [ cried very much because I was no more interested in leaming the 

English language. 

No-9 = J am not interested in the English department. I was interested in other departments 

like Sociology. English is difficult for me to speak and understand, for this I don ' t want to 

join the English department. 

No=6= This student also expressed hi s dissati sfaction in joining the English department. 
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No 3= When I was young I was interested in learning English but now I am not interested, 

for th is reason my first choice was Sociology. But if I am placed into it and made to learn it, 

I will be interested to study it. 

No 2= Explained that she likes learning the Engli sh language and she is satisfi ed with the 

placement. 

Question 3= Tell us about your interest for English language learning and your 

capability to actively take part in the learning process. 

(This item refers to Dilts (1990) eight-level constructs, and specifically to the Object of 

learning (Content) construct. 

Answer- No 12= He said he liked the English language from grade 1 to 12 and he was 

successful , but now he is not pleased with hi s being placed to the English department for the 

infonnation he received from the second year and above students about the Engli sh 

department that the learning of the English language is very hard and I should not choose it. 

Being afraid with the infOimation, I chose Anthropology, Sociology and others sequentially 

but I was placed into the English department.( No- 12= not looking satisfied with his speech 

he switched off into the Amharic (his local language) and explained the same story again.) 

No-4= He also told the group that he doesn' t have the interest to join the English 

department. 

No-5= He said he is pleased that he has joined the U 0 G but hi s choice was to be placed to 

the Geography or the Sociology departments, but unfortunately, he has become an English 

language learner, therefore he will continue his learning in the English depatiment. 

No-I = Of course I was not pleased and ready to join the English depaliment but now I have 

decided to work hard and get good grades in English, because I have no choice and if I work 

hard, [ know I can get good grades. 

(Student No-3 came in with a question asking the purpose of the di scussion if it is whether 

to give them another chance for placing them into other departments or if it is to give them 
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special support for their learning. The researcher explained the purpose of the research again 

to the group. 

Question 4= what was your basic interest/or learning be/ore you were placed to the 

DELL by VoG's Registrar Office? 

(This fa ll s to the placement benchmark.) 

No-I = It was Geography and then Sociology. 

No-2= It was the English department and [ am satisfi ed with it. 

No-3= It was Sociology. Graduating students told me that Sociology is the best depaIiment. 

No-4= It was Law which I chose but couldn ' t get it. 

No-5= Said it was Sociology. 

No-6= Sociology. 

No-7= Development Studies. My reason was that I was told many students from the English 

department have withdrawn for the learning difficulty, there are day to day presentations, 

speaking practices in English, and many other practical activities and for this I was afraid to 

join it. But now I have known that there is no any simple field of study and I have decided to 

learn the Engl ish language. 

Question=5= /s their any change now in you in terms a/success and/ or/ailure? 

(This goes 10 Placement benchmark.) 

No-IO= Law. I have decided to change my interest now. 

No-9= Geography. Now I must develop my interest to learning the English language. 

No-II = Development Studies. This student has tried to explain his interest for Development 

studies department by illustrating examples that the fi eld of study contributes for the 

increment of the country's GOP. For this he believes that learning Development studies is 

essential. 
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Question=6= Do you like to work with peer groups by exchange information with 

others and communicating wilh them in class and oul of class? 

(This refers to Dilts ( 1990) Environment benchmark) 

( The researcher explained what' peer' and ' peer group ' means to them) 

No-J = Said 'yes- I like it, though I have very little experience in it, I want to work with 

friends. 

No-2= Yes, I li ke working with friends. It is good. 

No- 3= When I read alone, it is difficult. When I get difficult words, I always ask others. 

No-4= No. I want to work alone. I always work individually in libraries. (He switched off 

into the Amharic (the local) language) because others may disturb me by laughing or by 

shouting when I study. 

No-6= Now I like the sharing of ideas with friends. We should avoid selfishness. 

Question=7= What will you do if you do not have peer groups or the environment 

(physical), the academic, political and social situations would not give you a comfort? 

This refers to Dilts (1990) Environment benchmark.) 

No=2= I will work alone if] don't have a friend. 

No= ll = I wi ll have friends and I will work with them. 

No=9= I think if the environment is not good I will never think of going away from the 

university, and I will never ask for a withdrawal but I will ask for help by going to friends in 

other campuses. 

No=7= (Switchi ng into the Amharic (the local language) This problems could happen and 

we will not so lve this problems alone but by working with friends . 

Question=8= Do youfeel alien (strange) with the culture and language used here? 
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(Thisfalls to Dills (1990) Environment benchmark) 

(The researcher gives further explanation to this question) 

NO=3= There is nothing different in Gondar, but what I see here is the way women dress 

their clothes. They wear black dresses and I feel frustrated when I see this because it gives 

me a very disturbing feeling. In my place, people wear black only when someone dies. But 

here they wear it usually and I ask why they do this. 

No= 12= I saw nothing special by coming to Gondar. There is the same experience, culture 

and everything is similar to my place. Concerning different languages, I can' t understand the 

new friends of mine when they use their own languages. But there are no other problems. I 

wi ll try to learn their languages and they will try to learn mine. 

No=4= Here we are living together. We are doing everything together. So there IS no 

problem. 

No= I = I came from Jimma, so things are not that much different. 

Question=9= Do you believe that you are rightly placed to the DELL and 

successfitlly take part in the learning process? (This goes to Placement benchmark.) 

They all said ' no ' to the question except one girl student (No-2) saying 'yes'. 

Question = 10= Do you feel that you do lack appropriate study habits and skills as a 

form of previous English language learning experience? (This refers to the Behavior 

benchmark of Dilts (1990)) 

No=2= Yes, I feel that I have been learning it in my own way. I reali zed it now that I have a 

problem of learning the English language. I don't know how to learn the Engli sh language. 

Now I need to get an advice how to successfully learn the English language. 

No=7= Though we feel that we have been learning the English language before, we have 

reali zed now that we should know more how to learn English because our experience is 

poor. 
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Question=// = When and if you come across learning difficulties such as working 

with over- loaded tasks or exercises, unable to understand the information given, unable to 

describe your seif in Font of classmates, hatred of the instructor, the course (s) etc, .. What 

will you do? (This goes to Beliefs and values and Identity benchmarks of Dilts (1990.) 

(For this further explanation was given by the researcher.) 

No=7= If I feel there are problems, I wi ll ask the teacher to solve them for me. I wi ll di scuss 

things with the teacher. 

No=6= says as I think I wi ll share my problems individually with the teacher. 

NO= IO= I will personally ask my teachers so that I can get my problems solved. But twill 

not leave the University whatever happens. 

Question = J 2= Are you willing to actively participate in the English language 

learning process now? (This goes to the Placement benchmark.) 

They all said 'yes' . As they don' t have any other choice, they said they will continue to learn 

the English language. 

Question=J3= what motivates or encourages your English language learning? 

(This goes to the Placement benchmark and to Environment benchmark.) 

No=2= r am interested and my interest is my motivation. I want to be an English teacher. 

The researcher then asked that the rest of you have already told me that you are placed 

without your interest so that you have got no point for being motivated. They showed 

agreement to thi s point. 

Question= 14= what again inhibits or demotivates your English language learning? 

(This refers to the Placement benchmark and to Dilts (1990) Environment benchmark.) 

All of them said ' lack of interest'. 

Question =J 5= Do you agree that the placement procedures used measure your 

readiness for the English language learning process? (This goes to the placement 

benclunark. ) 
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(The researcher gave them further explanation on this question .) 

No=5= No, I am not properly placed. All others except one student (No=2) agreed on No 5's 

point. 

After thi s, the researcher expressed hi s gratitude for their active participation and concluded 

the Focus group discussion. 

7.4 Summary of the Focus Group Discussion 

Among the 15 Focus group discussion questions presented for discussion, question 

numbers, 1,2.3,4, 5,9, 12, 13, 14, and 15 are categorized into the Placement benchmark 

wherein the research- participants were given opportunities to explain or describe their 

attitudes, interests, and the degree of their wi lli ngness to join the DELL and other related 

points. Research paliicipants were also made to comment on whether the student-placement 

procedures and practices are based on or satisfy the 'student-interest' and 'student­

capability' variable requirements of students who are placed into the DELL. 

Other focus group discussion points, such as: question numbers: 5,6,7,8, 10, 11 , 12, and 

14 arc categorized into Dilts (1990) eight- level construct benchmarks describing which 

variables or constructs played a motivating role and which others impose inhibitive 

influences on English language learning behavior and on the English language learning 

process. 

From their overall verbal discussion responses and stati stical configurations outlined, it can 

be concluded that the greater majority of students who are made to join the DELL are those 

who do not have the least required 'degree of interest or willingness' to join the DELL; and 

who, as well, lack the least required 'degree or level of read iness or capability' to 

effecti vely and successfully learn the English language; it is those who lack the least 

required degree of prior English language learning experience, exposure and/or necessary 

English language learning (study) habits; and it is those who di splay the lack of the 

required degree of English language learning confidence, motivation, and higher purpose 

essential for their successful English language learning. 
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CHAPTER EIGHT 

OBSERVA nON OF THE MAIN STUDY 

8.1 Observation: Presentation and Analysis of Data 

Morrison (1993) arhrues that observations enable the researcher to gather data on: 

1- The physical setting= (the physical enviromTIent and organization). (This was explained 

in Chapter 5 of the observation section.) 

2- The human setting = the research was conducted on the new-entrant students of the 

DELL of the UoG. 

3- The interactional setting = the research was due to learn about the student 's 

communicative ability on in-class and out-of- class observational context. 

Patton (1990) suggests that observational data should enable the researcher to enter and 

understand the situation that is being desctibed. Structured observation is very systematic 

and enablcs the researcher to generate numerical data, in tum, facilitate the making of 

comparisons between settings and situations, and frequencies, patterns, and trends to be 

noted or calculated. The observers adopt a passive, non- intrusive role, merely noting 

down the incidence of the factors being studied. While structured- observation provides 

useful numerical data; there are several concerns which must be addressed in thi s fonTI of 

observation, (Bennett et al. 1984). For example: 

- The participant's subjectivity is lost to an aggregated score; 

- There is an assumption that the observed behavior provides evidence of underlying 

feelings, i.e. that concepts or constructs can be crudely measured in observed OCCUl1'ences. 

As a highly structured observation will know in advance what it is looking for (i.e. pre­

ordinate observation) and will have its observation categories worked out in advance, the 

researcher has stipulated a highly structured benchmarks checklist having nine column 

variable headings to be filled out by two trained coders at each observation session. 
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8.2 Out- of- Classroom Observation 

As was in the pilot study, the researcher has started his out- of- class observation the day he 

arrived at the UoG and particularl y at Maraki Campus where the Social Sciences and the 

Humanities students are situated to live and learn. 

At the time of the researcher's an'ival at the campus, many students were officially 

complaining and expressing their di sagreement on the placement procedures implemented 

by the Social Science Faculty's Registrar Office. The researcher was told by some students 

and later proved it £i'om official documents from the Registrar 's office that about 219 

students out of the 244 who preferred the DELL as their 6th (last) choice were made to join 

the DELL without recognizing their preferences (as if it were their 1st and/ or 2nd choice). 

8.3 The In-class Observation 

The observation process was conducted by using 150 participants on the whole but by 

randomly dividing them into three session-groups (50 students in a single session) assisted 

by the English language department in the process). 

8.4 Participants of the Instrument 

Participants of the 3 (three) in-class observation session processes were: 

the ISO randomly selected participants described above ( divided into three sessions which 

are held consecutively), 2 trained lecturers ( the first one worked in the first two sessions) 

who are currently teaching in the DELL (who received a short-time training about the 

research and the observation session essentialities for about two hours by the researcher), 

4 coders ( two of them worked consecutively in the first two observation sessions) who 

coded the participants' activities on (with) the checklists having nine predetermined 

checklist - column- headings prepared by the researcher after receiving a shott-time 

briefing for about 2 hours about the coding practice too, as could be seen in the video-taped 

CD. 
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8.5 Proceedings of the Observation 

The researcher used Cohon's (2002) ' useful set of guidelines for directing observations of 

specific activities, events or scenes' suggesting that they should include answers to the 

following questions: 

• The new- entrant university students who are placed to the DELL are taking 

pali in the observation sessions in three groups of 50 each, 

• Coders, by using the nine benchmark variables on their checklist, give marks 

to the pmiicipants as per their participation, 

• The behaviors observed are the ones which are expected of university 

students of that level, and displaying the expected behavior at least once 

would offer the participant with a portion of a mark, 

• An infonned lecturer delivers the lecture, and two trained coders deliver 

marks to participants who raise the numbered- cards high up to be looked by 

the coders and by the cameraman, 

• The role of the participants is simply to do as ordinary English language 

leamers are expected to do in their fonnal classrooms, 

• Decisions in the observation sessions are made by the lecturer (in offeling 

chances to students asking for them), and by the coders (in giving marks to 

students who are participating)" 

• Issues prepared for discussion m"e AIDS for the first two seSSIOns, and 

CULTURE and VALUES for the third session, 

• First the lecturer talks for 7 to 10 minutes, then participants talk by asking for 

chances and other participants listen to the talks made by their session-mates, 

• The event takes place at Hall I of the Maraki Campus, 

• Each session is as equal as a fOlmal period (50 to 60 minutes), 
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• The purpose, the overall process and the disciplinary expectations of the 

instrument are first explained by the researcher as a form of introduction, 

• The observation sessions take place that way in order to find out whether 

students do have the necessary learner-skill variables required for that level, 

• Participants attribute whatever meaning in the domain of their ability to what 

is happening there by doing what they can do in the given time and place 

context. 

8.6 List of checklist headline variables with their functional meaning 

1- Readiness to pmtake= the participant's overall capability and confidence to take part in 

the session. 

2- Degree of attention = the disciplinary fitness of participants in the session. 

3- Capabi lity to ask = the ability of participants to forward or raise questions. 

4- Capability to respond = the abi lity of participants to deliver answers to questions. 

5- Interest to communicate = the degree of participants aleltness and eagerness to get 

involved in the classroom dynamics. 

6- Frequency of partaking = the overall degree of participants' claim for chances to 

repeatedly palticipate. 

7- Fluency of speech = the ability to talk with nonnallevels of continuity. 

8- Grammaticalness = the appropriate use of the participant's structural resource. 

9- Confidence = the degree of the palticipant's self- assuredness while taking palt in the 

observation session. 
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The foUowin g three tables show the overall observation process 

Observation Check-List Varia hies 10 Meas ure' Practices of Partid llallts 
Scr. 

I~('a dillcss Degree 
Callability to Capability 10 Interest to Frequency of Fluency of Grammati Total , 0 to or Confidence 

partake att ention 
ask Respond CO llllllunicat e partaking speech c:. lnC$S 

I I 0.5 0.5 I I 0.5 0.5 0.5 0.5 6 

2 0.5 0.5 0.5 I I I 0.5 0.5 0.5 6 

] 0.5 0.5 0.5 0.5 0.5 0.5 0 0 0 3 

4 0.5 0.5 I 0.5 I I 0.5 0.5 0.5 6 

5 0.5 0.5 I 0.5 0.5 0.5 0.5 0.5 0.5 5 

(, I 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.5 5 

7 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.5 4.5 

8 0 0 0 0 0 0 0 0 0 0 

9 I I I I I 0.5 0.5 0.5 0.5 7 

10 I 0.5 0.5 0 0 0 0 0 0 I 

II I I 0.5 I I 0.5 0.5 0.5 0.5 6.5 

12 0 0 0 0 0 0 0 0 0 0 

13 0 0 0 0 0 0 0 0 0 0 

14 0 0 0 0 0 0 0 0 0 0 

15 I I 0.5 0.5 I 0.5 0.5 0 0 5 

16 0 0 0 0 0 0 0 0 0 0 

17 0 0 0 0 0 0 0 0 0 0 

18 0 0 0 0 0 0 0 0 0 0 
19 0 0 0 0 0 0 0 0 0 0 

20 I I 0.5 0.5 I 0 0 0 0 4 

21 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.5 4.5 
22 I I 0.5 0 0 0 0 0 0 2.5 

23 0 0 0 0 0 0 0 0 0 0 

24 I I 0.5 0.5 I 0.5 I 0.5 0.5 6.5 

25 0 0 0 0 0 0 0 0 0 0 

26 0 0 0 0 0 0 0 0 0 0 

27 I I 0.5 I I 0.5 0 0 0 5 
28 I I 0.5 0.5 0.5 0.5 0.5 0.5 0.5 5 

29 0 0 0 0 0 0 0 0 0 0 

30 0 0 0 0 0 0 0 0 0 0 
31 0 0 0 0 0 0 0 0 0 0 
32 0 0 0 0 0 0 0 0 0 0 
33 0 0 0 0 0 0 0 0 0 0 
34 0 0 0 0 0 0 0 0 0 0 
35 0 0 0 0 0 0 0 0 0 0 
36 0 0 0 0 0 0 0 0 0 0 
37 I 0.5 I I I I 0.5 0.5 0.5 8 
38 0 0 0 0 0 0 0 0 0 0 
39 0 0 0 0 0 0 0 0 0 0 
40 0 0 0 0 0 0 0 0 0 0 
41 0 0 0 0 0 0 0 0 0 0 
42 0 0 0 0 0 0 0 0 0 0 
43 0.5 0.5 0.5 I 0.5 I 0.5 0.5 0.5 6.5 
44 I I 0 I 0.5 0.5 I 05 0.5 6 
45 I I 0.5 0.5 I 0.5 I 0.5 0.5 6.5 
46 0.5 0.5 0.5 I 0.5 0.5 I 0.5 0.5 5.5 

47 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.5 4.5 
48 I 0.5 0.5 0.5 0.5 0.5 0.5 0.5 0.5 5. 
49 I I 0.5 0.5 I I 0.5 0.5 0.5 6.5 
50 I I 0.5 0.5 0.5 0.5 0.5 0.5 0.5 5.5 

Table 8- The first observation session's check-list 
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Standard deviation = 2.73 

Central tendency = 2.85 

Average score = 2.85 

Range (8) Dispersity of scores = 0-------8 

Table 8 shows that the research participants in this session have demonstrated a level which 

is lower than an expected degree of participation signified by the standard deviation 2.73. 

This deviation ratio has gone down a lot toward -0- from the central tendency 2.85. Though 

the highest score grade is 8 out of 10, it is scored only by one participant. But the least score 

-0- is scored by 24 students which make the dispersity of scores homogenous. This scoring 

ratio could lead to the conclusion that the majority of students are in the failures zone or are 

displaying problems which could be related with incapability, unpreparedness, lack of 

sufficient prior knowledge (learner exposure) and appropriate study habits. 
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Ser. 
No 

I 
2 

3 

4 

5 

6 

7 

8 

9 

10 

I I 

12 

13 

14 

15 

16 

17 

18 

19 

20 

2 1 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 

37 
38 
39 
40 
4 1 
42 
43 
44 
45 
46 
47 
48 
49 
50 

Observation Check-List Variab les to Measure Practices of Participants 

Readiness Degree Capability 
Capability Interest to 

to of to 
to ask 

Respond 
communicate 

partake attention 
I I 0 0.5 I 
0 0 0 0 0 

I I 0 I I 

0 0 0 0 0 

I I 0 0.5 0.5 

0.5 I 0 I I 

0 0 0 0 0 

0 0 0 0 0 

I I 0 0.5 I 

I I 0 0.5 0.5 

0 I 0 0.5 0 

0.5 0.5 0 0.5 0.5 

0 I 0 I 0 

0.5 I 0 I 0.5 

I I 0 I 0.5 

I I 0 I I 

0 0 0 0 0 

0 0 0 0 0 

0 0 0 0 0 

0 0 0 0 0 

I I 0 I I 
I I 0 0.5 I 
I 0.5 0 I I 
0 0 0 0 0 
I I 0 I I 
I I 0 0 0 
0 0 0 0 0 
I 0 0 0 0 
0 0 0 0 0 
0 0 0 0 0 
0 0 0 0 0 
0 0 0 0 0 
0.5 I 0 I I 
I I 0 I I 
I 0 0 0 0 
I 0 0 0.5 0.5 

I I 0 I I 
0 0 0 0 0 
0 0 0 0 0 
0 0 0 0 0 
0 0 0 0 0 
I I 0 0.5 I 
I I 0 0.5 I 
I I 0 I I 
0 0 0 0 0 
0.5 I 0 I 0.5 
I I 0 0.5 I 
0 0 0 0 0 
0 0 0 0 0 
0 0 0 0 0 

Table 9- The second observation session's check-list 

Standard deviation= 2.97 
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Frequency Fluency 
of of 

partakinl! speech 
0.5 0.5 
0 0 

I 0.5 

0 0 

I I 

0.5 0.5 

0 0 

0 0 

I I 

0.5 0.5 

0.5 0.5 

0.5 0.5 

0 I 

0.5 I 

0.5 0.5 

I 0.5 

0 0 

0 0 

0 0 

0 0 

0.5 0.5 
0.5 0.5 
I 0.5 
0 0 
I 0.5 
I 0.5 
0 0 
0 0 
0 0 
0 0 
0 0 
0 0 
0.5 0.5 
0.5 0.5 
0 0 
0.5 0.5 

0.5 0.5 
0 0 
0 0 
0 0 
0 0 
0 0 
0.5 0.5 
0.5 0.5 
0 0 
0.5 0.5 
0.5 0.5 
0 0 
0 0 
0 0 

Grammat TOI Confidence 
icalness 

0.5 0.5 5 
0 0 0 

0.5 I 7 

0 0 0 

I I 7 

0.5 0.5 5.5 

0 0 0 

0 0 0 

0.5 0.5 7 

0.5 0.5 5 

0.5 0.5 3.5 

I I 5 

I I 5 

I I 7 

I 0.5 6 

0.5 I 7 

0 0 0 

0 0 0 

0 0 0 

0 0 0 

0.5 0.5 6 
0.5 0.5 6 
0.5 0.5 6 
0 0 0 
0.5 I 7 
0.5 0.5 4.5 
0 0 0 
0.5 I 2.2 

0 0 0 
0 0 0 
0 0 0 
0 0 0 
I I 6.5 
I I 7 
0 0 I 
0.5 0.5 4 

I I 7 
0 0 0 
0 0 0 
0 0 0 
0 0 0 
0.5 0.5 4.5 
0.5 0.5 5.5 
0.5 0.5 6 
0 0 0 
0.5 0.5 5 
0.5 I 6 
0 0 0 
0 0 0 
0 0 0 



Central tendency = 3.08 

Average score = 3.08 

Range (7) Dispersity of scores = 0- 7 

Table 9 shows a low level of success rate of the majority of students though there seems to 

be a relatively better scoring rate than in the first observation session. The highest score is7 

which is scored by eight pal1icipants and this gives the session a better picture of success, 

and the number of students who scored -0- is 22 which is less than by 3 students from the 

first observation session. With a similar overall observation session environment between 

the first two sessions, it can be said that the result observed in the second session is 

relatively better but yet the standard deviation ratio recorded here, 2.97 takes the whole 

picture back to the failure zone. The central tendency -3.08- ratio shows an increment in this 

observation session when compared to the first observation session, which is 2, 73, this is 

because of the overall composition of scores in the average score ratio situations. In all other 

situations the case seems almost similar as score homogeneity is observed. 
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SCI'. 

No 

1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 
36 
37 
38 
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
50 

Observation Check-List Variables to Measure Practices of Particil)ants 

Readiness Degree 
Capability Capability to Interest to 

to of I 
to ask Respond communicate 

partake attention 
1 1 0 0.5 1 
0.5 0.5 0 0.5 0.5 
1 0.5 0 I 1 
0 0.5 0 0 0.5 
0 0.5 0.5 0 0.5 
0 0 0.5 0 0.5 
0.5 0 0 0 I 
I 1 0 0.5 0.5 
I 1 0 0.5 1 
I 0.5 0 0 I 
0.5 1 0 0 1 
0.5 1 0 I 1 
I 0.5 0 1 0.5 
0 0.5 0 0.5 1 
0 0 0 0 0.5 
0.5 I 0 0.5 0.5 
0.5 0.5 0 0.5 1 
0. 5 0.5 0 0.5 0.5 
0.5 0.5 0 0 0 
0 0.5 0 0 0.5 
1 0.5 0 1 I 
0.5 1 0 0.5 1 
0.5 0.5 0 0.5 1 
I I 0 0.5 I 
0 0.5 0 0.5 0.5 
1 1 0 1 1 
0 0.5 0 0 0 
0.5 0.5 0 0.5 0.5 
1 I 0 1 1 
0.5 1 0 0.5 0.5 
0.5 0. 5 0 0 1 
1 0 0 0 0 
I 0.5 0 0.5 I 
0.5 I 0 0.5 0.5 
0 0 0 0 0 
0 0 0 0.5 0.5 
1 1 0 0.5 1 
0 0.5 0 0.5 0.5 
0 0 0 0 0 
0 0 0 0 0 
1 1 0 I I 
0.5 0.5 0 0.5 0.5 
0 0 0 0 0 
0 0 0 0 0 
1 I 0 0.5 1 
0 0 0 0 0 
0 0.5 0 0.5 0.5 
0 0. 5 0 0 0.5 
0 0 0 0 0 
0 0 0 0 0 

Table 10- The third observation session's check-list 

Standard deviation ~ 2.22 
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Frequency Fluenc 
of y of 

partaking spcech 
0.5 0.5 
0.5 0 
0.5 0.5 
0.5 0 
0 0 
0 0 
0.5 0 
0.5 1 
0.5 0.5 
0.5 0.5 
0.5 0.5 
0.5 0.5 
1 0 
0.5 0.5 
0 0 
1 0.5 
0.5 I 
0.5 0 
0 0 
0 0 
0.5 0.5 
0.5 0.5 
0.5 0 
0.5 0 
0 0 
0.5 0.5 
0.5 0.5 
0.5 0.5 
1 0.5 
0.5 0.5 
0.5 0.5 
0 0 
0.5 0.5 
0.5 0.5 
0 0 
0 0 
0.5 0.5 
0 0 
0 0 
0 0 
1 0.5 
0.5 0.5 
0 0 
0 0 
0.5 0.5 
0 0 
0 0 
0 0 
0 0 
0 0 

Grammat Tot: Confidence 
icalness 

0.5 0.5 4.5 
0 0.5 3 
0 1 5 
0.5 0 2 
0.5 0 2.5 
0 0.5 1.5 
0.5 0.5 3 
0.5 0.5 5.5 
0 0 5.5 
0 0 3.5 
0 0 3.5 
0.5 I 6 
0.5 0.5 5 
0.5 0.5 4 
0 0 0.5 
0 0.5 4.5 
0.5 0.5 5 
0.5 0.5 3.5 
0 0 1 
0 0 1 
0.5 1 6 
0.5 0.5 6 
0 0.5 3.5 
0.5 0 4 .5 
0.5 0.5 7 
0.5 0.5 6 
0 0.5 2 
0.5 0.5 4 
0.5 0.5 7 
0 0.5 4 
0.5 0.5 4 
0 0 0 
0.5 0.5 5 
0.5 0.5 4.5 
0 0 0 
0.5 0 1. 5 
0.5 0.5 5.5 
0.5 0.5 2 
0 0 0 
0 0 0 
0.5 1 7 
0.5 0.5 4 
0 0 0 
0 0 0 
0.5 0.5 5.5 
0 0 0 
0 0.5 2 
0 0.5 1.5 
0 0 0 
0 0 0 



Central tendency = 3.25 

Average score = 3.25 

Range (7) Dispersity of scores = 0- 7 

In Table 10, the highest score rate observed is 7 but only by three observation patiicipants 

and the least score is 0 by nine patiicipants. The number of participants who scored 5 and 

below 5, i.e., the half line score, is 40 patiicipants. The standard deviation is 2.22 which 

deviate from the central tendency 3.25 , downwards to -0- showing the same failure case. 

The range is 7 with the dispersity rate 0-7 displaying score homogeneity. 

8.7 The Observation Checklist Result Analysis 

The agreed up on checklist results marked (rating fi'equencies) by the two coders, in each of 

the three observation sessions, were marked by using the following marking keys: (1 - for a 

full mark; 0.5- for a half mark; and O-for no mark; and the other numbers stand for the 

number of students who scored them.) 

Session I - Session II - Session III -
A) Readiness to Partake 

1=17 0.5=9 0=24 1 =21 0.5=5 0=23 -15 0.5- 160=19 

B) Degree ojAttention 

1=12 0.5=14 0=24 1=23 0.5=2 0=25 1=15 0.5=22 0= 13 

C) Capability to Ask 

1=4 0.5= 19 0= 27 1 =0 0.5=0 0=50 1=0 0.5=2 0=48 

D) Capability to Respond 

1= 9 0.5= 14 0= 27 1=14 0.5=11 0=25 1 F6 0.5=23 0=2 1 

£) Interest to Communicate 

1= 12 0.5= 12 0=26 1=15 0.5=8 0=27 = 19 0.5=19 0=12 

F) Frequency of Partaking 

1= 50.5=180=27 1=7 0.5= 17 0=25 =5 0.5=26 0=19 

G) Fluency of Speech 

1= 4, 0.5= 18, 0= 28 1=5,0.5- 21,0- 24 1- 2,0.5- 22, 0- 26 
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H) Grammaticalness 

1- 0 0.5- 20 0- 30 1-8 0.5-20 0- 22 1 100 0.5=28 0=22 

1) Confidence 

1- 0 0.5- 20 0- 30 - 15 0.5- 13 0- 22 =5 0.5=26 0= 19 

[n the above Observation session activity marking fonmat , marking was administered by two 

trained coders each, after reaching agreement over the fOlwarded average marks for all 

participants in all the three sessions (reminding the practical essentiality to attributing trust to 

the j ob done by the coders here). Hence, it is clearl y observed that except in only some of the 

practice variab les, most of the palticipants are included in the "0" score category variable. 

Therefore, it can be concluded that the greater majority of the palticipants in these three 

observation sessions would be termed as students who did not show the required degree of 

readiness and capability for English language learning, and who seriously displayed lack of 

the appropri ate English language learning habits. 

8.8 The Observation's Total Data Analysis 

The standard deviation ratio of the whole of the three observation sessions was 1.96, with the 

central tendency ratio of 3.87. It can be seen that the overall standing of the standard 

deviation was situated down below the average mean ratio, therefore, di splaying a very low 

English language proficiency skill s; and an unprepared and unmoti vated learner behavior was 

manifested too by the majority of the observation session pmticipants. 
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CHAPTER NINE 

SCORE-GRADE DATA TABULATION OF THE MAIN STUDY 

9.1 The Score-grade Data Tabulation Data Analysis 

The researcher officiall y took students ' Exam score-grade documents of their preparatory 

exams (given by the MoE after the completion of their preparatory programs undertaken for 

two years) from the three departments (from the DELL, Medicine and Sociology 

departments) and tabulated it. 

DELL (Tests) MEDICINE (Tests) SOCIOLOGY (Tests) 
English Math 's Aptitude English Ma th 's Aptitude English Math 's Aptitude 

I 52 34 40 I 45 63 62 I 39 63 47 
2 43 38 38 2 52 74 67 2 53 38 50 
3 33 54 58 3 60 58 78 3 37 51 40 
4 41 45 55 4 58 65 65 4 53 52 55 
5 38 35 47 5 58 54 58 5 39 54 33 
6 43 29 35 6 53 63 60 6 49 38 48 
7 41 22 45 7 77 77 67 7 38 68 57 
8 45 35 73 8 76 60 80 8 52 42 42 
9 46 35 52 9 52 69 68 9 63 38 48 
10 40 37 48 10 57 54 67 10 48 26 43 
II 36 40 50 \I 56 72 78 \I 46 38 53 
12 54 34 68 12 50 68 60 12 63 31 53 
13 30 40 50 13 63 71 67 13 41 42 62 
14 45 32 37 14 53 55 57 14 51 34 50 
15 53 43 55 15 63 63 55 15 38 57 47 
16 38 58 38 16 68 68 80 16 56 28 48 
17 45 55 57 17 53 60 57 17 54 37 45 
18 36 34 43 18 65 45 70 18 48 45 53 
19 37 29 48 19 54 52 82 19 47 34 50 
20 43 35 37 20 39 91 72 20 56 28 63 
21 53 55 48 21 63 69 80 21 50 28 40 
22 36 51 38 22 63 60 82 22 54 49 60 
23 40 32 58 23 61 69 62 23 44 25 43 
24 54 42 67 24 70 54 77 24 59 26 72 
25 58 43 42 25 48 75 63 25 47 34 69 

Table-l1 Score-grade data tabulation 

11 9 



DELL = Standard deviation = 7.34 

Central tendency = 43 .2 

Average score = 43.2 

Range (25) Dispersity of scores = 33------58 

The DELL participants score grade di stribution clearly explains that students who are being 

placed to the DELL are truly those who are low- achieving, less prepared students 

with intensely shallow degree of interest, motivation and lack of prior experience or study 

habits required for successful English language learning. This can be seen from their 

standard deviation ratio which is 7.34 which occurs straight down below the central 

tendency ratio 43.2. The dispersity of scores is 33---58, with the range of25, which shows a 

large homogeny cluster of scores. 

Medicine = Standard deviation = 9.0 I 

Central tendency = 58.28 

A veragt:: score = 58.28 

Range (38) Despersity of scores = 39--77 

The Medicine pa11icipants score grade disttibution clearly describes that students who are 

placed there are very high- sCOling and capable students. The central tendency ratio, which 

is 58.28, is above the mid-way total score and the standard deviation, which are 9.01 shows 

a tremendous increase over the DELL students ' ratio. The di spersity of scores is 39- 77 

with a range of 38 which shows heterogeneity. 

Sociology = Standard deviation = 7.58 

Central tendency = 49 

Average score = 49 

Range (26) Despersi ty of scores = 37--63. 
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The Sociology paliicipants score grade distribution describes those students who are placed 

there are relatively high scoring and capable students. The central tendency ratio, which is 

49.0, is almost a point below the mid-way line but highly exceeding from their DELL 

counterparts. Their standard deviation ratio is al so larger than the DELL' s with a dispersity 

score of37- 63 and a range of26, showing a heterogeneity clustering of scores. 

However, the researcher, by giving precedence to it, has considered and tabulated only the 

case of the English subject results of the students from the three departments. But yet it is 

quite simple to observe, appreciate and conclude from the plainly stated score-marks from 

the above table that the successful scoring capability of Medicine and Sociology students is 

exceedingly surpassing from those of the DELL students low learning and scoring capacity 

in both mathematics and aptitude subjects. 

However, it is common knowledge that these exceedingly high-scoring capabilities 

observed in these two departments would not by all means let us over-rule to witness the 

potential possibilities of the failure of certain (number of) students. 
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CHAPTER TEN 

THE ACADEMIC PROGRESS REPORT 

10.1 DELL 1st Year Students' (2008/09 A.Y.) 1st Semester Academic Report 

This chapter is incorporated to serve the purpose of showing whether the low level of 

English language proficiency skills and the student placement- problems are imposing their 

inhibitive roles or otherwise, as proved by the overall findings via the different research 

instruments used in the research, upon the newly-placed English language learners and on 

the actual English language learning process. 

To this effect, based on the researcher' s formal request, the UoG's Faculty of Social 

Sciences and The Humanities Registrar Office officially offered the following overall 

academic progress repmi of DELL students who joined the UoG in 2008/09 AIY (which is 

fonnally approved by the Faculty's Academic Commission). 

Department \>1 Year (I SI semester) 

Enro lled ill [)j ... Wirh Actl . Dismissal Withdrawal Dropouts 

21lO8/09A.Y. Re . 

admition 

M F T M F T M F T M F T M F T 

DELL 181 63 244 6 I 7 12 12 24 0 0 0 21 13 34 

Table-12 Registrar Office's Academic Progress Report Table 

As the above report table indicates, the total number of admitted students to the DELL was 

244 among which 181 are male students which cover the 74.18% and the other 63 are 

female students covering the 25.82%. Among this tota l, the number of di smissed students 

with the condition to be re-admitted in the next academic year is 7 from which males are 6 

and only I female student, The reason for these students to be given with the chance of 

being re-admitted to the department is that they have scored in between 1.00 and 1. 49 

semester average score grade which, according to the agreed upon working procedures 

employed by the SSH Faculty's registrar office. The number of academically dismissed 

students, which is 24 (12 female and 12 male students sharing it equally), accounts a 
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relatively huge number for a semester's result representing 9.84% fj'OITI the whole. The 

reason these students are completely dismissed is that they all scored below 1.00 average 

score, and this score rate would not offer a student the privilege of being re-admitted to the 

depmtment again. But the most surpri singly huge is the number of dropout students in the 

semester which is 34 covering 13 .94%, out of which 21 (8.61%) goes for male students and 

13 (5.33%) for female students. 

Reasons for the significant number of dismissed and dropout students could possibly be 

various such as environmental, social, economic, health, and academic problems like their 

lack of interest for the specific field of study and their less degree of capability and 

preparedness to successfully get involved in the English language learning process. 

Nevertheless, it should be known that the number of successful students in this program is 

also huge though it may be difficu lt for one to anticipate the continuity of their progress. 

10.2 DELL's Report on Students' Academic Progress 

Based on the researcher's request, the DELL office offered the following five course result 

lists (letter-grade li sts) taken by the DELL I st year students in the I st semester of the 

Academ ic year 2008/09. 

I) Grammar in Use (EnLa 103) 

2) Reading Ski ll s (EnLa 141) 

3) Spoken English I (EnLa Ill) 

4) College English (EnLa \0 I) 

5) Linguistics (EnLa 151 ) 

Though the number of courses offered to the DELL first year students in the I st semester 

was six, as the objective of the research basically focuses on finding out the effects of the 

low level of students ' English language proficiency skills on their English language 

learning, the researcher decided not to include the sixth one for it was a psychology course 

and used the rest of the courses to find out how those new-entrant DELL students progressed 

with the offered English language skill courses, and this means the Linguistics course itself 
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is an addition. 

However, the department's result- reporting li sts contain only letter-grade results of students 

and hence, were difficult for the researcher to rely only on them to appraise the actual 

leamer progress without looking at the raw-scores obtained by the students in five of the 

courses offered in the semester. Here it became mandatory for the researcher to request all 

the course-teachers to provide him with the necessary score-grade assessment lists 

displaying the score-grades out of 100%, the cut-off-points used when fixing scales of letter­

grades and others for the reason that the office of the DELL doesn't have a compelling 

working procedure to collect and document all these materials other than obtaining and/or 

collecting copies of crude letter-graded course-lists. Due to these limitations of the obtained 

letter-grade lists, the researcher requested all the responsible lecturers to provide him with 

the appropriate course-assessment forms displaying all of the students' score-grades. 

However again, the researcher could not get all the score-grade assessment lists of all the 

courses for all groups of students for reasons such as failure of some teachers to find out the 

whereabouts of their documents of students score-grade lists. Therefore the researcher has 

limited the measure of his 'academic progress report' only to the first two classes (officially 

grouped by the depmtment) having a total number of I 14 students. 

The following is a table demonstrating all the necessary information on DELL students 

placed to the depaltment in 2008/2009 Academic Year such as the course titles offered in 

the first semester of 2008/09 AN (used as headings), sex of students, specific score-grades 

(out of 100%) as offered by the responsible course- instructors and lecturers, and the offered 

letter-grades by the responsible course instructors and lecturers. 
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Table-13 DELL students' Score-grade and Letter-grade List 

Grammar in (ollege Total 
S. No. Sex use Reading skill Spoken English English Linguistics (500%) 
1 M 69 A 51 B 40 ( 66 A 64 A 290 
2 M 68 A 32 ( 57 B 55 B 33 ( 245 
3 M 52 B 31 ( 43 ( 65 A 51 B 242 
4 M 19 F 17 F 27 D 37 ( 18 F 118 
5 M 53 B 55 B 56 B 56 B 33 ( 253 
6 M 69 A 56 B 28 D 56 B 52 B 261 
7 M 36 ( 32 ( 28 D 55 B 32 ( 183 
8 M NG NG NG NG NG NG NG NG NG NG 
9 M 68 A 66 A 56 B 71 A 66 A 327 
10 M NG NG NG NG NG NG NG NG NG NG 
11 M 36 ( 22 D 57 B 55 B 32 ( 202 
12 M 69 A 67 A 72 A 66 B 65 A 339 
13 F NG NG NG NG NG NG I I NG NG 
14 M 53 B 34 ( 31 D 37 ( 32 ( 187 
15 M 52 B 36 ( 36 ( 56 B 53 B 233 
16 M NG NG NG NG NG NG NG NG NG NG 
17 F NG NG NG NG NG NG NG NG NG NG 
18 F NG NG NG NG NG Ng NG NG NG NG 
19 F 19 F 18 F 30 D 25 D 21 D 113 
20 M 54 B 54 B 44 ( 56 B 33 ( 241 
21 F NG NG NG NG NG NG NG NG 
22 M 35 ( 38 ( 46 ( 38 ( 51 B 208 
23 M 35 ( 51 B 40 ( 56 B 65 A 247 
24 F 37 ( 35 ( 44 ( 37 A 52 B 205 
25 M 52 B 36 ( 40 ( 26 ( 33 ( 187 
26 M 22 D 15 F 27 D 31 D 21 D 116 
27 M 70 A 36 C 56 B 56 B 67 A 285 
28 F NG NG NG NG NG NG NG NG NG NG 
29 M NG NG NG NG NG NG NG NG NG NG 
30 F 68 A 54 B 41 C 66 A 52 B 281 
31 M 68 B 37 C 27 D 56 B 64 A 252 
32 M 36 C 44 C 40 ( 55 B 32 C 207 
33 F 19 F 18 F 17 F 38 C 17 F 109 
34 M 53 B 53 B 41 C 56 B 33 C 236 
35 F 36 ( NG NG 27 D NG NG 18 F 81 
36 M 35 C 50 B 56 B 37 C 21 C 199 
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Grammar in (allege Total 

s. No. Sex use Reading skill Spoken English English Linguistics (500%) 

37 F 36 ( 34 ( 43 ( 38 ( 54 B 205 

38 M 54 B 35 ( 43 ( 37 ( 32 ( 201 

39 M NG NG NG NG NG NG NG NG NG NG 

40 M 54 B 35 ( 42 ( 66 A 33 ( 230 

41 M 71 A 51 B 56 B 68 A 66 A 312 

42 M 37 ( 32 ( 31 D 39 ( 33 ( 172 

43 F 35 ( 35 ( 59 B 37 ( 54 B 220 

44 M 35 B 31 ( 57 B 56 B 33 ( 212 

45 F 53 B 68 A 74 A 37 ( 32 ( 264 

46 M 54 B 34 ( 57 B 57 B 53 B 255 

47 M 36 ( 32 ( 38 D 66 A 32 ( 204 

48 M 36 ( 31 C 41 ( 56 B 50 B 214 

49 M 54 B 51 B 58 B 38 C 33 C 234 

50 F NG NG NG NG NG NG NG NG NG NG 

51 F 36 C 30 ( 28 D 37 C NG NG 

52 F 35 C 51 B 59 B 56 B 32 C 233 

53 M 52 B 49 B 70 A 37 C 33 ( 241 

54 M 21 D 24 D 29 D 37 C 34 C 145 

55 M 68 A 53 B 50 B 67 A 32 C 270 

56 M 53 B 36 C 45 C 37 ( 51 B 222 

57 M 19 F 24 D 27 D 19 F 21 D 110 

58 M 52 B 34 C 40 ( 37 C 16 F 179 

59 M 70 A 50 B 59 B 67 A 33 C 279 
60 F 53 B 31 C 64 B 37 ( 51 B 236 

61 F 19 F 17 F 29 D 25 D 50 B 140 
62 M 18 F 31 ( 30 D 18 F 32 C 129 
63 M 36 C 32 C 36 D 38 C 32 C 174 
64 M 18 F 18 F I I 26 D 33 ( 95 
65 M 69 A 33 C 36 D 55 B 18 F 211 
66 M 18 F 19 F 27 D 19 F 51 B 134 
67 F 35 C 52 B 50 C 37 ( 18 F 192 
68 M NG NG NG NG NG NG I NG NG 
69 M 68 A 50 B 65 B 66 A 32 C 281 
70 F 19 F 23 D 16 F 26 D 34 ( 118 
71 M 53 B 51 B 68 A 56 B 22 D 250 
72 F 23 D 35 C 42 C 55 B 34 C 189 
73 M 37 C 49 B 56 B 38 ( 34 C 214 
74 F 36 C 45 C 59 B 37 ( 32 C 209 
75 M 54 B 52 B 44 ( 55 B 67 A 272 
76 F 36 C 34 C 58 B 55 B 32 C 215 
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Grammar in (ollege Total 

S. No. Sex use Reading skill Spoken English English Linguistics (500%) 

77 F 38 ( NG NG 17 F 37 ( 34 ( 124 

78 M 36 ( 54 B 64 B 26 D 33 ( 213 

79 M 37 ( 24 D 22 F 56 B 17 F 156 

80 M 22 D 25 D 29 D 26 D 52 B 154 

81 M 35 ( 34 ( 56 B 55 B 22 D 202 

82 M 35 ( 46 ( 32 D 38 ( 32 ( 183 

83 M 36 ( 36 ( 33 D 37 ( 32 ( 174 

84 M 36 ( 37 ( 27 D 37 ( 33 ( 170 

85 M 54 B 52 B 44 ( 37 ( 33 ( 220 

86 M 71 A 64 A 60 B 56 B 33 ( 284 

87 M 35 ( 42 ( 56 B 67 A 53 B 253 

88 M 53 B 42 ( 44 ( 37 ( 65 A 241 

89 M 70 A 64 A 45 ( 37 ( 54 B 270 

90 M 36 ( 50 B 31 D 56 B 33 ( 206 

91 M 52 B 43 ( 43 ( 38 ( 70 A 246 

92 M 37 ( 51 B 40 ( 55 B 54 B 237 

93 F 36 ( 47 ( 31 D 37 ( 33 ( 184 
94 M 37 ( 46 ( 45 ( 56 B 66 A 250 
95 M 19 F 18 F 10 F 20 F 53 B 120 

96 M 36 ( 32 ( 45 ( 56 B 64 A 233 
97 M 46 ( 53 B 59 B 56 B 21 D 235 
98 F NG NG NG NG NG NG NG NG NG NG 
99 M 35 ( 45 D 39 D 38 ( 64 A 221 
100 M NG NG NG NG NG NG I NG NG 
101 M 36 ( 33 ( 27 D 37 ( 33 ( 166 
102 M 71 A 50 B 41 D 37 ( 17 F 216 
103 M 72 A 50 B 44 ( 55 B 55 B 276 
104 M 70 A 34 ( 56 B 55 B 51 B 266 
105 M 36 ( 31 ( 29 D 38 ( 65 A 199 
106 M 21 D 32 ( 42 ( 38 ( 53 B 186 
107 F NG NG NG NG NG NG NG NG 
108 F NG NG NG NG NG NG NG NG NG NG 
109 F 36 ( 30 ( 45 ( 37 ( 33 ( 181 
110 M 36 ( 31 ( 44 ( 38 ( 20 D 169 
111 F 53 B 30 ( 69 A 55 B 52 B 259 
112 F 52 B 31 ( 41 ( 37 ( 65 A 226 
113 M 18 F 18 F 23 D 19 F 23 ( 101 
114 M 54 B 50 B 43 ( 59 B 57 B 263 
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For the sake of a complete and accurate stati stical calculation, the NO (no grade) specimens 

in the above table, as they are not being represented with any kind of numerical figure 

(score grade), are not included in the following (statistical) configuration. Therefore, the 

following statistical configuration is worked out for those who are numerically represented 

DELL students. 

1) GRAMMAR IN USE (EnLa 103) 

Standard deviation-I 6.28 

Average score-43.70 

Central tendency-43.70 

Range- 45 Dispersity rate- I 8- 72 

It can be seen that the standard deviation ratio (16.28) visibly deviates from the average 

score (43.70) downward notifying that the majority of scores remain below the required 

level. As the di spersity of scores, 18- 72, widely spreads to the ratio of 45, the nature of 

clustering of scores has become heterogeneous. 

Cut-off-points used Number of students in the category 

-Above 64= A -1 7 students 

-52- 67=8 -26 students 

-35- 51 =C -41 students (40 scored below 40%) 

-21 - 34=D -5 students 

-Less than 20=F -I I students 

It can be said that the 43 students who fall to the 'A' and '8' letter grade categOli es covering 

the 43.43% could be termed as capable students to learn the English language. 

The 41 students who are found in the 'C' category covering the 41.41% can be termed as 

low-achieving students (40 of them have scored below 40) who need a continuous SUppOlt 
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learning strategy to survive on the English learning continuum. 

But the rest of the 16 students who fall to the '0' and 'F' categories covering the 16.16% 

are students who are in the failures zone. 

2) READING SKILLS (EnLa 141) 

Standard deviation-I 1.87 

Average score-40.15 

Central tendency-40.15 

Range-53 Oispersity rate-I 5- 68 

Cut- off points used Number of students in the category 

-Above 64= A 5 students 

-49- 63= B 24 students 

-30-48= 50 50 students (47 scored below 40%) 

-20--29=0 6 students 

-Less than 19 9 students 

It can be said that the 29 students who fall to the 'A' and 'B' categories covering 29.29% 

can be telmed as capable students to successfully learn the English language. 

The 50 students who fall to the 'C' category covering the 50.51 % (47 have scored below 40) 

are students with a low-achieving record and who are strongly looking for supp0l1 learning 

in order to upgrade their capability for Engl ish language learning. 

However, the 15 students who fall to the '0' and 'F' categories covering the 15.15% are 

those who are in problem to successfully learn the English language. 
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3) SPOKEN ENGLISH I (EnLa Ill) 

Standard deviation-I 4.34 

Average score-42. 16 

Central tendency-42. 16 

Range-64 Oispersity rate-I 0-74 

Cut- off- points used Number of students in this category 

-Above 68= A 6 students 

- 56- 67= B 13 students 

- 40-55= C 18 students (1 7 scored less than 50%) 

- 27-39= 0 14 students 

- Less than 26= F 4 students 

It can be said that the 19 students who fall to the' A' and 'B' categories covering the 19.19% 

are those capable students to successfully learn the English language. 

The 18 students who fall to the 'c' category who are covering the 18.18% (17 of them 

scored below 50) are those low-achievers who are looking for a strong suppoli learning 

practice to cope with their English language learning. 

The rest of those 18 students who fall to the '0' and "F' categories covering the 18. 18% are 

those students who are in the failures zone. 

4) COLLEGE ENGLISH (EnLa 101) 

Standard deviation-I 3 .44 

Average score- 43.5 

Central tendency-43.5 
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Range-53 Dispersity rate-I 8- 7 1 

Cut- off- points used Number of students in this category 

-Above 65= A 13 students 

-55-64= B 34 students 

-37- 54= C 41 students (all scored below 40%) 

-25-36=0 7 students 

-Below 24=F 5 students 

It can be said that the 47 students who fall to the ' A' and ' B' categories who are covering 

the 47.47% are those who seem to be capable students in the English language learning 

process. 

The 41 students who fall to the 'c' category covering the 41.41% (all of them scored below 

40) are seemingly those low- achieving students who seriously need a support learning 

practices to cope with their Engl ish language learning. 

The rest 12 students who fall to the '0 ' and 'F' categories and who cover the 12.1 2% are 

those students who might not be able to successfull y learn the English language. 

5) LINGUISTICS (EnLa 151) 

Standard deviation-15.42 

Average score-39.63 

Central tendency-39.63 

Range-54 Dispersity rate-I 6-70 

Cut- off- points used Number of students in this category 

-Above 64=A 16 students 
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-50-63= B 26 students 

-32-49=C 45 students (all scored below 35%) 

-19- 31 =0 6 students 

-Less than I 8= F 8 students 

[t can be concluded that the 42 students who fall to the' A' and '8 ' categories and covering 

the 42.42% are those capable and prepared students to successfully learn the English 

language. 

The 45 students who fall to the 'C' category covering the 45.45% ( and all scored below 35) 

are those who are struggling to succeed, and hence seliously looking for support learning 

mechanisms to survive on the English language learning continuum further. 

The rest 14 students who fall to the '0' and 'F' categories and who cover the 14.14% are 

those students who might not be good English language learners. 

6) TOTAL STATISTICAL RATIO OF DELL STUDENTS' RESULTS 

Standard deviation-54.62 

Average score-209.42 

Central tendency-209.42 

The above statistical configuration shows that the total standard deviation ratio (54.62) is 

deviating downward from the total average score ratio (209.42) denoting that the score 

average scored by the majority of DELL students is very much below the required standard 

average. 

10.3 Summary of DELL Students' Academic Progress 

In the above progress repOli section, it was mentioned that students labeled as low-achievers 

(i.e., students who are categorized in to ' 0 ' and 'F' letter-grades) must be exposed to 

alternative ' intervention teaching strategies' to let them cope with their English language 

learning or to be successful in their leaming. 
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Scholars suggest that ' intervention programs' could be offered in two alternative ways to 

students who are labeled as ' low-achievers' such as: 

l) Freshman seminars. As Dwyer (1989) points out, colleges and universities 

provide orientation to incoming students through most of this century. At universities, this 

orientation has occupied a day or two prior to the start of classes and involved students 

learning about their institution, its rules, regulations, procedures and traditions. 

Instead of lasting only few days, the freshman seminar spans an entire academic term and 

instead of concentrating on rules and traditions, the freshman seminar actually explores 

issues in university and college life, the purposes of higher education, and the requirements 

and expectations of university attendance through the vehicle of a regular, credit-bearing, 

university- course conceived as an integral part of the first- year experience (Upcraft, 

Gardner, & Associates, 1989). 

The freshman seminar has proven to be a highly effective way of integrating students into 

the campus culture and contributing to increased retention ( Fidler & Hunter, 1989; Gardner, 

1998). 

II) Supplemental Instruction. This is also known by its abbreviation as SI and was originally 

developed in the early I 970s at the University of Missouryi-Kansas City. It was designed to 

help medical school students succeed in their more difficult courses but has since been 

successfully applied to a variety of other groups. 

In Supplemental Instruction, courses in which students typically have difficulty are 

designated as "high-risk" courses, generally one in which 20% or more of the students 

enrolled obtain grades of D or F (Commander, Stratton, Callahan, & Smith, 1996). Such 

courses are targeted for Supplemental Instruction support. 

The researcher believes that the low-scoring DELL students could cope with their English 

language learning if it is possible for them to be exposed to the above mentioned 

intervention teaching or support learning strategies. 
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CHAPTER ELEVEN 

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 

11.1 Discussion of the Main Study 

Rapid enrollment expansion accompanied with inappropriate placement of new- entrant 

English language learning students (into different universities) inevitably brings 

progressively less qualified (unprepared/less prepared, unwilling and under-achieving) 

students, and poorly professionally qualified teachers into the system as is significantly 

displayed in the following five instruments and of their different sections of this research. 

The di lemma confronting universities as they strive to be "more relevant" is the eternal 

one of the relationship between the academic standards and values, and those of the world 

outside the universities (Danks and King,1986). 

One of the key outcomes that Ethiopian higher education institutions must become 

accountable for is the employability of their graduates and the quality of their learned 

personnel that they bring to the workplace (World Bank, 2003, Saint, 2004). As Eshiwani 

(1999) stated, the market is a powerful force in making Higher Education relevant to 

employment. Universities in Ethiopia must ensure their degree programs have the potential 

to get graduates employed. 

In the last 5 to I 0 years, our high schools have almost tripled the number of high school 

graduates taking university preparatory courses. This is quite an accomplishment and one 

for which they are widely complimented. 

Neveltheless, we still have a large number of students who leave high school without 

fulfi lling the prerequisites for university attendance. Given thi s data, it may be fair to state 

that we have yet to make the investment or establish the requirements necessary to prepare 

all high school graduates for entry into university. 

As a well known fact, rapid enrollment expansion with inappropriate placement of 

students inevitably brings progressively less qualified (unprepared or under-prepared, 

unwilling and under- achieving students) and poorly qualified teachers into the system as 
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was significantly displayed in the different sections of this research paper. 

11.2 Conclusion 

The English language proficiency test has thrown light in its three- section fonnat that 

students who have been placed to the DELL in the Year 2008/09 have displayed different 

English language learning behavior as has been well explained in the test's sections. 

According to Dilts (1990) many students who enter higher education from widening 

access backgrounds may have the potential to do well but lack the current capability or 

skills to perfonn at their best. They have not had the opportunity to develop practiced, 

consistent, automatic, habitual skills which they can perfonn at wi ll , lack of previous 

educational success can mean that they are ill-equipped to know how to progress. They 

simply do not know the next step. However, in order for students to achieve academically 

they need to engage in the act of learning and in order to engage they must have an attitude 

of relative willingness to partake. Self- belief and engagement with learning are 

intrinsically linked; there is no point engaging with a task if there is no possibility of 

success. The more students believe they are capable of success, the more positive there 

attitude is likely to be including there general wi llingness to engage with their own 

learning. 

The other four instrument s of the research and the academic progress report made on the 

2008/09 DELL 1st year students' I Sl semester (five course) score-grade and letter-grade 

assessment results have also attested that these DELL students, not over-ruling the case of 

the significant number of students who are in good standing, have been imposed of 

English language learning problems emanating from the unplanned use of student­

placement procedures. 

Daring (1997) says that placement should have been approached as a process andlor an 

opportunity which creates a link between students who are prepared, ready and willing to 

learn with the field of study of their choice or of their interest. He also argues that if 

academic perfonnance is affected by placement then clearly there are some fundamental 

issues of policy which have implications for the main constituencies engaged in the 

placement process: the undergraduates, the universities, and the employers. Moreover, 
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there are issues of transparency in that if there are significant differences in academic 

achievement, then thi s infOlmation should be readily available so that informed choices 

can be made. Haswell (2004) claims that on the basis that placement is not primarily 

structured on its academic merits, one would not suggest that it should be discontinued on 

academic grounds alone if enhanced academic perfonnance fails to materiali ze. However, 

given that universities have a mission to promote academic excellence, there is a need to 

examine the leall1ing mechanisms and potentialities of placement and its relationship to 

academic tasks, with a view to structuring the placement to optimize any potenti al 

academic benefits. 

Placement measures students' readiness for instruction and on that basis assIgns the 

students a point of entry with in curricular sequences. He al so said that placement is used 

to ensure that students begin their university studies in class in which they have the best 

chance of success. For many students placement is a high stake rite of passage. Placement 

functions as a tense interface between secondary and tertiary institutions, between 

measurement of generalized skills and work for specific courses, often between 

commercial interests and academic objectives. The interface is anything but stable, often 

in middle, trying to hold things together (Haswell, 2004). 

The results of the different research instruments used have indicated the presence of various 

English language learner and learning barriers, difficulties and problems in the English 

language learning process. The researcher has, therefore developed an infonned belief that 

by developing and using appropri ate student-placement procedures, and by creating and 

developing a stable, well-researched and standardized curricula and teaching-learning 

methods, and by creating conducive teaching-leall1ing environment which could 

help entering students upgrade their (low level of) English language proficiency skills, 

success may be achieved. 

11.3 Recommendations 

The researcher, in the end, has come up with an informed conclusion that the new- entrant 

English language leall1ers who are placed to the DELL in the 2008/2009 Academic Year 

have displayed low level of English language proficiency skill s for different reasons sllch 

as: 
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-Lack of interest and motivation to learn the English language and even to be placed to the 

DELL, hence lack of willingness to take risks for their own learning occurs, and lack of 

concrete higher purpose (i.e. clarity about their English language learning objectives, a 

mixture of desire, trust in the learning process and the way to achieve these) for their own 

learning is also significantly observed . When there is a sense of higher purpose (the 

structure, logic, goals, purpose, and significance of the course), a new degree of self-reliance 

and insight into the purpose of learning is manifested by the student, accompanied by a 

changed relationship to the object of learning, so that there is a sense of the student having a 

degree of inner engagement with the object of study rather than it being externally imposed. 

This is usually accompanied by a burst of energy, released when the inhibition they were 

tacking is overcome. This energy can be redirected into the main purpose of the 

course.(Cottrell,200 I). 

-Lack of capability (unpreparedness) to pattake in the process oflearning, hence lack of self­

belief and confidence occurs. Dilts (1990) says self-belief and engagement with learning are 

intrinsically linked: there is no point engaging with a task if there is no possibility of 

success. The more students believe they are capable of success, the more positive their 

attitude is likely to be. Those lacking self-belief, who feels they are likely to fail, tend to be 

unwilling to take ri sks and to expose what they believe is their ignorance or lack of skill. 

-Lack of prior knowledge or past experience of English language learning and lack of 

appropriate English language study habits. Past experiences of learning playa great part in 

determining how-far a student may regard it as worthwhi le to invest time or to take risks in 

self- exposure in order to continue on a course where they feel they are struggling. 

Owing due state of amplitude to all the above mentioned points of research, the researcher 

would like to make the fol lowing attainable recommendations: 

I )Concerning the placement procedures of the new-entrant students into universities, 

student-placement should be administered based on the 'student- interest' and 'student­

capability' requirement basis. 
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2) To help English language learning students improve their English language proficiency 

skills and enable them upgrade their overall English language learning skill s, it is essential 

to help upgrade the English language proficiency skills of the English language teachers ' in 

all levels along with the required measure to be taken on the overall teaching-le31lling 

environmental change. 

3) To conduct researches for the purpose of identifying, desclibing, analyzing and 

appropriately utilizing those motivating English language learner and learning constructs or 

variables such as Dilts (1990) eight-level constructs, and devise a way to systematically 

implement them in the English language learning process. 

4) To identify and explore a well-researched and systemic ' intervention teaching (support 

learning strategies), for ' interested' language learning students with low-grade scores to 

enable them cope with thei r English language learning in an EFL situation. 
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Appendix A 

Illsh'ument I 

English Language Proficiency Test 

Instructions: 

Do not begin the test until the examiner has read those instructions 

I) This test contains 100 items. These are di vided into three parts: 
Part I is a grammar test; Patt II is a vocabulary test, and Part 1II is a test of reading 
Comprehension 

2) Each problem in the test has only one best answer. Make only one mark on your 
answer sheet for each problem. If you want to change your answer, erase the old 
mark or cross it out several times. 

3) Do not make any marks on this test booklet. Write only on your answer sheet. 

4) Try to answer all the problems. Each problem counts the same. 

5) You will have 90 minutes to fini sh the entire test. Do not spend to much time on any 
one problem or you will not have time to fin ish the test. If you do not know the 
answer to a problem, you should make a reasonable guess. Unanswered problems 
will be counted wrong. 

6) Continue working until you have finished the test. Do not stop after each part 

7) Begin the test now. 
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Grammar 

Instruction: Choose the letter preceding the best answer and put it on the space provided 
against each item number below. 

I) ____ hearing the news, she burst out laughing. 

A) When B) One C) By 0) On 

2) Her parents no longer seem to ____ any influence over her. 

A) put B) have C) take 0) place 

3) Flight 19 from New York and Washington is now arriving at ___ _ 

A) gate two B) the gate two C) the two gate 0) second gate 

4) ____ 1000 species of finch have been identifi ed. 

A) As many as B) As many C) As much as 0) Much as 

5) ____ to popular opinion, education stands in this country are rising. 

A)Compared B) In contrast C) Comparing 0) Contrary. 

6) The greater the demand, the price. 

A) higher B) high C) the higher 0) the high 

7) The United States is ____ that there are fi ve time zones. 

A) much big B) too big C) so big 0) very big 

8) Most insurance agents would rather you ____ anything about collecting 
Until they investigate the situation. 

A) do B) didn't do C) don't 0) didn' t 

9) A seventeen year old is not _____ to vote in an election. 

A) old enough B) as old enough C) enough old 0) enough old as 

10) ____ is necessary for the development of strong bones and teeth. 

A) It is calcium B) That calcium C) Calci um 0) Although calcium 
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II) The process by which all applicants are examined is well under ____ _ 

A) review B) way C) ways D) reviews 

12) Members of the jury are chosen ____ random from the electoral register. 

A)by B) on C) in D) at 

13) After the assassination attempt, President Reagan ' s doctor suggested that he 
____ a short rest at Camp David. 

A) will take B) would take C) take D) takes 

14) Not until a monkey is several years old ____ to exhibit signs of 
independence from its mother. 

A) it begins B) does it begin C) and begin D) beginning 

15) Almost everyone fails _ ___ on the first try. 

A) in passing hislher driver's test B) to pass hislher driver's test 

B) to have passed his/her driver's test D) passing hislher driver's test 

16) When I saw him on TV, I thought he ____ as a WaIm and sensitive person. 

A) came across B) came through C) came away D) came up 

17) I am late for work again, I will be _____ a severe warning from my boss. 

A) up to B) in her C) on to D) after 

18) Every morning, Connie, who was born blind, leaves her flat with her dog and 
travels to her office she works as a clerk. 

A) which B) where C) in fact D) where in 

19) The dog ____ she has had for just a year acts as her" eyes". 

A) such B) what C) which D) where 

20) Good guide-dogs can perform quite difficult tasks _____ finding empty 
seats on buses and others. 

A) as well as B) such as C) as such D) even 
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2 1) Violence on American campuses has abated ___ _ 

A) after 1970 B) in 1970 C) for 1970 0) since 1970 

22) Ancient civilizations such as the Phoenicians and Mesopotamians ___ _ 
goods rather than use money. 

A) use to trade B) is used to trade C) used to trade 
0) was used to trade 

23) Put your hands up _____ you can't hear at the back. 

A) provided B) as long as C) in case D) if 

24) _____ training a dog to help blind people is quite a long and difficult 
Process. 

A) Despite B) Fortunately C) Although 0) In fact 

25) training a dog to help blind people is quite a long and difficult process, 
the end result of it is very pleasing. 

A) Although B) Tnfact C) FOitunately 0) Unless 

26) Most Americans don ' t obj ect _____ them by their first names. 

A) calling B) to calling C) for calling D) that for calling 

27) My job is stressfu l enough; I don 't want to ____ any nore responsibility. 

A) take over B) take in C) take up D) take on 

28) The new rule ____ in to effect at the beginning of next month. 

A) takes B) makes C) comes D) assumes 

29) If a ruby is heated, it _____ temporaril y lose its color. 

A) would B) will C) does D) has 

30) ___ __ of the appalling weather, Saturday's match has been cancelled. 

A) Owing B) Due C) Tn view D) Resulting 

31) I don ' t _ ___ rule give interviews, but on thi s occasion I wi ll agree to it. 

A) as a B) on the C) in a D) by the 
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32) The spectators of the Ancient Olympics, ____ the participants, were all 
the same making. 

A) as well B) as well as C) also D) similarly 

33) To generate income, magazine publishers must decide whether to increase the 
subscription price or ____ _ 

A) to sell advertising B) if they should sell advertising 

C) selling advertising D) sold advertising 

34) The French Winter Olympics ____ place in 1992. 

A) took B) takes C) taken D) has taken 

35) I am going to have a problem ___ -=_.ofthis change of plan. 
A) due B) because C) for D) since 

36)The new regulations _____ an immediate effect on many companies. 

A) does have B) have C) had D) has had 

37) ____ on em1h did you do something as dangerous as that? 

A) Why B) How C) Where D) Since when 

38) Not only ____ _ she come to the party, she didn't reply to the invitation either. 

A) did B) had C) has D) didn't 

39) Ifit ---;-_-:-;-__ more humid in the desert southwest, the hot temperature would 
be unbearable. 

A) be B) is C) was D) were 

40) _____ having a lot of money, he wasn't happy. 

A) Infact B) Though C) Despite D) Even 
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Vocabulary 

Choose the word that best completes the sentences and wlite the letter of your choice on 
the space provided in the answer sheet. 

41) Do you _____ Michael one of your best fri ends? 

A) take B) consider C) count D) accept 

42) It has been established ____ _ dispute that thi s di sease can be cured . 

A) past B)over C) beyond D) outside 

43) As well as being rude, she 's ____ _ 

A) innocent B) honest C) dishonest D) loyal 

44) It is hard to point out to ' painful people' that they are behaving ____ _ 
A) good B) bad C) badly C) in good way 

4S) Nobody is quite sure what _____ him to such extreme behavior. 

A) shoved B) thrust C) pressed D) drove 

46) If you don ' t want that wardrobe, I'm sure I could put it to good ____ _ 

A) value B) use C) benefit D) wOlih 

47) I _____ it that you've heard the news about her. 

A) assume B) hold C) imagine D) worth 

48) That kind of dress is the ___ __ offashion these days. 

A) height B) top C) head D) lead 

49) The police are looking into new ways of _____ major cnme. 

A) contending B) wrestling C) combating D) striving 

SO) Time will _____ whether I made the ri ght choice or not. 

A) see B) say C) know D) tell 

SI) He made a number of _____ remarks about my cooking, which annoyed me 
me. 

A) slashing B) stabbing C) chopping D) cutting 
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52) She took a drink from her glass of water and then ____ her 
speech. 

A) proceeded B) resumed C) persisted D) restored 

53) it or not, I've first been given a totally unexpected pay rise! 
-----

A) Believe B) Accept C) Presume A) Allow 

54) In a _____ ofmoments, the whole situation had changed. 

A) case B) matter C) question D) circumstance 

55) Recent defeats have _____ his confidence in himself as a player. 

A) undennined B) di sabled C) impeded D) hampered 

56) If you _____ any problems when you an'ive at the airport, give me a sign 

A) come about B) catch on C) run into D) face up 

57) The plumber agreed that he had made a mistake and promised to put it _ _ _ _ 
the next dasy. 

A) correct B) proper C) sound D) right 

58) I didn't _ ____ to cause a problem, but unfortunately that's what happened. 

A) get off B) take on C) set out D) make for 

59) Poor management brought the company to the _____ of collapse. 

A) brink B) rim C) fringe D) brim 

60) I realized that I had made a very ____ mistake, which I would regret for a 
very long time. 

A) harsh B) grave C) acute D) severe 

61) Jane is very conscientious and thinks _____ of working until late at night. 

A) regardless B) insignificant C) slight D) nothing 

62) To decorate my new flat, 1 _____ the help of a few friends. 

A) recruited B) engaged C) enlisted D) drafted 

63) You're having problems now but I'm sure things will change _____ the 
Better soon. 

A) on B) to C) by D) for 

64) You can't that criticism to all teachers. 
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A) appl y B) employ C) associate D) lay 

65) Tessa was determined to become wealthy and to that _____ she started 
her own company. 

A) view B) aim C) end D) object 

66) I'm hoping that this work experience will stand me in good m 
my future career. 

A) stead B) grounding C) precedent D) footing 

67) I can ' t understand why you have to make such a about something 
so unimportant. 

A) mess B) stir C) fuss D) bother 

68) Despite being a very good student, she didn't fulfil her ____ _ Iater in life. 

A) makings B) potential C) capability D) aptitude 

69) In my view the changes to the education system have been to good ___ _ 

A) influence B) outcome C) upshot D) effect 

70) He always felt that he was living in the _____ ofhis famous father. 

A) dusk B) gloom C) shadow D) mist 

71) As the full story _____ , the public reacted with shock. 

A) uncovered B) unfolded C) unwrapped D) undid 

72) I can't give you a lift to night, my car is out of _____ once agam. 

A) motion B) function C) order D) action 

73) In any transport system, the safety of passengers should be _____ ' 

A) paramount B) eminent C) chief D) prime 

74) It is expected that all members will ____ to the rules of the club. 

A) company B) concede C) conform D) compromise 

75) People turned out in ____ to watch the parade. 

A) vo lume B) mass C) force D) bulk 

76) It, just so _____ that I was in their area that day, so I went to visit them. 
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A) occurred B) happened C) chanced D) arose 

77) We _____ up a friendship the very first time we met. 

A) struck B) launched C) cropped D) settled 

78) I left the company by ____ , not because I was forced to. 

A) choice B) option C) selection D) preference 

79) Adam is a firm _ ____ in the advantages of a healthy diet. 

A) advocate B) believer C) champion D) supporter 

80) With your qualifications, there will be no _____ of firms willing to employ 
You. 

A) want B) inadequacy C) deficiency D) shortage 
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Reading Section -I 
First reading 

Read the following passage, and then answer the questions that follow the passage 
(letters of your answers should be written in the spaces left on the answer sheet). 

Although each baby has an individual schedule of development, general patterns of 
growth have been observed. Three periods of development have been identified, 
including earl y infancy which extends from the first to the sixth month; middle infancy, 
from the sixth to the ninth month; and late infancy, from the ninth to the fifteenth month. 
Whereas the newborn is concerned with his or her inner world and responds primarily to 
hunger and pain in early infancy, the baby is already aware of the surrounding world. 
During the second month , many infants are awake more and can raise their heads to look 
at things . They also begin to smile at people. By four months, the baby is searching for 
things but not yet grasping them with its hands. It is also beginning to be wary of 
strangers and may scream when a visiting relative tries to pick it up. By five month, the 
baby is grabbing objects and putting them in to its mouth. Some babies are trying to feed 
themselves with their hands. 
In middle infancy, the baby concentrates on practicing a great many speech sounds. It 
loves to imitate actions and examine interesting objects. At about seven months, it 
begins to crawl, a skill that it masters at the end of middle infancy. 
In late infancy, the baby takes an interest in games, songs, and even books. Progress 
toward walking moves through standing, balancing, bouncing in place, and walking with 
others. As soon as the baby walks well alone, it has passed from infancy into the active 
toddler stage. 

81) What is the main subject of this reading passage? 
A) Growth to early infancy 
B) The active toddler stage 
C) How a baby learns to walk 
D) The developmental stages of infancy. 

82) When does a baby take an interest in books? 
A) After nine months 
B) At two months 
C) After nine months 
D) In middle infancy. 

83) According to thi s reading passage, what would a six- month-old baby like to do? 
A) Smile at people 
B) Crawl on the floor 
C) Imitate actions 
D) Play simple games. 

84) What does grasp mean III the context of this passage? 
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A) Watch 
B) Like 
C) Hold 
D) Fear 

85) When does a baby become frightened of unfamiliar goods? 
A) In early infancy 
B) In middle infancy 
C) In late infancy 
D) In the toddler stage 

Reading section II 
Second reading 

Although stage plays have been set to music since the era of Ancient Greeks when 
dramas of Sophocles and Aeschylus were accompanied by lyres and flutes, the usually 
accepted date for the beginning of opera as we know it is 1600. As part of the 
celebration of the marriage of King Henry IV of France to the Italian aristocrat Maria de 
Medici , the Florentine composer Jacopo Peri produced his famous Euridicie, generally 
considered to be the first opera. Following his example, a group of Italian musicians 
called the Camerata began to revive the style of musical story that had been used in 
Greek tragedy. 

86) This passage is a summary of 

A) opera in Italy 
B) the Camerata 
C) the development of opera 
D) Euridicie 

87) According to the author, J acopo Peri wrote 

A) Greek tragedy 
B) the first opera 
C) the opera Maria di Medici 
D) the opera the Camerata 

88) We can infer that the Camerata 

A) was a group of Greek musicians 
B) developed a new musical drama 
C) was not known in Ital y 
D) was the name given to the court 
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89) The author suggests that Euridice was produced 

A) in France 
B) originally by Sophocles and Aeschylus 
C) without much success 
D) for the wedding of King Henry 

90) According to thi s passage, modem opera began in the 

A) time of the Ancient Greeks 
B) fifteenth century 
C) sixteenth century 
D) seventeenth century. 

Reading Section III 
Third reading 

For each of these questions, choose the answer that is closest in meaning to the original 
sentence. (You should choose the one that is the closest statement to the given sentence.) 

91) Had the announcement been made earlier, more people would have attended the 
lecture. 

A) Not many people came to hear the lecture because it was held so 
late. 

B) The lecture was held earlier so that more people would attend. 

C) Fewer people attended the lecture because of the early 
announcement. 

D) Since the announcement was not made earlier, fewer people came 
to hear the lecture. 

92) After she had already signed a year's lease, she found another apartment that she 
liked much better. 

A) Having already signed a year' s lease for her apartment, she 
found another one more to her liking. 

B) She signed a year's lease for her apartment because she liked it. 

C) Although she did not like her apartment, she still signed a year's 
lease 

D) When she found an apartment that she liked better, she signed a 
a year's lease. 

93) Less is known about the cause of the common cold than about the 
causes of many more serious diseases. 

A) The causes of less serious di seases than the common cold are 
better known than it is. 
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B) We know less than we should about the causes of the cold and 
more serious diseases. 

C) We know less about the cause of the common cold than we do 
about the causes of more serious di seases. 

D) The cause of the common cold is better known than the cause of 
more serious diseases. 

94) Federal funds will not be made available unless the governor declares 
a state of emergency. 

A) There is a state of emergency because the governor has not 
received any federal funds . 

B) Since federal fu nds are not available, the governor will have 
to declare a state of emergency. 

C) If the governor declares a state of emergency, federal funds will 
be made available. 

o ) The governor will make federal funds available during a state of 
emergency. 

95) Not taking a difficult exam is worse than failing it. 
A) If one is going to fa ll a di fficult exam it is better not to take it. 
B) To fail a difficult exam is worse than to not take it. 
C) It is better to fail a difficult exam than not to take it at all. 
D) Because the exam is difficult, it is better not to take it at all. 

Reading section -IV 
Fourth reading 

The librarian watched Oliver as he came in. Slouching casually, the sCllJffy haversack 
on his shoulder bulging with torn exercise books, one trainer lace dragging, he looked 
like most of hi s classmates. She wasn't sure what had first caught her eye-the flaming 
red hair, perhaps- but it was his behavior which set him apart. To begin with, he wou ld 
joke and push and be a pain like all the others, di srupting the si lence, bringing some 
indefinable sense of threat to the older users of the library. Then, quietly, he would slip 
away from the crowd round the book stacks to the natural history section or the travel 
books. 

When she saw the book vanish into the haversack, she knew she ought to jump on 
him, but something stopped her. Instead, she went to see what he had taken. And she 
wondered why he had not bon'owed it openly. The answer was not hard to work out. 
To bon'ow a book was to set you apart. One or two boys had tried it, but the jeers of 
their fi'iends were cruel and the books were unceremoniously dumped back on one of 
the reading tables. She sighed. Wearily, she stood up and moved away from her desk. 
Soon the security marking of the books would be finished . He had to be sorted before 
that. 

'Excuse me.' Her hand on his shoulder was light. StaJiled green eyes looked up at her, 
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first frightened, then defiant, then hostile. The last expression assumed by the small 
face was one of black insolence. This one stuck. 

'You were going to check that that book out properly?' she smiled at him, careful to 
be non-threatening. 'Yeah.' The universal and sometimes, she thought, the only word 
they all knew. 

'There's a new book over there, on the new acquisitions stand. You might like to 
borrow that too. ' She moved casually between him and the other boys. 'Why don't 
you take a look? ' 

He glared at her suspiciously. 'OK.' 

'You have got your library card? ' 

'Yeah.' He was uncomfortable. She had held him too long. 

' Good. You can take them both out.' 

'Might. ' 

'Tell your mates it's for an extra project. A punishment.' She winked and turned away. 

When she got back to her desk, her fingers were crossed. 

The library was crowded. It wasn't possible to watch him all the time and she didn' t 
see him leave. But when she passed the acquisitions shelf later, the bird book had 
gone. 

Jodie and Squill had seen him borrow the books and they had jeered and given him 
grief as he knew they would but he had taken the librarian's advice. ' It's extra 
punishment.' He glared defiantly at his mates and to his surprise they accepted itJust 
like that. No more hassle; she obviously knew a thing or two. That library woman. He 
had glanced quickly back at her as he pushed his way out the heavy doors and in the 
gaze was just the smallest hint of respect. 

96) What was it about Oliver that made him different from his classmates? 
A) He sometimes treated other people more aggressively. 
B) He was even more untidy than them in appearance. 
C) He didn't always remain part of a group. 
D) He didn't make as much noise as the others. 

97) When Oliver put the book into his haversack, the librarian 
A) decided that she would have to stop him doing this in the future. 
B) was initially afraid to confront him about stealing books. 
C) was surprised that he had chosen that particular book to steal. 
0) understood that he was copying what other boys had done. 
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98) During the librarian 's conversation with Oliver, 
A) hi s attitude toward her changed. 
8) her manner became more friendly. 
C) he was aware that his friends were li stening to them. 
D) he made it clear that he resented her speaking to him. 

99) When Oliver borrowed the books, 
A) he tried to do so without his mates seeing. 
8) he decided to ignore his mate's comments about it. 
D) he did so in order to please the librarian. 

100) What do we learn about the librarian's attitude towards Oliver in the passage? 
A) She couldn' t understand why he behaved as he did. 
8) She wanted him to develop new interests. 
C) She didn 't want him to get into trouble. 
D) She thought he had the wrong kind 
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ELPT Answer Sheet 
Part I 

Grammer 
Choose the letter preceding the best answer and put it on the space provided against each 

item number below. 

1- 0 11-8 21-0 31-A 

2- 8 12-0 22-A 32-8 

3- 8 13-8 23-C 33-A 

4- A 14-8 24-0 34-A 

5- C 15-0 25-A 35-8 
6- 0 16-0 26-C 36-C 
7- C 17-8 27-0 37-8 
8- C 18-8 28-C 38-A 
9- 8 19-C 29-C 39-0 

10-C 20-A 30-C 40-C 

Part II 
Vocabulary 

41-8 51-0 61-0 71-8 
42-C 52-8 62-C 72-C 
43-C 53-A 63 -0 73-A 
44-8 54-8 64-C 74-C 
45-0 55-A 65-C 75-8 
46-8 56-A 66-0 76-8 
47-8 57-8 67-C 77-A 
48-0 58-C 68-A 78-A 
49-C 59-A 69-8 79-8 
50-0 60-0 70-C 80-0 

Part 1II 
Reading Section 

81 -0 86-C 91 -0 96-A 
82-A 87-8 92-A 97-C 
83-C 88-8 93-C 98-8 
84-C 89-0 94-C 99-C 
85-A 90-0 95-C 100-8 
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MICHIGAN TEST OF ENGLISH LANGUAGE PROFICIENCY 

FORMB 

INSTRUCTIONS: Do begin the test until the examiner has read these instructions 
with you. 

1) This test contains 100 items. These are divided into three parts: 
Part I is a grammar test; Part II is a vocabulary test, and Part III is a test of reading 
comprehension. There are examples at the beginning of each part to show you how 
to answer the problems. 

2. Each problem in the test has only one best answer. Make only one mark on your 
answer sheet for each problem. If you want to change your answer, erase the old 
mark or cross it out several times. 

3. Do not make any marks on this test booklet. Write only on your answer sheet. 

4. The examiner will not explain any test problem; only the examples in each part 
be explained if you do not understand the problems. 

5.Try to answer all the problems. Each problem counts the same. 
6. You will have 75 minutes to finish the entire test. Do not spend to much time on 
anyone problem or you will not have time to finish the test. If you do not know 
the answer to a problem, you should make a reasonable guess. Unanswered prob­
lems will be counted wrong. 

7. Continue working until you have finished the test. Do not stop after each patio 

8. Begin the test now. 
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Part I 
Grammar 

This is a test to show how well you can recognize and use grammatical structures. Each 
question in this test is part of a conversation. In each conversation a word ( or group of 
words) is left out. Following the conversation are four choices of words which might be 
used in the incomplete conversation. You are to select the word (or group of words) which 
would be used by a speaker of English, and which will best fit into the conversation. 

Example A: 

"What is that thing? " 
" That a spider". 

a) to ca ll c) be called 

b) for calling d) is called 

The correct answer is: "That is called a spider." 

Answer all the questions of part I in this manner. Mark only one answer for each problem. 

Continue 

I. "Why didn ' t Henry, Peter and Jane go to the movies?" 
" of them had any money." 
a) None b) Some c) Any d) All 

2."What do you want your son to become?" 
" I hope he becomes " 
a) doctor b) a doctor c) the doctor c) one doctor 

3) "Why does John drive fast?" 
"He tries to make his dull life .?" 
a) interest b) interested c) interesting d) interestingly 

4 )"Where is Tome?" 
"He is still sleeping. He -,--_--:-_--,-_ t,o go to class" 
a) must b) should c) ought d) may 

5) "Why is the professor tired?" 
"Because the students so many questions." 
a) asked to him b) to-:-h-:-il-n-a-csk:--e-cd,-------c-c) him asked d) asked him 

6) "I would like to have more milk , please." 
" How more do you want?" 
a) many b) few c) little d) much 

166 



7) "Are you going to bed already?" 
"Yes, I am tired that I could sleep for two days.? 
a) such b) too c) do d) every 

8) "Nobody likes her" 
"What caused disliked by her classmates?" 

------,:------:-
a) hers b) her to be c) to be d) her 

9) "Who is going to come to the meeting?" 
"Either my husband I will try to be there." 
a) with b) but c) and d) or 

10) "I can't work tonight." 
" can I?" 

,--:-:---,--:------:-:-
a) Neither b) Either c) Also d) Too 

II) "Is John sorry that he stole the money?" 
"No, he is only son·y caught." 
a) to have b) that he c) about being d) being 

12) " I like New York very much." 
"There is not another city in the United States New York." 
a) like b) as c) so as d) than 

13) "] was home all night." 
"Why to the party?" 
a) you not go b) you didn ' t go c) you don' t go d) didn' t you go 

14) "Did he need a car?" 
"Yes, he one or he couldn't get to work on time." 
a) had have b) had to have c) had had d) have to had 

I S) "What can they do?" 
" go to the movies." 
a) Then let to b) They let c) Let they d) Let them 

16) "What did Jack do last year?" 
"T hear taught Gelman." 
a) he b) his c) he is d) him 

17) "Can Mary go swimming with us when she comes home?" 
" No, She will have been for two hours." 
a) swim b) swam b) swimming d) swum 

18) "Do you cook for yourself?" 
"Yes, I'm used to --:-_ ___ ." 
a) being cooked b) be cooked c) cook d) cookin 
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19) "Jack is a very nice person." 
"Yes, other people comes naturally to him." 
a) please b) pleasant c) pleasure d) pleasing 

20) " Is bill in hi s room?" 
" [don 't know. I haven 't __ ;:----;-_ him for two hours." 
a) saw b) seen c) see d) seeing 

2 1) "Does finding the right cost mean a lot to John?" 
"Yes, he will spend hours the one he wants." 
a) being found b) to find c) to have found d) have found 

22) "How often do you go to the movies?" 
"Once a month, but I wish more often." 
a) we went b) us going c) us went we are going 

23) " Isn't Kate still going to the doctors?" 
"No, but she had been him regularly before she moved away." 
a) saw b) seen c) seeing d) see 

24) " Why is your cat so upset?" 
" She doesn't like .,------:-__ --,. indoors." 
a) to keep b) being kept c) to be keeping d) be keeping 

25) "Did Jack sell the pictures?" 
" No, he didn ' t know sell them." 
a) where could he b) he where could c) could where he d) where he could 

26) "Did the thieffall down the stairs?" 
"Yes, nit until did we hear him." 
a) when b) then c) therefore d) because 

27) "What happened?" 
"The house _-:-:-_----;- by the wind." 
a) blew down b) was blown down c) was to blown down d) was blown to down 

28) "Why didn't you help me last week?" 
"I if you had asked me." 
a) helped b) have helped c) would helped d) would have helped 

29) "Whose room is this?" 
"It is " 
a) of our children b) belong to our children c) our children's d) of our children 's 

30) "Why I play here?" 
"Yes; as long __ -;---;-you are careful." 
a) like b) that c) while d) as 
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31) "I am too tired to go shopping today." 
" Why don ' t you ?" 
a) have Matt go b) have go Matt c) Matt have gone d) Matt have go 

32) "What happened to all the candy?" 
" Joe ate what candy was in the jar." 
a) there b) that c) it d) what 

33) "Should I put the coat on the chair?" 
"No, I want to keep the _----;-_-, __ " 
a) room neat b) room neatly c) neatly room d) neat room 

34) "Why was Joe sent to prison?" 
" He was found gui lty :-:--- --:::-c armed robbery." 
a) of b )for c) with D) by 

35) "Is this Chicago?" 
" No, this is Detroit. Chicago is ,---_ __ " 
a) farther western b) to the farther west c) farther west d) far to the western 

36) " Do you think the restaurant will be crowded by noon?" 
"Yes, so I would suggest go earl y." 
a) to b) for you c) you to d) that you 

37) "] haven't written home for a month?" 
"I'am ; ] haven't written for three months." 
a) badder b) worser c) worst d) worse 

38) " Are mothers pretty?" 
"Jimmy and Johnny 's mother ____ very pretty." 
a) is b) are c) has d) have 

39) "Do you like most of your classes?" 
" Yes, but I dislike English." 
a) study b) to study c) studying d) for studying 

40)" [don't think he is going." 
" What are we going to do ifhe --,--_ _ ,---- come along." 
a) would b) should c) might d) shall 
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Part II 
VOCABULARY 

There are two types of vocabulary items in this test. In the first type you are given a sentence 
followed by four words or phrases. You are to find the word or phrase that is closest in 
meaning to the underlined word (words) in the sentence and that could be used in the 
sentence without changing its meaning greatly. 

Example B: It' s too windy to go for a stroll . 
a) swim b) sail c) drive (d) walk 

Example C: Because of the storm and rough waves, it would be fooli sh to go out sailing 
today in a small _____ _ 
a) automobi le b) house (c) boat d) beast 

41) If you want to know what the book is about, you should read the ____ _ 
a) predicate b) preface c) precept d) prelude 

42) I moved out of that house because the ____ created by the neighbors was bad. 
a) acceptance b) allowance c) di sturbance d) disposal 

43) I don ' t like this room, it is too gloomy. 
a) dark b) light c) wide d) small 

44) Nobody leaves here, It is a very ____ place. 
a) deliberate b) desolate c) perpetual d) sensiti ve 

45) Hold on for few more minutes until Mary comes in. 
a) Wait b) Talk c) Stand d) Sit 

46) This is precisely what I was looking for. 
a) almost b) better than c) worse than d) exactly 

47) [n this locality many people are ill. 
a) area b) city c) hospital d) season 

48) Fred had a nightmare. 
a) bad dream b) good trip c) strange experience d) black horse 

49) Mary was out of the hospital quickly because she had only a operation. 
a) hem1y b) monstrous c) minor d) neutral 

50) Jim said that his cat was as large as a tiger; He likes to his stories. 
a) elevates b) overwhelm c) exaggerate d) surpass 

51) Professor Burrows teaches Russian history. He in the communist period. 
a) speci fies b) specializes c) segments d) characterizes 
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52) You must try to __ --,---_-----: your money. 
a) accommodate b) advocated c) adapt d) budget 

53) Do you think Mary is going to catch on to the systems? 
a) understand b) break c) crude d) scornful 

54)One can not that criticism to all workers. 
a) apply b) associate c)employ d) lay 

55) He lives alone because he is a ___ _ 
a) biscuit b) bachelor c) buffalo d) founder 

56) The room was filthy. 
a) not clean b) narrow c) modern d) not small 

57) Stop hitting your sister. You are being a boy. 
a) significant b) polite c) pious d) naughty 

58) The country here is very rugged. 
a) that b) low c) rough d) pretty 

59) The speaker did not mention many facts, so Helen asked him to be more ___ _ 
a) ce11ain b) advisory c) contrite d) specific 

60) Tommy took all the apples, so hers . .r ones told him that he was being ____ _ 
a) greedy b) gullible c) grateful d) generous 

61) We live in a busy era. 
a) nation b) time c) city d) manner 

62) John wants to return to his country. He ____ for his family and friends. 
a) yearns b) yawns c) flares d) grunts 

63) When Tom fell from his bicycle, his arm was ___ _ 
a) fractured b) frozen c) frenzied d) fringed 

64) Flo wanted to bake a cake for dinner. She asked Susan for the ___ _ 
a)fonnula b) index c) focus d) recipe 

65) Piene is French and he speaks two other languages ____ French. 
a) add itionally b) moreover c) except d) besides 

66) Did he flee hi s country? 
a) forget b) respect c) escape from d) talk about 

67) She was gorgeous, so I took her out to dinner. 
a) finished b) hungry c) beautiful d) tired 
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68) Mrs. Jones hoards butter. 
a) wants b) needs c) saves d) sell s 

69) John is strong but hi s brother is a boy. 
a) foster b) frantic c) frail d) fertile 

70) Tom needs a ,--__ --:- to dig a hole. 
a) shelf b) shore c) shutter d) shovel 

71) Were those laid out before I come? 
a) stored b) arranged c) so ld d) sent 

72) You should refrain. 
a) work b) stop c) start d) hun'y 

73) No new ideas ever penetrate his narrow mind. 
a) change b) awaken c) attack d) enter 

74) I think it is warped. 
a) strange b) empty c) dept d) straight 

75) I could understand most of his speech, but hi s last words were ____ _ 
a) ungainl y b) unflinching c) unlimited d) un intelligible 

76) Cloth is made on a _-:-:----:-:----:-
a) loom b) loam b) climb d) limp 

77) Jack shuddered when he saw the sea.' 
a) shook b) hurried c) cheered d) rooted 

78) Who would imply such a thing? 
a) admit b) try c) permit d) suggest 

79) When Ed told a funny story, everyone began to ___ _ 
a) tickle b) chuckle c) bustle d) crumble 

80) She bought a sheer dress for her sister. 
a) beautiful b) thin c) practical d) warm 
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PART III 
READING COMPREHENSION 

This is a test to show how well you read. There are four reading passages each followed by 
five questions about the passage. You should read each passage carefully and then try to 
answer the questions following that passage. If you do not know the answer at first, you may 
read the passage again, but do not spend too much time on one passage or you will not have 
enough time to finish. 

READING COMPREHENSION (1) 

Americans do not give cooking, 'considered as one of the fine arts,' an important place in 
life. Lunch is for them a kind of gratuity paid to the body .They hurriedly toss it a fiuit or a 
fish and go back to work .Certain writers, in rebellion, have founded the club, 'Three hours 
for Lunch' , but they are an agreeable exception. Even at dinner, general conversation is rare. 
Everyone talks to his neighbor. After dinner the men linger at the table, a custom inherited 
from England. In New York, your host will often propose taking you to the theatre, or else 
he will provide a pianist, a singer, a lecturer. The idea of leaving the guests to themselves, 
and expecting them to get pleasure out of meeting one another, astonishes and even appalls 
him. His excessive modesty does not permit his imagining that his friends can be merely in 
being in his house, with one another. He treats them like children. On Christmas Eve you 
will see, in some of the pleasantest homes in New York, Christmas trees for grown people. 
In other places, after a dinner at which you exchange ideas, there will be a magician who 
will do his best to amuse the oldsters. There you must realize that the absence of 
conversation in America comes, not from absence of ideas or lack of intelligence or 
understanding but fi'om an unconquerable shyness and a prodigious self-distrust. 

81) The Americans hUITY through lunch because .. .. .. . 
a) they are ambitious c) they don't think it is important 
b) they have rebelled against English customs d) talking while eating is impolite 

82) The author believes that. ... 
a) people are capable of getting pleasure out of meeting one another. 
b) people enjoy their food more when it is attractively served. 
c) Americans don't want to act like mature adults . 
d) Americans don ' t think deeply enough to be good conversationalists. 

83) The author talks about some American writers who ... 
a) wrote stories about American eating habits. 
b) decided to enjoy leisurely lunches. 
c) eat while they work. 
d) wrote short plays to be presented at fancy cl ubs. 

84) The author feels that Americans lack .. . 
a) understanding c) self- control 
b) self- confidence d) a rebellious spirit 
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85) According to the author, In England .... 
a) the men are accustomed to money. 
b) the men remain at the table to talk. 
c) the guests except the host to have entertainment. 
d) people don't consider Christmas dinner important. 

READING COMPREHENSION (2) 

I first met Alpheus Parr when I was in College. I was walking across campus with my room­
mate, Ross kemp, a leader in all sorts of activities, when Alpheus hove into sight. From a 
distance of 5 yards, I could feel Parr's eyes upon us ; begging for some kind of 
acknowledgment. Passing abreast of us he gurgled something that could have been "hello." 
It was all very awkward and pathetic. Today, however, Alpheus looked extraordinary. With 
the whitest of sheets wrapped about his cumbersome body, his hair brushed carefully to 
cover the bullet wound and hi s eyes closed, he looked almost dignified. Curious, isn't it, that 
a man whose greatest ambition in life was to attain dignity, should accidentally stumble 
upon it in death. But Alpheus was ever a stumbler , a buffoon, so one more stumble matters 
very little. 

86) When the narrator first met him, Alpheus ... 
a) was afraid to look at him 
b) stopped him and begged for hi s friendship 
c) looked pleading at him 
d) closed his eyes. 

87) The narrators first encounter with him shows that Alpheus ... 
a) didn't want to be with people 
b) was an acti ve person 
c) didn ' t notice people 
d) closed hi s eyes. 

88) In death, Alpheus Parr .. . 
a) expected to find dignity 
b) accidentally found dignity 
c) lost the extraord inary dignity 
d) was awkward even then. 

89) Alpheus was evidently killed . . . 
a) in a fall c) by hanging 
b) by choking d) by a gunshot 

90) The narrator seems to be ... 
a) sad because Alpheus is dead. 
b) unconcerned over Alpheus' death . 
c) confused by Alpheus' death. 
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READING COMPREHENSION (3) 

The variety and amount of experimental, as well as traditional, theatre produced at colleges 
is always surprising to those not aware of their scope. [n order to give their students practical 
and high quality training in theatre, colleges usually offer plays during the year which are 
student produced, but whose audiences are not limited to students. The entire community 
enjoys the oPPoltunity that productions offer. Even though they are usually laboratori es for 
the undergraduates, they are of sufficiently high quality to make the evenings highl y 
profitable. A season with 30 or 35 productions at a medium-sized college is average. 

9 1) College plays are given primarily ... 
a) for the practical training of students. 
b) for the enjoyment of undergraduates. 
c) to raise money for the college. 
d) to increase the scope of the community. 

92) The local communities . .. 
a) raise money for the plays. 
b) enjoy the plays. 
c) are unaware of the plays. 
d) don ' t like the plays. 

93) According to the author the plays ... 
a) are limited in scope. 
b) are of varying quality. 
c) are gi ven in laboratories. 
d) have surprising variety. 

94) Medium-sized colleges . .. 
a) have given 30 or 35 average plays. 
b) have each student play in 30 or 35 plays . 
c) give each play 30 or 35 times. 
d) have 30 or 35 different plays a year. 

95) The author approves of plays at colleges because they ... 
a) are of high quality. 
b) surpri se the audience. 
c) make a lot of money. 
d) are numerous and varied. 
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READING COMPREHENSION (4) 

All philosophers imagine that causation is one of the fundamental axioms of science, yet, 
oddly enough, in advanced science such as gravitational astronomy, the word, "cause" never 
occurs. Dr. James Ward, in his Naturalism and Agnosticism, makes thi s a ground of 
complaint against physics: the business of those who wish to asceliain the ultimate truth 
about the world, he apparentl y thinks, should be the discovery of causes, yet physics never 
even seeks them. To me it seems that philosophy ought not to assume such legislative 
functions, and that the reason why physics has ceased to look for causes is that, in fact, there 
are no such things . The law of causality, I believe, like much that passes muster among 
phi losophers, is a relic of a bygone age, surviving, like the monarchy, only because it is 
elToneously supposed to do no haITn. 

96) According to the author, philosophy assumed legislative functions when it . . . 
a)suppOlis the monarchy 
b) asks for government support 
c) judges statement and theories as right or wrong 
d) demands that every scientist look for causes 

97) According to the author, philosophers claim that the law of causality 
a) is a fundamenta l axiom of science 
b) is not applicable to gravitational astronomy 
c) doesn't reall y exist 
d) is a relic of bygone ago 

98) Physics was singled out for attack by Dr. James Ward because it. .. 
a) never looks for causes 
b) imagines that causation is fundamental 
c) is looking for ultimate truths 
d) is a relic of bygone age 

99) According to the author, both the monarchy and the law of causality . . . 
a) are examples of lost causes 
b) do no haITn 
c) are thought to be harmless 
d) are revered by philosophers. 

100) From the description of Dr. James Ward, the reader can assume that he probably is .. . 
a) a monarchist c) an astronomer 
c) an agnostic d) a philosoph 

End of Test 
Check your answel' 
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MTELP Answer Sheet 
Part I 

Grammar 

Choose the letter preceding the best answer and put it on the space provided against each 

item number below. 

I,A 1I.C 2 l.B 3l.A 

2.B 12.A 22.A 32.A 

3.C 13.D 23.C 33 .A 

4C 14B 24.B 34.A 

5. D 15.D 25.D 35.C 

6. D 16.A 26.B 36.D 

7. C 17.C 27.B 37 .D 

8. B 18.D 28.D 38.A 

9.D 19.D 29.C 39.C 
10.D 20.B 30.D 40B 

Part II 
Vocabulary 

4l.B 5 l.B 6l.B 7l.B 
42 .C 52.D 62.A 72.B 
43.A 53.A 63.A 73 .D 
44.B 54.B 64.D 74.C 
45 .A 55 .B 65.D 75. D 
46.D 56.A 66.C 76.A 
47.A 57.D 67.C 77. A 
48.A 58.C 68.C 78 .D 
49.C 59.D 69.C 79.B 
50.C 60.A 70.D 80.B 

Part III 
Reading Comprehension 

8l.C 86.C 9l.A 96.D 
82.C 87.A 92.B 97.A 
83.B 88.B 93 .D 98.A 
84.B 89.D 94.D 99.A 
85.8 90.A 95.A 100.D 
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Addis Ababa University 

School of Graduate Studies 

Department of Foreign Languages and Literature 

Ph.D Research Pilot Instruments to be presented to DELL newly-placed students at UoG (a 

proficiency test, a Questionnaire, Interview, Observation and Triangulation Format). 

Dear student: 

The purpose of my designing these pilot research instruments is to help me find out the 

actual level of students English language proficiency and, to find out the degree of influence 

created by student - placement procedures employed by the MoE on their learning. 

This pilot research, obviously, will never have any undesirable effect, in any way, on any 

body 's personal & academic li fe except its severing to meet the demanding purpose of the 

research. 

I also hope that thi s pilot research, in the end, may have some thing valuable to contribute to 

the overall development of English Language learning. But this could be possible if and only 

if the respondents should respond to it with the utmost academic concern and with real, deep 

sense of purpose. 

I should finally have to assure you that, though there is abso lutely nothing in this set which 

call s for such a caution, everything will remain confidential as can the word be. 

Thank you, 

Mesafint M. 

Ph.D Candidate 

178 



Appendix B 

Questionnaire Items Format 

Instruction: After readillg each of the followillg questionnaire items thoroughly, please 

write your altswer(s), beliefs and responses in the spaces left for them. ('yes' altd/or 'itO' 

allswers should be supported by reasons.) 

1. Do you think that social , cultural and/or ideological contexts (situations) playa role 

positively or negatively upon your learning? 

2. Do you feel excluded (feel lonely) if you couldn't get a peer support in your learning? 

3. What would you feel if you find the work load (tasks) too heavy, and the vocabulary 

unfamiliar for you in your learning? 

4. Do you experience (the) lack of appropliate study habits before joining the university? 

5. Do you think that you were interested and capable of learning the English language before 

you joined the English language department? 
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6. What made you join the English depatiment at the UOG? 

7. Do you agree or di sagree with the following: some students have the belief that they are 

not supposed to be at the university or that they are not good enough in their leaming? 

8. When you encounter difficulties on leaming, do you say that you are the kind of person 

who can not leam? 

9. What is your purpose for your own leaming? Is it to get a degree, to help others? to be 

more independent? to follow a profession that matters to you? Please explain! 

10. How do you explain or demonstrate your willingness (interest) to learn in the classroom 

and out of the classroom? 

11. Are you happy that you are an English language student and satisfied with your 

leaming? 

12. Do yo u think that these student- placement procedures affect DELL students' 
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learning in an EFL situation? (English as Foreign Language) 

13. Please list some factors for learning which inhibit or motivate your language learning 

a) Inhibitive factors: __________________ _ 

b) Motivative factors: _ _ _______ __________ _ 

14. To what do you attribute your success or failure in the process of English language 

learning? 

a) Your success is based on _________________ _ 

b) Your failure is based on, __________________ _ 

15 . Are you pleased with the place, environment, culture, language, distance and others 

where you are now learning? 
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I. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

II. 

12 . 

13. 

14. 

15 . 

Appendix C 

Focus G.'oup Discussion Fprmat 

A checklist of questions and statements (to be used) for the focus group di scussion with the 

research participants 

Instruction: Produce ideas, points o.f view, and responses (positively or negatively) ill the 

form of discussion with each other and (with) the interviewer, Illterviewer 

should tell them about tIle time limit (1-2 hours) and the Ilumber of 

participants (10-12) and should define some terms to students 

What do you thin k is student - placement (and its procedures) 

Are your satisfi ed with the MOE's placement procedures concerning yo u and some of your 

friends? 

Tell us about the basic variables of placement procures such as your interest for learning and your 

capability to partake in the English language learning process? 

What was your basic interest for learning before you were placed into the DELL by MOE? 

Is their any change now in you in te1111S of success or failure? 

Do you like to work with peer groups? (Exchange information with others by communicating in 

class and out of class? 

What will you do if you do not have peer groups or the environment (physical) the academic, 

political and social situations could not give you a comfort? 

Do you feel al ien with the culture and language used here? 

Do you believe that you are ri ghtly placed into the DELL and successfully partake in the leal11ing 

process? 

Do you feel that you do lack appropriate study habits and skill s as a form of a previous learning 

experience? 

When and if you come across learning diffi culties such as : working with over loaded tasks or 

exercises, unable to understand inputs given, unable to describe your self in front of classmates, 

hatred of the instructor, the course (s) etc . .. what would you do? 

Are you wi lling to participate in the Engli sh language leal11ing practice/ process? 

What motivates or encourages your Engli sh language leal11ing? 

What again inhibi ts or demotivates you in your learning? 

Do you agree that placement procedures measure the students' readiness for leal11ing (considering 

yo ur interest and capabili ty with the score grade yo u get at the final examination? 
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Appendix-D 
Marking Keys os 

Observation Check-list Format x = 0.5 - = 0 

Observalion Check-List Variables to i\'lcasurc Practices of Pnrticipan ls 
Scr. 
No 

Total 

Readiness I)cgrt'c 
CflPllbilit y C lpability to Interest 10 Frequency of Fluency of G ramlllati Confide 

to of 
pal'take attention 

to llSk R('spond communicate partaking speech cal ness "" 
I 
2 
3 
4 
5 
6 
7 

S 
9 
10 

" 12 
13 
14 
15 
16 
17 
18 
19 
20 

" 22 
23 
24 
25 
26 
27 
28 
2. 
30 
.\ I 
J2 
33 
34 
J5 
J6 
,\7 

.\8 
39 
40 
41 
42 
41 
44 

4' 
46 
47 
48 
49 
50 
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Appendix E 

Score-grade Data Tabulation Format 

DELL (Tests) MEDICINE (Tests) SOCIOLOGY (Tests) 

English Maths Aptitude English Maths Aptitude English Maths Aptitude 

I 1 1 

2 2 2 

3 3 3 

4 4 4 

5 5 5 

6 6 6 

7 7 7 

8 8 8 

9 9 9 
10 10 10 
11 11 11 
12 12 12 
13 13 13 
14 14 14 
15 15 15 
16 16 16 
17 17 17 
18 18 18 
19 19 19 
20 20 20 
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'; i I~ P'lrYJ:f ",,,."...... 

'.'1' ',rr' A COMP'tlT'l?Jl. 
-\)0(1)'/ it . ··.L:\ nON SERVlL""E 

1t2·' 08 041 03 

Tn: - Addis Ababa Un iversity 

A.!crnaya University 

.. Jimma Umvcrsi ry 

Mekdc Ull ive r!:>it,Y 

Dcbnh Universlty 

!3ahirdar Uni'\,crsity 

Dale- 3/4/94 S.C 

Pel'. No, 7M"99/65J/~)4 

Addis Ab"ba 

Al'ba Minch \Vater Technology Jnstitute 

Gond~~r Midical Science College 

N:1zarel.h Tcchnical Techcrs' Education College 

.A.ddis Ab,·dIH Commerce College 

Ambo /\ gil Cli Ii lire College 

Sl1b-Concc rninp Ilipher b:du(:atiQn Admission Criteria Dirt'ctive. 

In the newl .y rksiglled F.o:ducation and Training Policy, it is known thaI 
!:iludenLs arter the completion of their 1 st phase of educati.on (10!11 
grade), lakjng preparator.v courses of their 11th and 12Lb grade 
education, they take a. final exam which allows them to join into 
Iligher Edu<:<:lt.ionlnstitutions. Based on this facl. a Student 
Adrrllssjon Cnlt<ria Direcljvc which \vili be iYnplemt"nted starling from 
199f) F~.C is c\t"81gncd but this directive shall be developed <.lnd 
e nric hed only ifl(,,:tchers and those conccrned appraise it. 

Therefot'!..', \.vc have senl this direC1.ive so that you could appraise it el l 
department. facul1y and instit.utional level and then offer us your 
meeting ff'edb~lCk up un til Tahsas :30, 1994 S.C. 

cc. 

With Regarr\!., 

Tcshornc Yizengaw AleIllneh (ph.D) 

Deputy Minister 

To Higher Educ<ll ion AC<:1dcmic and Research Deparlment. 
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Tomorro \.v's leaders, n - ',' llisls, could be obtain ed only if it is possible 
to identify and p]acL' 10se who a rc e1licient. and capable from the stan. 
After recruiting studen ts, lO let th em lea rn a s pCI' their capability and 
interest. is one of the most important inputs for lllC successful 
implemen lation of this educational program. What is more, \.vriling 
placc:.menl exams which are efficient enough to evaluat.e studcntg' general 
capabilities 'wtJulcl be a practice that cou ld assist the process of producing 
traint:d manpower whic h the country' is looking for, [he relf,HT, th is din'clive 
is prepared to forward in illative ideas to instit.utions and 10 let student~ 
admission become H process which should be effected on a similar baSl!-i. 

In the process of th~ admission and p!ncenlcnt policy which was practiced 
since' 1990 E.e, p lacement \vas done based on t h e stude n ts' intere s t in a 
field is) of s[udy. In most institutions. degr ee students wefe classified in to 
one of the l\ ... ~o [H.cul1.ies, natura l sciences a n d social sciences, and were 
taking freshman. courses fo r a yea r and them based on th eir exam res1.1lls 
.J.nd choices, were let to continue their stu dies. As mentioned a bove and 
dcpe:1.ding on lllC past experience of HE institutions adm ission capacity, 
st.udents' ESLCE result <lnd 5tudents' a pplication forms (sh owing their 
choices) vvcrc used for piClce mcnt by the con1mittee formed each year. In 
the new education and training policy, high school completion eX<ln1 is 
given at grade 1.0. Then after, in the acad em ic sec tion stu den t.s continue:" 
their 11 ill and 12lh grade siudies and lhen sit for c:xan1S set by institutiol1s 
ill order t.o make sure that they are fit to join HEs. Based on this proce::;s, 
a n initialive directive \\'as presented a nd forward ed a t t11C m eeting h eld in 
1992 E,C (in Ginbot) at Naze re th Technique college and the 
participa ntsj aulhoritics or d ifkl cnt HE: in s titution s/were m ude to res pond 
to the initiative after taking copies of the d irective, 

Majority of t.he institution s, ror commen t ing on th e directi ve in gro·ups, 
have forwarded their comments to the HE academic and rescorch 
departrnenl.. But other fev..' in stitutions did not re"3p on d. 

L Institutions who send their positive responses are the 
following 

I. Under l1ahirdar University's leadership GeMS, Mekele UniYcrsit.y, and 
Dcbrezet Defence Engineering College. 

2, Under Debub Universi ly's Lead e rship, , Jim ma Un iversity, Arbaminch 
Water Technology Institute, Nazareth Technique Teache r College. 

3. Ambo i\gricLlltural Cullege (Sole Participant). 

~lR!.s Ababa UnlverSltv, AddlS Ababa Con1mc1'clal r ~)o.a~~(h;?b.t1on College , and CL\ il Services College, 

(~~t." ' ~~,,, . 
,~,() 4tr:n. s-
' .. ;,tJf~t Ser.:\(.(. ,/ 
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1~1 .. l~ t<V'TI.rrpraise the directive logether, there was no response from 
'~ern \~lGh .-l!fYrlduded in this directive . 

According to C01TUllcnts from these in s titutions, instea d of wriling 
placement tests and admitting and placing students by individual 
institutions, t.hey preferred to form n comlnittce v,'hieh shall orgRnize all 
insLi1.u tlons. 1 ncluding this and other comments by institutions, the 
rollowin.g instilutivc is fon\,Ell"di." d for discussion. 

2 . Oth er countries expe rience in admitting HE students 

l\- Considering Pakisran's ex pi.':rience, every insUtu tion was first made to 
use the govermnenl's budget to prepare exams, then, 

- B udget raise was exhibited for [11e reason that students were forced to 
go through dirfcrcnt institutions to take exam s, 

- Tremt:'ndolls wealth of the count!}' has gone for good for the reason that 
instilutions prepared too much and too many exams, 

An individual studt:'nt, by Inking different tf;':st~ of different universities 
may settle in only one of I.he institutions l..,y spoiling the luck of others 
of other!:) and bankrupling the extra money. 

B - Korea's and Philippine's experience: Both have decided to form a 
Centralized 'E~xarn Board so tha t tbey give tests centra lly. 

C. ~ Concerning the Indian situalion: The c urriculum they designed is 
a lmost the same to ours with in .1 8 Indian regions. Studenls after laking 
10th grade cxn rns they proceed to learn 1}t1l and 12th grade ~tudjes and 
eben lhey taken high sc11 001 learning exams to join universities. On the 
part of students, to join those highly pri vileged departments like medicine 
a.nd Engineering. lhey take other exams by the institutions. What we learn 
from these cnun~rit's is U1Hi lI1stf~ad of preparing placement. tests 
mdividually by inslitutiol1s, it is g~)()d t.o deliver iL by forming a centralized 
board OJ" cOlTImittee. 

3. The importance of placement exams: 

3. i . As to th e nu m ber of students learning in the 2nd cycle of high schools 
it is to lnC1ny when compared lo th e countries high schools 
admission capacilY. the exam makes it poss ible to icienLity \"Tell 
prept~ red students. 

3.2. The exa m which h af; been given unt il no\v simply Lells us thal they 
only have cornpiclcd their secondary education but it. doesn't serve 
as a standard mea.suremenl for admission in HE, and it won't be 
administered afler 1 Y9::> KC. 
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3.,1 invc!'>tcd. srudents \vh{) enter in ttl HE 

3,4. The exam type, as it is un exa m depending on muhip1e-
choice questions . it wouldn't rn(,'i;l::;u rc up the student's effi.cicnc~: \:md 
thl: t'xam had not been given on similar grounds and t})(! invigiJmors' 
controlling s~ .. st(.'m h,~dn'l been the same. 

J .5. The priory used placcmt:nt system was one which failed to recognize 
student S 3tt.itude <'Ind ca pabili ly. 

3,6. Tr students Wt:re to be pJnu~ bnsed on their CR exam result, sehooJs, 
in ordc:r to admit los! or stLH.i(~nLs, would en1.er III to an unwanted 
comp ... ·lil inn with eac-h OtJ1er und for this they \I,'ould inflate marks 
there forI.': preparing exams IS iJ bet.!'cr choice. 

4 . Placement exam types and how it is prepared 

After completing the 12'h grade studies, and proceeded to join universities 

based on iields of s tudies, the entrance exam should address the 1wo 

divisions i. e., the natural sciences st.ream and the socia l sciences streams 

meani ng. 

1'01' the fllture training, en Lrance exams should enable st.udies such as 
Heal th, !\griculture, Technology, Natural sciences, and social sciences. 
F-V(1)' ~~xn rn should bt;~ able to a ppraise students' language profic iency and 
Ih(: commun knm-v1cdgc in relation to other fields of study, 
Concerning the exam l.vpe and content of the English and (V'laths tl-:sls arc 
compulsory' tests for bOlh streams. The exam content should be based on 
the c"U.rricuJulTl under stud.\! this is for the rea son t hat students should 
ch;vf'lop the merits of crilical thinking. To Ull(ler~land stud ent::> interest 
,JI"H1 learning attitude, aptitude (SAT) tesl should also be incil.lCled. 

Exnrns could be prepared in tvvo ways: These are:-

D. SuqjtTtivc quest ion :> . and 

h. Objccliv"e que~l ions. These types ha.V("~ lheir 0\\'11 :>trong and 
\-\-'(:ak aspec t!'-, 

Subjective questions 

Strong sides:-

1. C,:rn bt' written ve~· eas"ily, 

2. They don't need tou m uch time to prepare them, 
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4. Th{'~' can help the learner avoid memori7.ing pwctice.s 

Weak sides: 

I. QW·:0ti(Jns rnighl incorp~)rale single C01.11"~;e CO!1lenls, 

:..!. If II)\.' exam lnarkcrs (1rc (difkrenl leaclws) there will be ;-) prnblern (sJ in 
the- Illark allotment process. 

J. II 1lGed::; a ver.v long timt· 1"0 mark. 

4 . MLlrkers might not possibly identif): I!xaminces hand .. \Tltings and \,,'ords. 

5. Exarninec~ not know hnw to respond to exams. 

Objective Questions 

Strong Ideas: 

1, They an:'." simple to marking and U1C tllne they need may bt" too ~hQrt. 

2. Possible (0 include ttJU many topics. 

3. ThE' rCS1Jit 'wouldn't bt..: changed if it is marked by anybody. 

Weak sides: 

J, Difficult to prep,:n"e the exam. 

2. It needs ~ lot of time to prepare it. 

3. It COUldn' t enlluate- the examincc-s talent of anal.vzing t:hings and the 
c l"l'Ulivil)' aspf:cl. 

~I. Therefore: 

4.1. The e_:.;am type should no! be simply a mult iple-·choice I.VpC. There 

should be different types which could appraise students' capubilily 

and knuwledge . 

4.2. If t.he field requires for phy::.kal fitness and expertise and especially 

to iclentil'v stLldenl:~ having aJmost: similar results, it. is good ro usc 

ural (spuken) and practlcdl esalIl~~. 

4.:3. If tht: exarn is given 10 groups, to nlake it. so quickly and a c:colllpli:sh 

oj piaecmcnt in lime, it is necessary to has " comp~L~r~ ___ :;~ 
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5. Exam tim e a nd place 

could prepa n: similar 
test 1 heir S1.Uc\CllLS in 

5 . 1. If. would be preferred if the exam is given in the mon th "seine", The 
re[-J.~on is thal it is possible ro con lact students around t helr schools 
unci there \\'ill be tirnc to mark and announce results to them. 

5.:,~, The ex,~rn mus t be given before st.udents' went home knowing the 
lime of the exam. 

5.3 . rlace~ lh{j[ accommodate the eXdm~ should be HE instiiutions. 

:::,.tI . Whl~re there art;' no HE institutions, by [he decision ma de by the 
~xam'~> organizing commitlee exams would be given in centra l places 
of zones of towns. The exam could be conducted wi th <::Illthorit.ies 
from HE Tnstituuons, I~cg; onal ~ducat.ion Bureuus, and Zo ne 
education departments, attending it, 

6. E nt ran ce e xamination preparing body 

There an: three ways lo prepa re and conduct the exams. Marking Etnd 
p ldcing dep('nds on the result of students. 

At ,nn ins( itutional level 

Throug h H commitip-c d eputizing different institutions. 

~ B,v giving geographic.;!llimi(s (0 (he ins t itutions . 

CmlTJLrics use different methods depending on thelr gencJ"(:il context. 
Bul Lhnst:' difTerent ways depict sITong a nd weak s ide::>. 

Strong s ides 

1. Sludents can 1efuTl with out. going so far from t.hei r places 

?. It makl~s it possible lo undertake the CXUln with in the institution 

~), As tJlI..: numbe r of s l uclen ts is dis tributed among institutions, marking 

the c!ltrann' exam, the col lating process and placing students lTl to 

d cpanmcfns won' t c reate m ,l inference on institutions. 

4. [LEs, by creating a strong lin k \\'.ith high school s ca n exchange 

informution concerning students 
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Weak sides: 

1, In~tilulion 
typ.:: might 
like it. 

2. !t will limit the right of students (() enter in to an in~tilute after 
cC)1npcling \A,'ith others. 

'-~. Ins L i t uu~H1s which 3re ~ilLldtt'd far from bigger citie:::. might. 11m gel 
efficit.'1ll1y ('ompc titive students. 

AccordiJ1f,t to (he 511ggestions we get fn)nl different institutions our current 
economic developmen t stage would not allow insLit.lltions to enter in to a 
free completion situation inst.cad, it appeared that the support given by the 
central body, especially the Domestic Examination Agency, higher 
education dep~l.nrnents and with quality and aplenty, HE Institution 
entrance eX8mina1:ion set up and administration. 

A':3 mentioned ",bove institutions which offer similar lcsb should 
contribute questions through an organizing committee so thal they can 
save 8tudcnt:--; Tlloney and institutions timc and budget students, 
depending on their results shou ld be placed in to fields of t hCll- interest. 
For lhis purpose it is good to establish a central boely inter university.· and 
college . 

t.:.:....arnirl<l11C111 center, but it i~ in~l.itution~ interest what matters. 

7. HErs entrance test results_ 

Entrance results s hould be acknuwledged equally at all institutions and for 
this, high schools 1n all regions should put an endeavor to develop 
th('msejv~!s .In It!Ll ll~ l·f jJlJJul and quality staff. Up to t.hat timG tor 
underdeveloped regions. the support for womcn students and for disubkd 
OIH.~S ::;hould conlrive DS an affirmalil.e action, With in HEls, for the coming 
5 .years th~~ number of women students shall illereaSt up lO 30'YQ 

8. Students admission and placement 

fur ~tuctf'nts to be placed in to field~ of theIr int.erest. they have to oht(tin 

the score {s} required and considering the field which they had been 

\.\'orking when at high schools t.heir final choice based on these information 

they would be chlssificd by eomputcrs. Smclents who fullill these a ll 

situations \\'ould be calegorized in to different im;titutions Lo satis(y the 

trained manpower a nd the students' resl.llt and intcresL.,.~'"- ---.. 

................ ..----'"' 
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through newspa pers 

8. J. l\dmis~ion <:I nd placement should be based on the country"s demand 
and pnvilege a ~1.d institutions capacifY for intake and s tudents des ire 
to stud.v. 

8 .2. To make placement morc successful... HEs and MOE. .. should give 
orientations about different fields to students family and Lo the 
~oclely Oil lhf! whole . 

9. Entrance requirements 

lnsli tutiuns accept depending on their general ca pacity and 
cOt\J1u'y"s demand for trained manpower and applicarHs should fullill 
the following requilTmenls. 

9 .1. Regular students 

9.1.1 . The document showin g their 1 Qth grade results 

9.1.2 . Second cycles/ l.llh & 1211./ grade transcript 

9.1.3. H it is necessary. taking writing and oral test.s alongside pract ical 
test.s. 

9.2. Private a pplicants 

- Those \vho d id not take tbe enlrancc exam i=!.S regulars WO\lld ta ke 
thi'! exam two more times 

.- Those who completed their education(9- 12) in ext.cnsion and in 
dif'tance programs can ta.ke it \\lith regulars. 

- But the se students should cover a ll expenses ror the procc s :s 
starling (roD1 exam pTepa ration to placement. 

9<~ . l':t hinpii:\l1s in foreign exam s 

~)'3.1. Those \\'ho re tu rn from abroad: 

- Stlldcnl::> who learn ed from a broad and have d iplom a, or degree can 
sit for entrance exams. But this will be e frected if approved by the 
COm lYlil.tec . 

C).~.1. Cnrl!ll1unity m ission and priva te school's students em) ta ke the 
entrance exam as they have t.aken the similar Ethiopian 
curriculum. 
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-Non-Ethiopians \\'hn apply to learn at (-l"Els who are supporh~d by 
protoco1 agreements to be given a scholarship. 

9.4.1. Foreigner IJrivdLC app1.icants 

9"+ . .1.1. Foreign applicants prcst~nt their documenl::; showing their 
Crlpacily for paymen ts and other::; should be cleared bv 
committees, <mel afLer getting approvals I.hey get chances, 

~J.4.1 2. }\ppiicants' c itizenship will he identified by the document they 
presenl. 

9.·l.I.0. If they aTe not ilptJlkants' privileged by the governmen r.~ 
scholarship, others should pay a tuilion fce per se rnestcr 
which is determined by the recipient institution. The fcc 
shall he efrecled using a foreign curre ncy that would be 
admiucd by t.he na tional Bank of EthiopiA. 

9.4.2. Poreigncrs are placed through protocols agreed ,,,,ith the 
gove rnlHenl. 

9.-1.2.2. These fOTcigners who are accept.ed by the HEl should fulfill 
their coulltry's 1-1l~: enlrance requirements. 

Q.-1.1.3. Foreigners who fulfilled all requiremen ts would he placed by 
lhe MoE or b.v partinllar instilution. 

10. The n umber of exams to be taken at once 

-So long as lile entrance exam cnf.bles to identify t.he appropriate 

st.udent and so long a,s the student. fu lfils requirements mentioned in 

~erinl no, 9. the entrance exam will be marked out of 100%1. 
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ATTRITION RATE FOR DELL STUDENTS, 2008/09 (2001 E.C) SEMESTER I 

I I SJ YEAR 

Deparllllelll Euro/lecl Dis. With R~lllllllili{)1I Aca. dislIJi.\'(I/ Witl"lroovill Drop alit 

vI 1 r v1 I I -I 'vI F r 'vI F T :VI F I -

DELL I X i ()3 2A4 (, I ! 7 Ie 12 24 - - (j 21 131 
]" 
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fACUl.TY 

DELL 
DEPARTMENT 

len La 103 

: COUK.':;£: NUMBF:I\ 

GRAMMAR IN USE ;2 ! 

Title of course,,=-r':::::~~';;;:':""-r"::'::;::;:;':::::':':":':'-iC;;R;;E;:D;o;:IT,---=S-=E::.M=lr-=6:::It:.:O:-=U':'P:::r"";-;;:= 

Instructions 

Grade Uso 

A-Excellent 

8- Above Avu'li\}o 

C· Satlsf.1Clory 

I-incomplel 

GIVO reascms for 

Column 

SUMMARY 

No of A's = 9 

" B' '" 15 

~C'5 ... 11 

" D's ". 2 

., F's"" 5 

.. I"s: 

,. NG',, " 11 

NO GRADE GRADE COMMENT ENTIFfCATI 

3187101 

2 A II 3191/01 

3 B /3 3193101 
4 F F 3196101 

5 B B 3197/01 

6 A A 3201101 
7 C C 3203/01 

8 NG NG 3209/01 

9 A II 3214101 

10 NG 3236101 NG 
11 C 3260/01 C 
12 A 3261/01 A 
13 NG 3268101 NG 
14 B 3291/01 B 
15 B 3302101 B 
16 NG 3323/01 NG 
17 NG 3327/01 NG 
18 NG 3330/01 NG 
19 F 3333101 F 
20 B 3335101 II 
21 NG 3349/01 

3352/01 

3368/01 

24 ARMAYE TEFERA C 3376101 C 

note (post stlP from Reglstra s Copy) 
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FACUI.TY DEPARTMENT 

GR6MMAR IN USE EnLa 103 
Title of Course Course No 

Im.>lruClions 

Grado Usa 

A·Exctlf\cIlI 

D- Above Avur .. gu 

C- Satisfactory 

l·jO(:ompJet 

01\"0 (cason!. fOI 

Column 

SUMMARY 

No. Df A"s '" 

" S-"" 

" C'Ii'" 

" D's " 

" F'/i '" 

" I's '" 

.. 1\I0's '" 

NO 1 NAME 

49~YAM 
50 l LiE 

~~rUKAN lUK 
53 BISRAT 
54 
55 
56 
57 nFRF JE 
58 
59 DESIE 

Ato Yoscph M. ~ 

!ll;~J, 

:OEPARTMENT 

J;nLa 103 

:COURSE HUM6EfI 

I 

~ YEAR 

Instructor N CREDIT SEM : GROUP 

1 F.Namc I 

IHAGOS C 3533101 

ARAGAW B 3544101 
) NG 3445101 

SHITAHUN C 3552101 

IK C 3556101 

ITHOMAS B 3573101 
;HET D 3583101 

ITEKLU A 3601101 

1 EYASSU B 361 6101 

IMAMUYE F 
IBIKS B 3629101 

, 

B 
t U 

[l 

F 
B 

2i/J:.2-!),.h.v .. L -e' "'~ "\h ..J{.,J 'l-~<,,:·t ~ ~,~:.;:, 
Date DeP't headSign . I " .~" !~ .. I,' "!, 

\':, 

,HE ABOV" CLASS HOLL IS COMPLETE AND ~C~;:', . .!~ \ 

Please inform your students Iha! tncir grads will be POSI ~d per~ i 
• 

.~ 

.. \~r.~'. .2 
Sinp at a selected location at the end of the ' . ' ~~:,~: 1" "1.~ 

• :':~./-: 
note. {post stlP from Reglstra s Copy) , 
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